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Abstract

Assessment is the backbone of learning and engdgargers in the process leads
definitively to promising learning outcomes. TostlEnd, the alternative approach to
assessment, especially self and peer assessmert,ehzerged and received due
attention from the part of schools supporting imtthearner autonomy and co-
operative learning. In fact, the implementationseff and peer assessment requires
the existence of given conditions to be applieceaifely. Along this thread of
thought, this research work aims at spotting thedfsinces which militate against
English teachers’ promotion to self and peer assesswhich are integrated in the
Algerian middle school textbooks. To collect datetloe research topic, three research
instruments namely: A questionnaire addressed tteddhers, an interview with 3
teachers, and classroom observation with 3 Engbksithers has been used. The
research results indicated that teachers face @adhgf problems which preclude
them from promoting self and peer assessment im thesses such as the lack of
training, heavy syllabi, uncomfortable teaching iemwvment, and summative
assessment effects. Eventually, this researchsofieme key suggestions to promote

the implementation of self and peer assessmeheimiddle school classroom.

Key words: Assessment, alternative approach tosassnt, self assessment, peer

assessment, learner autonomy, co-operative learning
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Genral Introduction

General Introduction

The past couple of decades gave birth to a myriadh@nges in education, notably
in assessment. The latter is no longer confinedests which measure learners’ mere
acquisition to some sorts of information supportingthat surface learning. Therefore,
assessment has witnessed the appearance of seeardiorms of evaluating learners’
learning such as self and peer-assessment promiotitigat deep learning since these

alternatives in assessment involve learners irmfisessment process.

Self and peer-assessment rise has been due to amenmporary learning
approaches which emphasize the involvement of égarim the learning process such as
the cognitive and social constructivist paradignet@rning. This approach accentuates on
the importance of leaving the chance to the learmeaonstruct knowledge depending on
his/her own strategies and precedent learning exps with some help of the teacher or
peers when necessary. Drawn upon this basis, dinediecan also assess his/her work as he
can assess the work of the peers ensuring in tet-oognitive skills, reflective and self
directed learning, learner autonomy, and coo-perdgarning. Therefore, the assessment
task has been removed to some degree from theetemadhoulder to be stuck on the

learner during the learning process.

The importance of self and peer-assessment initephas made it compulsory to
integrate these alternatives in assessment intedheol curriculum. Like the rest of the
world schools which try to ensure effective leagnfor their kids, Algeria foreign policy
leaders have run towards embedding self and psessiment into the new issued

curriculum and the second generation textbookb@htiddle school (2016).

Self and peer-assessment are highly remarkablesifour middle school textbooks
addressed to MS1, MS2, MS3, and MS4 levels in t#sksighout the various sections of
the books (I listen and do, | pronounce, my gramioats, | read and do, | learn to
integrate and | think and write). In addition tdf sssessment grid found at the end of each

sequence.

The wide array of benefits that may result fronf s@ld peer-assessment such as
learner autonomy and cooperative learning have kbenengine which pushed the
researcher to conduct research on this topic. Diective of this work is to scrutinize the
main hindrances that hinder teachers’ implemematioself and peer-assessment in their

classes then finding solutions that may help theermass them.
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Henceforth the present research tried to addhesttiowing questions

1. Do middle school English teachers promote self pedr-assessment integrated
into middle school textbooks?
2. What are the major problems which prevent teachnens promoting self and peer-

assessment?
Thus, the upcoming hypotheses have been put forward

1. Middle school English teachers do not promote &etf peer-assessment which are
integrated into middle school textbooks.

2. The problems which prevent English teachers frommuating self and peer-
assessment are related to the lack of trainingh#day syllabi, the large classes,

the lack of time, and summative assessment.

This research work is comprised of four major ceeptThe first one is literature
review which provides general overview about agsess$ and its two key paradigms: the
traditional versus the alternative paradigm. Then&r would be tackled from its negative
side on the learning process which motivated eduwtalists and researchers to look for
the alternatives to tests to compensate for theagasof tests. At this stage, the alternative
paradigm has come to existence offering a set of p@cedures of assessment like self

and peer-assessment which involve the learneriassessment process.

The second chapter is dedicated to ELT in middleskteducation and research
methodology. The first part of the chapter sheglstlon the key objectives behind English
teaching inclusion in middle school curriculum; thew reforms introduced in 2016, in
addition to providing a clear picture about the newvddle school textbooks particularly
what is related to the integration of self and pesgessment tasks in these textbooks. The
second part of the chapter tackles research meitbgpdadopted to carry out this research.
To this end, case study research and mixed methach have been adopted for. This
research procedure has permitted to use threeratiffeesearch tools namely teacher
guestionnaire, interview and classroom observdbarbtain verifiable data about the work

guestions.

The third chapter contains data analysis and irgepon. It unveils the results of
the research procedures used in this work since saction of the chapter is devoted to

analyzing the data of each procedure in separé&ton the rest for better understanding of
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the research problem. Then, the chapter providespiretation of the results in relation to

the research questions ending with the limitatiointhe study.

The fourth chapter is devoted to suggestions acdmenendations. It offers a
bunch of propositions that may be solutions to fineblems which prevent English
teachers at the level of the middle school fromlem@nting self and peer-assessment in

their classes.
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Chapter One Literature Review

1.1 Introduction

Assessment is inextricably related to education.e Téffectiveness of an
educational program depends enormously on assessmiggure out the achievement of
the learning objectives defined in its curriculufhe realization of this end does not count
on a sole homogeneous assessment method likentieists are, in some cases, detriment
to learners’ progress and motivation. Howevennplies moving from the testing culture
to the assessment culture by the implementatiom ohyriad of authentic, life-long
assessment procedures that stem from firm formaeessment roots aiming at yielding
positive learning outcomes. It is within the spaxfethis chapter that the alternative
approach in assessment will be discussed in tie &ifthe fallibility of the traditional
approach in assessment on one side and the molisachanges that touched every
corner of today’s world on the other side. It islanthe alternative approach cover that
alternatives in assessment devices will be destried, hopefully, recognized as a key
turning point in assessment practices implememteékdd English language classroom.

1.2 Defining Assessment
The word "assess" comes from the French word "assitlwhich meanto sit
beside” (Herman et al., 1992, p.7) As far as languageoscerned, assessment
involves “obtaining evidence to inform inferences about ss@e&s language-related
knowledge, skills, or abilitiés (Green, 2014, p.5)

Assessment is of huge importance to learning. #sdoot arrive at information
collection, otherwise it would be trivial and pdeds. As a matter of fact, assessment
transcends this limit, comprising a set of saliepurposes to accomplish.
Lamprianou&Athanasou (2009, p. 3) delineate assessmrecisely, pointing out that
“Assessment is the process of collecting informatiom purposeful activities (e.g., tests
on performance or learning) with a view to draweneinces about teaching and learning as
well as about persons, often making comparisonmsigestablished criteria

In other words, assessment in language educatidhjd respect Teaching English
as Foreign Language (TEFL), is thoroughly and wgsty planned via the preset
objectives that the teacher sets from the outsdtré putting the assessment procedure, a
test or others, into practice. Then, the resubtstabe measured against those objectives to
figure out whether they are achieved or not enduity finding out the suitable action

steps towards improving English as Foreign Lang\ggr¢ ) learners’ achievement.
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1.3 Assessment Vs Evaluation

Despite the fact that there is a big tendency imguassessment and evaluation
interchangeably, they are not synonymous. The istrildivergence between the two
appears in the ultimate end to be achieved. Ugsessment that is adhered, primarily, to
the ongoing classroom practices striving to imprt@aning, Weiss, (1998, p.330) posits
that evaluation is rather a “systematic assessioietite operation and/or outcomes of a
program or policy, compared to explicit or implistandards, in order to contribute to the
improvement of the program or policy.” (cited in weey, 2006, p.3). Obviously,
evaluation is a vast and deep process that is ooedtevith making judgment about the
effectiveness of the whole educational program K@us2009, p. 12). Accordingly, it
strives to investigate, analyze, and provide thghotesult regarding the effectiveness of
every constituent of the program. As a final stagesrnatives are offered to overcome
deficiencies and shortcomings concerning, for examprevising curriculum,
teaching/learning approaches, materials, and ass@ssnethods. In a word, assessment is
tightly related to the learning process in bothesidormative and summative whereas
evaluation is concerned with making an overall jndgt about the educational system
from its different sides.
1.4 Assessment Vs Tests

Assessment also needs to be defined outside tsthd broad distinction that
discriminates between the two in function. A testAn event that is especially set up to
elicit a performance (usually within a predeternditiene frame) for the purpose of making
judgments about a person’s knowledge, skills oliteds”. (Green, 2014, p.6). Clearly, a
test does not form the overall assessment proces# & used only at a specific time to
check learners’ mastery of a given language aréso,As opposed to assessment which
accompanies the learner during the whole learninggss, a test is “used essentially at the
end of a learning/teaching sequence to establighrhach learners are able to reproduce
from a body of knowledge in test or exam conditiorjgverhard, 2015, p.15) It is clear
that a test is just one of the forms of assessem@mpioyed at the end of a learning process
to measure learners ‘achievement. So, assessmdibasl comprising a multitude of

methods and it cannot be synonymous to tests.
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1.5 Assessment Purposes

Purposes of assessment vary. They are not limitgdto enhancing and orienting
the learning process towards the right directioml ameliorated outcomes through
addressing the learners’ needs leading to seramgdtive purposes. However, assessment
also span summative functions that lead to makewuysitbns about learners concerning, for
instance, success or failure in learning. In time lof thought, Cizek (1997, p.10) states
that “Assessment: the planned process of gathamagsynthesizing information relevant
to the purposes of (a) discovering and documerstindents’ strengths and weaknesses, (b)
planning and enhancing instruction, or (c) evah@progress and making decisions about
students”. Thus, assessment aims at finding @rhégs’ strengths and weaknesses for
tailoring their needs and the same time helpinghtess to refine their instruction playing
in this respect a formative roleOn the other side it makes decisions as far asstsd
progress to decide on their actual level of peramoe.

In addition to the preceding functions of assessgn@ipps and Stobart (1993 cited
in Buhagiar 2007, p. 46) identify six uses of assemnt:

1. Screening: this refers to the process of testing groups wdestts, normally at
primary level, to identify individuals who are ieed of special help.

2. Diagnosis: this involves the use of tests to identify chilidee strengths and
(more usually) weaknesses.

3. Record-keeping test scores and teacher assessments are patudent records
to then help in the transfer process from one ddewel to the next.

4. Feedback: results provide feedback about the progress aviohehl students
and the teacher’s success. On the other handigesudlasses can provide information to
the school administration about the progress amdess across the school, and school
results can be used by outsiders to ‘evaluate’ashend teachers.

5. Certification : a student is provided with a qualification thagnéfies that he or
she has reached a certain level of competenceawl&dge.

6. Selection students are selected into different institutibmsfurther and higher
education. They can also be allocated to diffesenetams or sets within institutions.

Succinctly, assessment is multifunctional. It ssran array of learning facets that
combine both formative and summative purposes.

1.6 Assessment’s Criteria
An assessment procedure whatever type it may batrigrmative like portfolios

or observations ....etc or summative like tests, lmareffective only when it meets some
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fundamental principles. Validity, reliability, préacality, authenticity, and washback are
the major cornerstones to be put in serious coraida in designing and using
assessments.
1.6.1 Validity

Hughes (1989, p. 22) stipulates that a test candlid only when it “measures
accurately what it is intended to measure” (citedrulcher & Davidson, 2007, p.4). This
definition to validity signals specifying strictiywhat the test tends to measure avoiding
outside objectives excluded from the test desigpgse. A test’s validity is demonstrated
in five types: content validity, criterion validitgonstruct validity, and consequential and
face validity.
1.6.1.1 Content Validity

Fulcher & Davidson (2007, p. 6) define content digyi as “any attempt to show
that the content of the test is a representativgiafrom the domain that is to be tested”.
In other words, the test needs to reflect, exatlly, subject matter to be measured. The
concept of validity is clarified through direct amdlirect testing. Direct testing reflects the
actual performance of the task while indirect tegtneasures the test taker's performance
in a different way like the listening/speaking téisat is converted to a writing test to
measure the same set objective. Hence, to ach@wert validity, the test must measure
performance directly. (Brown, 2003, pp. 23-24)
1.6.1.2 Criterion Validity

Brown (2003, p.24) claims that criterion validityfers to “the extent to which the
criterion of the test has actually been reachedite@on validity falls into two categories:
concurrent and predictive validity. The former sigs that the test's results are
substantiated by another actual performance bettmma@assessment per se (Brown, 2003,
p. 24). However, the latter is used “when the sesires are used to predict some future
criterion, such as academic succg$silcher & Davidson, 2007, p.5).
1.6.1.3 Construct Validity

The evidence that supports considerably the tektlityais construct oriented
validity. Bachman&Palmer (1996, p.21) define thastouct as “the specific definition of
an ability that provides the basis for a given wmstest task and for interpreting scores
derived from this task”. According to Heaton (1988161) a test has construct validity
when its characteristics are measured in accordaitibea given theory of language. Stated
differently, a construct is the key underlying feas through which the test is based. A
good example might be provided by Brown (2003, p&3out conducting an interview
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that measures the test taker’s oral proficiencythla case, the tester has to take several
parameters in the measurement such as accuraeycflupronunciation, and others to
determine the final score. But, if a sole featgreliminated, test construct validity is lost.

Content, criterion, and construct validity form ght knit since they are
inextricably related to each other. This interwovelationship has led some researchers to
claim that content and criterion validity are magspects embedded in construct validity.
In this sense, Messick (1989, p. 20) states that

Traditional ways of cutting and combining eviderafevalidity, as we have
seen, have led to three major categories of evalezantent-related, criterion-
related, and construct-related. However, becausgot and criterion-related
evidence contribute to score meaning, they haveectombe recognized as
aspects of construct validity. In a sense, thers, ldaves only one category,

namely, construct-related evidence.

(Cited inl€éter & Davidson, 2007, p.12)
1.6.1.4 Consequential and Face Validity

A test, especially, the high stake one generate® sifects after use. These effects
are reflected in consequential validity which ik&ted, primarily, to the extent to which the
test realizes the intended criteria of measuremisteffects on learners, the social
consequences of a test’s interpretation and uskthenimpact of preparation on the test
takers (Brown, 2003, p. 26). The last test effaatnely test preparation, spawned special
attention because of its detrimental impact on rggults. In this very sense, Popham
(1991) argues that the negative side of preparagi@oncerned with “instilling test-taking
techniques that focus upon the test items, ratt@@r improving the learner’s ability on the
constructs in question”(Cited in Fulcher, 2010,882 The second aspect of consequential
validity lies in the effects of washback, partigljjaon learners.

Face validity is, also, deemed to be a salienttfateonsequential validity. Heaton
(1988, p.159) describes it in the sense that ttddeks right to other testers, teachers, and
the tested.

1.6.2 Reliability

Reliability is regarded as a focal test criteriamedo its huge impact on the test
usefulness. In essence, it refers to the consigtehdhe measurement (Brown, 2003,
Miller et al, 2009, Fulcher&Davidson, 2007). A testconsidered reliable when it yields
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the same results by the same student in two diffebecasions (Brown: 2003, p. 20).
Because of different and plenty factors such adesit related reliability, rater reliability,
administration and test reliability, a test mayfesufrom unreliability (Brown, 2003, pp.
21-22, adapted from Mousavi, 2002, p.804).
1.6.2.1 Student-related Reliability
This type of reliability focuses on the learnerssyghological and physical
problems. Such kind of issues may create a prohlentest reliability affecting the
learners’ score.
1.6.2.2 Rater Reliability
This factor falls into two sub categories: interdantra reliability. The former
occurs when two scorers come up with a differest seore because of causes related,
principally, to inattention or inexperience. Howevie latter arises in case the teacher is
tired, careless, unfair, or not setting clear swpdriteria.
1.6.2.3 Test Administration Reliability
It is linked to the effects of the environment ciiodhs in which the test takes place
on the test taker. These conditions might be teatpes, light, or noise that may ruin the
learners’ concentration.
1.6.2.4 Test Reliability
The test itself may cause unreliability leadingrteasurement errors. Long, timed,
and poorly written tests are good examples ofradstbility.
Surkamp &Viebrock (2018, p.251) propose the follogviuseful rules to increase
reliability in assessment
» Make sure the tasks are clear and unambiguous.
* Assess often or include more tasks in your assagsiimgt not too many!)
e Limit the scope of what you assess (e. g. listeoinlg).
e Make sure the assessment conditions are the saraediyone.
» Make sure the way you evaluate the assessmentamsp@arent, clear and is
consistently used by raters.
» If possible, use several raters to assess therpafe.
1.6.3 Practicality
A test can be practical, only, if it meets four damental criteria including budget,
time, administration, and evaluation. First, theense of a test must be reasonable in that

it should not be expensive. Second, suitable tisexa to be allocated to taking a test, in
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other words, it should be long or short accordimghie content it covers. In addition, the
test should be easily administered and the scopmugedure must be planned ahead
administering the test.
1.6.4. Authenticity

Bachman and Palmer (1996, p.23) define authentiagy“The degree of the
correspondence of the characteristics of a givaguage test task to the features of a
target language taskObviously, the test content in whatever languaga ar skill needs
to be congruent with real world situations, whatasled simulation, that the learner may
encounter outside the classroom.
1.6.5 Washback

One of the key facets of consequential validity washback, Alderson &
Wall(1993) define washback dke effect of a test on learning and teachioiged in
Chengk Curtis, 2004, p.3). A test is a two-side effquiisitive and negative. The positive
impact appears in a form of feedback supplied kg tdacher to learners about their
lacunae in performance. On the other hand, thetivegeffect occurs when the test results
are given in a form of a grade without any feedbpidvided (Brown, 2003, Alderson,
2004)
1.7 Assessment, Teaching, and Learning

Assessment, teaching, and learning are inextricabfed. Embedding assessment
(summative or formative) in the classroom is crutma teachers and learners as well. On
the one side, the use of assessment helps teachéosm a clear picture about their
learners’ potentials which leads, ultimately, tquating their teaching according to their
learners’ needs. Put simply, when figuring out wieattually, works and what, indeed,
does not work with their learners, teachers worlpmviding re-enforcement to the more-
able learners or remediation to the less-able omdsng this thread of thought,
Mossé&Brookhart (2010, p.10) claim that when teashese assessment, formative,
notably, they*become inquiry-minded and keenly aware of exavthere they need to
focus their change and improvement efforts in otdemaise student achievement”. On the
other side, assessment informs learners about heyvare proceeding with their learning

process as it is clarified below

Assessment is seen to exert a profound influencestadent

learning: on what students focus their attention @m how much

10
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they study, on their quality of engagement withriézg tasks, and,
through feedback, on their understanding and fueaming.

(Gibbs& $ison, 2004, cited in Irons, 2008, p.11)

To this view, it can be inferred that assessmesawes learning from different
facets. In fact, the type of assessment practised in the classroom defines, definitely,
the learning approach (behaviorist, constructivisgtc) that learners adopt. For example
the tests which stem from behavioral theories eashemorization that promotes surface
learning. However, assessment procedures suchlfagnsepeer- assessment, portfolios,
etc emanate from the constructivist learning paradivhich calls for deep learning. Most
important, assessment is beneficial to learnetsrims of feedback which is necessary for
improvement in competence and performance.

The following figure, provided by Fautley&Savag®(8, p.14) illustrates the close
relationship between assessment, teaching, andrgar

Teaching and Learning

Figure 1.1 Assessment within Teaching and Learning
It is fairly clear, from the above figure, that @ssment whether it is summative or
formative forms an integral part in teaching arethéng.
1.8 Assessment Paradigms
EFL Classroom, inevitably, must combine the usemoire than an assessment
form to cater for the vast spectrum of learner&d®e It is apt in here to mention the three
major forms of assessment which are widely tackledhe literature referred to as

Formative Assessment, Assessment of Learning, asdssment as Learning

11
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1.8.1 Formative Assessment

Formative Assessment (FA) is also known as AssestsfoelLearning (AfL) since
it is designed principally to back students’ leagniduring their learning process. It is
traced back to 1963 and Cronbach’s seminal anticléhe improvement of course content.
On (1967) Scriven originated the term ‘formativ@pdying it to the evaluation of whole
programs (Clark, 2011, p.159). In 1969, Bloom, sgupthe term formative evaluation in
the context of learning with the purpose of provglifeedback to refine the learners’
subsequent performance (Van der Kleijj et al, 202%,d1ll 1980, FA has garnered huge
momentum thanks to the seminal work of Black andligv (1998) and others. Moss and
Brookhart (2009) define FAs“an intentional learning process that involves besis and
their students in an active partnership focusednggroving achievement and generating
motivation to learn”. In other words, FA is not Iedlely by the teacher as it happens with
tests; however, it engages learners to take pathieving progress. This way guarantees
that learners are intrinsically motivated towardseting learning standards unlike when
marginalizing them from the process which leaddapey to extrinsic motivation in
learning. FA encompasses a multitude of informakasments molded in oral and written
feedback aiming at addressing learners’ weaknéBsew/n, 2003, p.5).

FA purposes are outlined in 1) diagnosing studdifficulties; 2) measuring
improvement over time; and 3) providing informatitm inform students about how to
improve their learning (Morgan et al, 2004, p.18)s argued that the first two purposes
facilitate considerably the achievement of thedhmurpose. This is co-ordinate tightly
with the three assessment dimensions: where ie#neer, where is he/she going and how
best to go there (Cheng&Fox, 2017, p.4). The foltgatable provided by Cheng and Fox
(2017) adapted from Wiliam (2015) illustrates chedine point

12
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Where the learne
IS going

rWhere is the learner

How to get ther

(4%

Teacher

peer

Learner

Clarifying, sharing,
and understanding

learning intentions

Engineering effective
discussions, tasks and activitie

that elicit evidence of learning

Providing
sfeedback that

moves

learners

forward

Activating students as learning

another

resources for one

Activating students as owners of their own learnin

Table 1.1 Dimensions of assessment

The table above sheds light on the crux of FA mecehich implies teacher-

assessment, Self-assessment (SA), and Peer-asses@rdg. With regard to FA

activities, they entail risk-taking in that the lsta are not as high as with SA and herein

appears its key role that enables learners toarimprove without stress and fear of

making mistakes (Race, 1994 cited in Irons, 2088nce, FA focuses on shaping the

quality of learning through addressing a rangetombling blocks that learners coincide

during the learning process. In this very senselle891989,p.120) argues that FA is

“concerned with how judgments about the qualitystiident responses (performance,

pieces, or works) can be used to shape and impstwaents’ competences by short-

circuiting the randomness and inefficiency of traad error learning{Cited in Irons,

2008, p.17)

FA also strives to adjust the teachers’ instructam well. In this perspective,

Popham (2008, p.6) states thaA is “A planned process in which assessment-elicit

13
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evidence of students’ status is used by teacheradjost their ongoing instructional
procedures...” (Cited in Militello et al, 2010, p.33)

It is fairly clear that the range of FA methods diseegularly, by teachers in the
classroom hone their teaching practices in thag threl out what is appropriate in their
teaching and what is not. Discovering the exterwhach their instruction intertwine with
their learners’ needs enables teachers to defiaeefudly, the procedures to be
implemented to achieve effective teaching. Learredsd, gain a wide range of advantages
from FA as they potentially become reflective, seljulated and motivated learners able

to gauge their learning progress as it is backéaibe

Propelled by the formative assessment processsrsisidnderstand
and use learning targets, set their own learninglsgoselect
effective learning strategies, and assess theirleaming progress.
And as students develop into more confident and petemt
learners, they become motivated (energized) tan)aacreasingly
able to persist during demanding tasks and to atguheir own

effort and actions when they tackle new learningilenges.
(Mossé&Brookhart, 2009, p.5)
1.8.1.1 Formative Assessment Characteristics

There exists a bunch of characteristics of FA. Tpeoming

sections deal with each one of them.

1.8.1.2 Formative Assessment is Continuous And Infmal

FA is an ongoing and informal classroom practicethis very sense, Fulcher
(2010, p.68) stipulates that it refers‘tests or assessments used in the process ofgarni
in order to improve learning, rather than at thd eha period of learning’in this regard,
FA takes the form of informal tests and the restasessment types such as SA, PA,
portfolios, etc that should be implemented dutimglearning process to enable learners to
diagnose their strengths and weaknesses to catéreio learning needs.
1.8.1.3 Formative Assessment is Criterion-refereed

The criterion-referenced approach to assessmearinieaives tightly with FA since
it “depends entirely upon informed professional gomént of performance against

articulated standards of performance or criterisfogan, 2004, p.22). Thus, learner’s

14
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performance in a given task is measured accordinye-established set of performance
standardsHarlen and James (1997,p.370) also emphasize envithe attribution and
contribution of the criterion-referenced approaah guccessful FA implementation
contending that FA is “Always made in relation thewe pupils are in their learning in
terms of specific content or skills. To this exteiormative assessment is, by definition,
criterion-referenced

1.8.1.4 Formative Assessment is Feedback-oriented

FA is also defined in terms of feedback providedtly teacher, self, and peer at
different stages of the learning process to memtnleg outcomes. In this perspective,
Black & William (1998) argue that FA is meant to 1l those activities undertaken by
teachers (and by their students in assessing tivas$e which provide [formative]
feedback to shape and develop the teaching andingaactivities in which both teachers
and students are engage(Cited in Irons, 2008, p.8)
1.8.1.5 Formative Assessment Boosts Effective Leamg

Ensuring effective learning can be generated togh extent by the use of FA.
Mastery Learning Model (MLM), developed by Bloon®@B) stands as a good illustration
to this viewpoint. Bloom (1968) has made a panaditic shift in assessment converting it
from psychometric testing to corrective feedbackcdrding to Slavin (1987), Mastery
Learning (ML) refers to “a category of instructibmaethods which establishes a level of
performance that all students must “master” befooving on to the next unit” (cited in
Motamedi & Sumrall, 2000, p.32) Interestingly, tin@in goal of ML is leaving no learner
behind, particularly, less-able learners who stleiggth new knowledge. Effectively, the
teacher provides sustainable remediation for tixedohievers till they arrive at achieving
the required level of competence. At the same tithe, high achievers are given
enrichment activities for consolidation. Eventuabyl learners move together to the next
learning phase that necessitates the mastery abtineepts of the previous unit.

Bloom’s MLM involves four components: defining mast, planning for mastery,
teaching for mastery, and grading for mastery (8kh2000, cited in Zimmerman &
Dibenedetto, 2008, p.208) The following figure pgo®d by Zimmerman and Dibenedetto
(2008, p. 209) illustrates and summarizes the kajures in Bloom’'s MLM

15



Chapter One Literature Review

Enrichment and

extension experiences

Learning for specific curricular

Feedback achieved 80% mastery objectives for next unit in the

Learning for instructional domain
specific A formative
curricular assessment on .
o ~ Feedback achieved 80% mastery
objectives for specific
first unit in the curricular Second formative assessment
instructional objectives for on specific curricular
domain the first uni objectives taught for the first
unit
Feedback didot
achieve 80% maste
Additional study time for
correctives

Feedback did not achieve 80% mastery
Figure 1.2 Flow Diagram of ML Tests and Adaptive Irstruction

As it is illustrated in the figure above, at thesfistage, defining mastery, the
teacher predetermines the material that all learaez expected to learn and sets course
objectives to be met. Next, learners sit for a sative examination to be scored and
graded as ‘masters’ for those who performed higimlgt ‘non-masters’ for the ones who
failed. The next phase revolves around planningni@astery that entails the teacher’'s
division to the learning sequence into smaller uumit be covered in a fixed period of
calendar time (two weeks). Most important, the heacdesigns a formative test to be
scored. The score 80% to 90% indicates that thredeaoes not have learning problems.
Finally, the teacher develops correctives, a saltefnative instructional materials, such as
different textbooks, workbooks, audiovisual matsriaacademic games/puzzles, and
affective exercises. The subsequent step is tegdbr mastery which entails teaching the

material to the whole class then testing them. nea who achieve the mastery unit
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standard are assigned enrichment activities, whittese who failed are provided with
correctives. The last but not least, grading fosteiy, requires sitting for a summative
examination and grading learners according to thehievement level. The following

figure provided by Zimmerman and Dibenedetto (2q0&09) illustrates and summarizes

the key features in Bloom’s MLM

In wide brief, FA is continuous, informal, critenidased, and feedback-oriented.

All these criteria maximize learners’ opportunityrealizing effective learning.

1.8.2 Assessment of Learning

Assessment of Learning (AolL) is also referred tosammative assessment. It
denotes measuring the learners’ mastery of learabjgctives by the end of a learning
phase. It occurs at the end of a period of ingactising a formal assessment method
such as tests to measure learners’ performancev(Br2003; Brown, 1999; Torrance &
Pryor, 1998)

Aol is also defined in terms of grading. Irons (80@. 7) defines it asAny
assessment activity which results in a mark or gradhich is subsequently used as a
judgment on student performance”. It is fairly cléiaat assigning a mark to the learners’
achievement leads, definitely, to judgment, positiv negative, resulting in the learners’
success or failure. Thus, AoL is norm-referenced.

As a whole, AoL is all about making decisions abthé learners’ achievement.
These decisions are interlinked with selectionssifecation, certification, and placement
(Sanders, 2011, cited in Van der Kleijj et al, 201.3).

Specifically, AoL revolves around tests as a fqualcedure to generate evaluation
about the learners’ accomplishment to a bunch afniag objectives. In this regard,
Hobson (2010, p.68) claims that SA is “the domdiexams and tests-final evaluations of
the level of quality or completion of a specifidigity or, in the academic context, a course
of study”.

Although AoL is worthy taking to fulfill certain foctions like discovering learner’s
ability and accountability, it results in many issu Falchikov (2005, cited in Irons, 2008,
p.14) identifies many of the problems associateti oL

1) Emphasis on examinations

2) Issues in reliability and teacher marking bias

3) Does not contribute positively to student mdima
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4) Doesn’'t promote deep learning but encouragdasitearning

5) Contributes to student stress.

1.8.3. Assessment as Learning

Assessment as Learning (AaL) is considered to keyaassessment approach that goes in

conjunction with learning. It implies students’legdtion on their learning progress to attain

the pre-determined learning goals and it can bedbor informal involving peer feedback

and self-assessment (Cheng&Fox, 2017, p.6). Aalals® defined as “a process of

metacognition for students(Berry, 2008, p.47) In this sense, learners havelém,

monitor, assess their learning, and find out thergriate learning strategies to meet their

learning goals.

Obviuosly, AfL, AoL, and AaL are different with ragd to various criteria. Berry

(2008, p.48) summarize their characteristics devid

AoL AfL AalL

General description | 1 This approach 2 This  approach 3 This approach gets
collects evidence collects students to colleqgt
at the end of information information about
learning for the during learning their own learning
purpose of making for the purpose Students reflect o
judgements on of making their learning and
students’ decisions about plan
achievements what kinds of to improve it.
against goals and actions are

standards needed to helj
improve teaching
and learning
Validity and| e This approach ¢ This approach cape The assessment methgds
reliability usually involves take both forma are usually informa
formal types  Of and informal types such as self and peer
assessment such gs of assessment. assessment. Informatign

standardized tests af
exams. Informatiorn]
from this single
source of information]
is not able to providg
a full picture of how
students learn, and
this sense, it is les
valid. Standardize(
tests, however, ar
quite reliable for
comparing  studen

dinformation  collected
1 from various types o
assessment  describ
1 students’ learning fron
> different
Well designed
nassessment tasks c
sprovide  valid  and
ireliable judgements d
estudent performance.

t

performance.

perspectives.

—

an

=N

is directly provided by
students; wel
constructed self and pegr
assessment can draw
valid information from
students. Howevelr,
assessment connected
this approach involveps
subjective judgement of
performance and
therefore it can be less
reliable.
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functions

Measures learnin
outcomes
Checks progres

against standards
Compare students b
their performance

Makes summative
decisions

Can have formative
use for providing

evidence to inform
long-term planning
certification

go

y

L

A1%4

Understands  hov
students learn b
monitoring their
progress during th
learning process.
Making
instructional
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Table 1 .2 Comparison of assessment approaches

The table above summarizes the major characterisfieach type of assessment.

With regard to functions, and focus, they were ledtkpreviously in this section, so the

focus, in here, should be on validity and reliapilConcerning AoL, it is less valid since it

employs only standardized tests as a means toctaldence of students’ learning.

However, it is quite reliable. Regarding AfL, it ¢®nsidered valid and reliable for using

several assessment types to get information alkamérs’ performance. As far as AaL is

regarded as valid because of gathering learnindeece from learners themselves through

Self and Peer-assessment (SPA) but it is not felde to learners’ subjective judgments.

The last two types of assessment, namely AfL and eve contributed enormously to the

rise of Alternative Assessment (AA) which is thexngection focus.

1.9 Alternative Assessment

Alternative Assessment (AA) is defined by Coombelef2012b, p.147) as “the

ongoing process involving the student and teasheraking judgments about the students’

progress in language using nonconventional stregédiCited in Surcamp &Viebrock,

2018, p.262) Simply put, AA focuses primarily ore learning process in which learners’

progress must not be measured by traditional methgeth as tests but with new
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procedures, in this respect SA and PA. AA can kedlus “promote learning as well as
measure the outcomes of learning more validly” (@ince & Pryor, 1998, pp.2-3). In this
breath, validity comes from the variety of procestuused to elicit learning evidence like
SPA. As opposed to the Traditional Approach (TA)ckhs based on item selection, AA
“presents the form of assessment that requiregstado produce instead to select from a
list of responses{Wikstrom, 2007, p.14) Accordingly, AA developstears’ higher order
skills.

According to Havnes&McDowell (2008, pp.6-7), thewnenodes of assessment such as
SA, PA, performance assessment, portfolios, legriimgs can be traced back to
conceptual shifts in thinking about assessmenthis very sense, Havnes&McDowell
(2008) list the following criteria of AA procedures

e Students as active learners and, consequently, thgponsibility for their own
learning and participation in the assessment pspdghange of the teacher role
with a shift of focus from teaching to learning;

* The significance of making learning goals and aswest criteria transparent for
learners

* An enhanced emphasis on criterion-referenced asse$sof achievement and a
shift away from norm-referenced ranking of perfonoex

« The backwash effect, or consequential validity (&ieet al., 2003), of assessment
on learning, leading a shift of focus from summatio formative assessment;

« The whole learning environment, and consequeriilyjmportance of structuring a
didactic system where teaching, learning, and ass&st are aligned in accordance
with new insight regarding the interrelatednessvben assessment, teaching, and
learning;

« The dilemma of balancing diverse purposes of assa#s(summative, formative,
accountability).

AA tends to construct knowledge and a plethoraogidtive and social skills that
promote lifelong learning. In this sense, Letin@1(2, p.141stipulates thahA “Attempts
to determine the ability of the students’ thinkiagd analyzing, their ability to apply
knowledge in new situations and their understandoigthe relationship between
concepts”.
The intricate nature of the process of learningasgs the use of more than a

single assessment procedure to encapsulate athuhdaceted aspects of knowledge and
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skills required from the learner to possess. Istangly, AA came to the fore to cater for

this need as it is stated below

Alternative assessment was a way of respondingdadalization
that language knowledge is a complex phenomenomnchwho
single procedure can be expected to assess by. ifssdessing
language knowledge, therefore, requires multipled araried

procedures that complement one another.
Shohamy (2013, p.18)

AA is also labeled personal response assessmartgsutarly: SPA, conferences,
and portfolio, which are highly beneficial. Thedvantages are pretty obvious in providing
personal and individualized assessment that cadjogned to the curriculum and assessed
regularly and simultaneously through instructionai@Bn&Hudson, 1998, p.663).

1.9.1 What heralded for Alternative Assessment?

Several are the factors that contributed to thergemee of AA. The major ones are
related to the weaknesses of TA, the informatiom, @nd the contemporary learning
paradigms.

1.9.1.1. Traditional Approach Weaknesses

Birenbaum (1996) points out that tests are codfite measuring the low cognitive

competencies only demoting the higher order omeadtition, they focus on the product
of the learners’ achievement eliminating the preces Added to this, tests are,
tremendously, characterized with time constrairiat ttest takers must not exceed
depriving them from the use of helping materialdoing it (Birenbaum 1996, pp.5-6).

Consequently, AoL, including tests and exams, lenkalso criticized since it does not
“support high quality learning associated with ‘pelearning, critical thinking, sustainable

knowledge, and lifelong learning”. (Havnes & McDdly008)

Tests are fraught with other two primary hurdlest tlietrimentally, influence the
quality of learning and teaching as well: Autheityiand washback. The former is a major
problem that learners’ coincide when exposed tts.t€3evoid of authenticity, tests hinder

learners’ familiarization with contextualized anaamingful situations they may confront
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during their life long run. In this very sense,tsepush learners to cram for the test
supporting, in this perspective, surface learnimaf fades through time. As a destructive
result, it militates against constructing meanihgfwowledge and developing the learners’
skills as well. As far as washback is concernesa exerts a negative effect not only on
learners. It is harmful even to teachers in thafiécts and opposes the move towards
communicative teaching methodologies, in this bredécobs & Farrel (2001, p. 16) argue
that “Language testing has not necessarily progtesa the same way, creating a
backwash effect which pulls teaching ‘back towdrd traditional paradigm’ even when
teachers and others may be ‘striving to go towhaedrtew paradigm”. (Cited in Everhard,
2015, p.18)

The following table sketches the key principlegéfin comparison with AA

The Traditional Approach in Assessment The Alternaitve Approach in Assessment

It is summative & norm-referenced: using| It is formative criterion-referenced: it occurs
tests at the end of a course or term of studyfaexjuently before, during, and after the learn
the only assessment procedure, ending withase using plenty of procedures to mea

grading. learner’s achievement against learning criterig

ing
sure

.

It is behavioral in approach: its roots stem It is constructivist in approach: it engages

from memorization of knowledge to bdearners in constructing knowledge and skills

retrieved in tests

\*2J

It suffers from authenticity: test items, such
as multiple choices, true/false, filling the gz
are devoid of authenticity that supparts

r ) ) ) .
confront in real life situations.
lifelong learning.

It is authenticity based alternative proceduré

APS . .
gre replete with authentic tasks that learners

2S

may

It is teacher-centered classroom assessmelitis learner-centered involving learners in th

practices are designed by teachers withdesign and implementation of the procedure is

learner’s involvement. fulcrum of the alternative approach.

the
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It is learner-de-motivating: the tough side aflt is learner-motivating: involving learners in
tests resides in de-motivating learners duethte assessment process raises learners’motivation,

disengaging them from the assessment procesterest, and enthusiasm.

Ineffective washback: it, barely, includesFeedback-oriented: it ensures effective and

feedback that remediates learning difficultieg regular feedback.

Table 1.3 Traditional approach Versus alternative @proach

As the table above shows, there is a big differdrateveen TA and AA with regard
to many criteria. On one side, TA is summative aithgpin that behaviorist learning
theories which depend on the retrieve of pre-aegluinformation delivered by the teacher
since it is teacher-centered. Also, this approaahates learners’ motivation from the fact
that the learner is not involved in the assessipmutess. Besides, it is not authentic to real
world situations and it generates negative washisaoke it does not aim at providing
feedback. On the other side, AA is formative indtsx and based on the constructivist
learning approach which makes the classroom leae@ered. The latter promotes learner
motivation since the learner is involved in hisrieag process. Moreover, AA is authentic
since it offers real world tasks and it is feedbadkented.

In nutshell, the several drawbacks of TA and teéects on learning have heralded
for the rise of AA.
1.9.1.2 The Information Era

The move towards AA paradigm has been the inewtadsgult of the information
era which is described in the ubiquity of techngldigat prevailed today’s world in every
corner of life. By force, Educational policy leadéelt the dire necessity to accompany the
different multifarious changes in this era whichquees “adaptable, thinking, autonomous
person, who is a self-regulated learner, capableoaimunicating and cooperating with
others” (Birenbaum, 1996, p.4). In the same veiis fairly clear that the present time has
challenging demands as far as the skills that mméganust have at the level of personal
and social skills. The former entails meta-cogeitcapacities which enable the learner to
set learning goals, use the suitable strategiasrive at meeting those ends, and ultimately
assess his learning to find out his strengths agaknesses. This leads, inevitably, to be an

autonomous learner capable of gauging and diretimg@wn learning. As far as the latter
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is concerned, the learner becomes more socialhairhe can discuss and share ideas with
his peers in addition to having the sense of caipmer with the others in case they need
any feedback boosting PA practices along theiniegrprocess.

Hence, the information movement that has swept tottay’s world made the
integration of AA procedures inescapable must iwamays schools for equipping learners
with a plethora of personal as well as social skill
1.9.1.3 Contemporary Learning Approaches

The change in learning approaches has also eXaigedhpact on the emergence of
AA procedures due to the interwoven relationshgt tiollate the two areas of interest. The
heydays of AA are interlinked with the fallibilityf TA which is based on BLA that has
turned learners into recipients and memorizersisirdte parts of knowledge. In this very
sense, Hall and Burke (2004, p.4) postulate tha ftlea that learning is a mechanistic
process of breaking down knowledge into smalletsuior pupils to digest mentally is now
obsolete”.

It is worth to note that BLA discourages learneof developing a range of useful
cognitive competencies. In this regard, Gipps (399#®pulates that “the development of
problem solving or thinking skills suffers withiti¢ learning framework as it tends to
focus on separate skills” (Cited in Buhagiar, 20@5,46). Differently stated, BLA
precludes learners from investing in higher ordalissthat are of key importance to
refining their learning potentials. In additionhinders learners’ language performance to
authentic tasks since the entire classroom practiegolve around rehearsing discrete
language forms in isolation from context. Still wey it demotes learners’ involvement to
classroom assessment practices such as SA and ¢&deeof its reliance on tests, the
primary assessment method that is compatible with & learning approach. As a result, it
deskills learners and kills their motivation andenest. Because of these drawbacks and
others, the behavioral approach is no longer adapteowadays’ educational systems. As
a result TA has been waned due to its shortcomimgseeting learners’ personal and
social skills. This fact has given birth to moddearning approaches that can tailor
learners’ different needs.

To arrive at meeting learners’ needs, Cognitive&auctivist Learning Approach
(CLA) has emerged and opted for to compensateitfaip of the preceding approach. As
far as this learning approach is concerned, itciawgis that
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Learning is not linear and is not acquired by assi&m bits of
simpler learning. Learning is an ongoing processndguwhich
students are continually receiving infor-mationtenpreting it,
connecting it to what they already know and havpeeenced
(their prior knowledge), and reorganizing and rexggheir internal
conceptions of the world, which are called "mental

models,"'knowledge structures,” or "schema."
(Herman et al, 1992, p. 14)

According to Eherman (1992), CLA is not about rery information passively
since effective learning implies learners’ full eivement in constructing their knowledge
cognitively/socially. Cognitive Constructivism (CQgfers to learners’ construction to
knowledge by relating new concepts to their priotperiences. However, Social
Constructivism (SC) entails social interaction wiltle teacher/peers during the process of
forming information. SC is tightly linked to Zoné Broximal Development (ZPD) coined
by Vygotsky (1978) which implies addressing thgp g@tween what learners can achieve
by themselves and what they can do with the helptledérs. Thus, CLA places learners at
the heart of the classroom opening to them a windéwepportunity to construct the
needed skills and knowledge based on their memtalegses and social interaction with

others (the teacher and peers).

Concisely, learners’ construction to their own kiedge cognitively/socially
makes CLA tightly linked to AA since it can promokearners’ engagement in SPA
notably.

Indeed, the challenging demands of the 21st cerandythe fallibility of TA and
BLA to meet those urging requirements gave birttAfa This contemporary paradigm
combines various and effective assessment devitcesga at achieving authenticity,
cooperation, and involving learners in the assessmoktheir classroom practices. The
upcoming sections will be dedicated more preciseiA procedures.

1.10 Alternative Assessment Procedures

Several AA procedures have been designed to bgratezl in today’s classroom,
namely, SA, PA, portfolios, journals, etc. Altlgbuthese alternatives to assessment may

differ in the way they are used, they all serveadtrthe same objective which is helping
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learners to refine their learning. AA proceduresengained momentum due a wide range
of characteristics. Authenticity and performance significant traits of AA procedures.
Concerning authenticity, it reflects real life cexis which prepare learners to be
successful future communicators capable to solveblems and adaptable to new
situations at the work place and in the commungyaell. In this vein, Kohonen (2001,
2012) states that authentic tasks are “personalganimgful and can be activated
throughout a lifetime of learning and living in teder community” (Cited in Everhard,
2015, p.17) In addition to authenticity, AA methade performance based. In this breath,
O’Malley and Valdeze Pierce (1996) claim that perfance based assessment is a subset
of authentic assessment which entails the integratf all the language skills and

designing meaningful and open-ended authentic t@siesl in Brown, 2003, p.255).

Unlike tests that preclude learners’ involvemerd ardependence in constructing
and assessing their competences, AA procedure®gupprner autonomy. In this sense,
Everhard (2015,p.18) claims thd@y fuller participation, which means involvement i
decision-making and choosing from alternatives citete by themselves, learners
necessarily assume greater autonomy”.

In addition to authenticity, performance, and learautonomy, Brown&Hudson
(1998, pp.654-655 cited in Brown, 2003, p.252)estather fundamental criteria to AA
procedures which are stated below
They require students to perform or produce somgthi
Use real world contexts
Extend the classroom daily activities
Allow students to be assessed on their practices
Use meaningful instructional activities
Focus on process as well as product
Tap into higher -level thinking and problem -solyiskills
Provide information about the students’strenghts\aeaknesses

© 00 N OO O A W N P

Are multiculturally sensitive when properly admieised

10 The use of human judgment in scoring

11 Encourage open disclosure of standards and ratitegia

12 Call upon teachers to perform new assessment role

After shedding light on the focal criteria of AAqmedures, it is apt in here to highlight the

major ones tackled in the literature.
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1.10.1 Portfolio Assessment
By Engaging learners in classroom assessment geacportfolios provide learners
with ample opportunity to contribute to their pep&tentials in making progress and

achieving learning goals. A portfolio is

A purposeful collection of student work that telle story of the
student's efforts, progress, or achievement imi(@n area s) This
collection must include student participation ire teelection of
portfolio content; the guidelines for selection;e tleriteria for

judging merit; and evidence of student self-reftatt
(Arter & Spandel, 1992, p. 36 cited in Bibaum, 1996, p.8)

It is pretty useful to mention that a portfolioas organized assessment tool that
requires basic conditions to meet its end. Unldst ttems which are, restricting, designed
by the teacher to measure the learner’s achieverttentontent of Portfolio Assessment
(PA) is built on the two parties’ selection: teahand learners alike. Involving learners in
content selection according to prescribed guidsliseof paramount importance to assure
their self-reflection, in other words, the taskfidiilties and the way used by the learner to
surmount them in addition to what they learned frin@ task (Birenbaum, 1996, p.9) In
addition to these criteria, Gottieb (1995) proposéise key attributes to
portfolios combined in the acronym CRADLE, naméDgllecting, Reflecting, Assessing,
Documenting, Linking, and Evaluating. By Collectspnit is inferred that involving
learners in the collection process needs to berceng with the portfolio purposes. During
the implementation of a portfolio, Reflection iseded implying journals and SA
checklists to check the process of the practias, Hlso, crucial that assessment is required
to check learners’ improvement in writing the politF which is regarded as a significant
document reflecting the learners’ achievement. Atfplio is also considered a Link
between learners, teachers, peers, parents, ancotheunity .Finally, Evaluation is a
signal of fulfilled accountability despite its tinnensuming (cited in Brown, 2003, pp.256-
257).

The portfolio content does not require, necessagilgomplete version of work. It
is concerned mainly with learners’ made effortsimyrthe process of the assessment
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procedure. Teachers’, self or peers comments,sdradtc are all components of a portfolio
(Birenbaum, 1996, p. 9); and signs of progressotien and interest towards work. A
Portfolio is not limited to a sole material to mened to it. It manifests itself in different
materials inclusion to expand learner autonomyergst, and motivation. The major
portfolio materials are stated by (Brown, 2003 56.2as follow

» Essays and compositions in draft and final forms
Reports and project outline
Poetry and creative prose
Artwork, photos, newspaper, or magazine clippings
Audio or video recordings
Journals, diaries, and others
Tests and homework exercises

Notes on lectures

YV V. V V V V V V

Self and peer assessment
There exist a considerable number of portfolio ativges. In addition to assuring
authenticity, washback, reliability, and face vdlidits integration with instruction is of
great benefit in extending time for the completiminthe portfolio helping learners to,
highly, construct the required skills to be embetlde their work (Birenbaum, 1996;
Miller et al, 2009) Added to that, portfolios s&ivto boost self evaluation which is “a
critical skill in developing independent learningilay” (Miller et al, 2009, p.290).
Moreover, the implementation of PA strengthens esttidiearning in that it fosters
collaboration between learners and teachers asasellith their peers. More important, it
raises learners’ motivation since it is repletehwiheaningful and authentic activities
(Brown &Hudson, 1998, p.664)
Implementing a successful PA is not an ad hoc msc# implies several and
critical steps to be followed. Brown (2003, pp.2ZZ0) states the following
1. State Objectives Clearly
The portfolio’s objectives (CRADLE) should be preesified and compatible with
curricular goals to ascertain maximum authentieit washback. In addition, teachers
need to highlight the way of collecting materialsnh the course they are undertaking.
2. Give guidelines on what materials to include
Once the objectives are determined, the abmtethe portfolio is to be chosen.

To arouse interest, learners may select the cqribemtcontrolled by teachers’ guidance,
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particularly, during the first starting phase talize correspondence between the content
and curricular goals.
3. Communicate assessment criteria to students

When performing AA procedures, such as portfolessessment criteria must be
well defined and incorporated with regard to SAscteer-assessment, or PA. SA requires
as much clarity as possible to meet its end. A gaample for SA might be provided by
Genese &Upshur (1996) in a project questionnainmé&b which is as follow

» What makes this a good project?

What is the most interesting thing in the project?
What was the most difficult part in the project?
What did you learn from the project?
What skills did you use in doing the project?
What resources did you use to complete the project?
What is the best part of the project? Why?

YV V V V V V VY

How would you make the project better?

On the other hand, teacher-assessment necessitaigh quality and quantity of
feedback in addition to assuring reliability in d&ating their attention and assessment
criteria to all students. As far as PA is concernedhay be used backed with questions
and checklists in a supportive classroom whegnkrs are enthusiastic towards
displaying their portfolios and providing constiivetfeedback.

4. Designate time within curriculum for portfolio development

The effectiveness of a portfolio counts, immensaly, its integration in the
curriculum, thus setting in class time for learnéosswork and conferences are not
compromised.

5. Give Final Assessments

As a final stage of portfolio development, teacheegd to assess the learners’
work. Wolcott (1998) proposes a holistic scordescanging from 1 to 6 based on out of
class work, error free work, depth of content, tweg, organization, style, and the
learners’ engagement to work.

As far as meeting the portfolio to the criteriaagSessment, it is clear that it is less
practical since it is time-consuming. Concerninbialglity, it can be assured only when
serious attention is given to portfolio guidelintiss worth to note that a portfolio insures
high washback effect, authenticity, and face vafligBrown, 2003, p.259)
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1.10.2 Journals

The constructivist and socio-cultural learning the® combined with
communicative language teaching resulted in théh bof journals as a contemporary
assessment practice in today’s language classralmuarnals are among the different AA
procedures which are gaining ground in the shadbve@ent implemented learning and
teaching approaches due to their collaborative,ncomcative, flexible, and individualized
nature. Journals are an amalgam of cognitive aiedtafe information that teachers would
like to know about their learners. In this breaipwn (2003, p.260) argues that “A
journal is a log (or ‘account’) of one’s thoughtselings, reactions, assessments, ideas, or
progress towards goals, usually written with litidtention to structure, form, or
correctness”.

Dialogue journal is the prevalent type of journalace it requires interaction
between the teacher and learner. Thus, providifigrdnt kinds of feedback to learners is
ensured from the use of this kind of journals (Bnp@003, pp.260-261)

Implementing journals as an AA procedure in the Effdssroom is not an easy
endeavor nor is it a chaotic process. To generaimiping results from the use of the
procedure teachers need to take into account demedavarious steps. Brown (2003,
p.262) lists the following

» Sensitively introduce students to the concept of ygnal writing

It is quite unrealizable to ask learners to writparnal without introducing it to
them. Thus, teachers should at the first stagelitmme their learners with the procedure
which emanates from a cooperation base. For thetiiine, learners may be paralyzed with
hesitation about what to write in their journal®. Gvercome such a thorn, teachers need to
assign their learners specific topics and schedoléascilitate the process. Definitively, by
time learners acquire the habit of writing freelghout their teachers’ suggested topics.

» State the objective of the journal

To achieve reliability and effectiveness journaliting must be integral to

curriculum objectives. Since journals are not arhad procedure they are adjoined with

different purposes or types to accomplish. Browd0@ pp.262-264) lists the following
types

» Language- learning log
The core principle of this type of journal is ragilearners’ attention to the

necessity and salience of setting learning goalssatf-monitoring achievement.

30



Chapter One Literature Review

» Grammar journals
The crux of this type of journals is grammar acijigis. It is recommended to
apply it in grammar-focused courses through ‘etogy, for example, that may help in
treating errors as a result spawning learners’ emess to accuracy.
» Responses to readings
Since journal writing is a kind of dialogue betwedha learner and teacher the latter
Is perceived to interact, comment, and facilitht process. In this perspective, the teacher
needs to respond to learners’ different readingsutgh entries that stimulate learners to
articulate their opinions in writing.
» Strategies-based learning logs
This specialized type of journals implies focusmgly on the specific strategies
that learners need to identify during the acquisifprocess. When learners become aware
of a particular strategy they use it in performaacd reflect on the process in the journal.
» Self-assessment reflections
A journal may be a more open-ended way through-asséssment by which
learners enjoy a large space to form unrestricgesgdanses.
» Diaries of attitudes, feelings, and other affectivéactors
This type of Journals is crucial in that it infornsachers with the different
affective states that learners experience alonglébhening process. Recognizing the
affective state of the learner helps the teachéadititate the learners’ achievement to their
goals.
» Acculturation logs
It is inescapable to experience acculturation moa-native learning environment.
This type of affective journals focuses on accuaition awareness for the inextricable
relationship between language and culture. Thusyewess towards acculturation leads,
surely, to achieve language success.
» Give guidelines on what kinds of topics to include
The choice of the content of a journal dependst®nype. After deciding which
type of journal learners tend to engage with thegdhto benefit from suggestions and
models about topics to be incorporated in the jaurmriting. The following section
reflects this point
» Carefully specify the criteria for assessing or grding journals
It is true that journals are a kind of free writingit bearners need also to consider

assessment criteria to be applied in evaluating trding. It is obvious that the type of a
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journal determines to a high extent the assessmrietria. Added to this, efforts and
meeting course content in the journal entries, ickemably, count.
» Provide optimal feedback in your responses
The fulcrum of journals writing is feedback aimingt raising learners’
achievement. McNamara (1998, p.39, cited in Bro2003, p.263) recommends three
different kinds of feedback to journals
1) Cheerleading feedback which requires teache@agement to learners when
coming across difficulties.
2) Instructional feedback that necessitates egugppearners with strategies or
materials as well as instructing learners in thwiting.
3) Reality-check feedback through which teachelp learners to set expectations
for their language abilities.
Peers, also, may be a source of feedback onlyeif thsponses to journal writing
are cognitive rather than personal.
» Designate appropriate time frames and schedules foeview
Journal writing can yield positive outcomes onlyemhdue time for writing and
teachers’ written responses are considered witt@rcurriculum.
» Provide formative, washback-giving final comments
The formative root of the journal writing proceduraplies providing positive
washback at the end of the process. It is highlgomenended not to ruin the
implementation of such an effective procedure vaissigning marks, but giving credit to
well accomplished works and providing narrative swary comments would help

considerably to generate positive washback.

It is apt in here to denote to which extent jounveting attends to the principles of
assessment. A journal suffers from practicalityuéss despite the rapidity of modern
communication means. As far as reliability, it te@s only a moderate level even if journal
entries are integral to stated objectives. It igaapntly noticeable that a journal assumes a
high level of content and face validity if it istémtwined with curriculum goals. Last but
not least, a journal maintains a high level of vimsik (Brown, 2003, p. 264).

1.10.3 Conferences and Interviews
AA expands to reach conferences and interviewslwaie considered substantially

formative for devoting due attention and interesthie learning process.
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1.10.3.1 Conferences
Arranging conferences in the language classroooh averriding importance since
they “...focus directly on learning processes andtsgies.” (Genesee & Upshur, 1996,
cited in Brown &Hudson, 1998, p.663) Naturally, tenences are process oriented in that
the learners’ pre-production phase of a writtenkywdor example, is allied to teachers’
comments and feedback concerning different learisisiges.
Brown &Hudson (1998, p.663) claim that conferen@ee an advantageous
assessment tool that teachers can use to
» Foster student reflection on their own learningcpsses
» Help students develop better self-images
» Elicit language performances on particular task#issor other language points
» Inform, observe, mold, and gather information alstutients.
Since almost all learners’ classroom practiceaieocdbnferencing with the teacher,
a good number of functions are attached to cenfws to fulfill. Brown (2003, p.265)
states that conferences are, substantially, helpfabmmenting on different writings such
as portfolios, projects, journals...etc. Moreoveritisg personal goals and assessing
progress in a course as well. Conferencing motivette teacher to ask several questions to
learners as a kind of interaction and accompaniratamtg the learning process. The key
questions are related to self-assessment througthhre learners articulate their thoughts
about elements of the work they liked or not, diffties they encountered and how they
surmounted them, strategies used during the prpaadssigns of improvement (Genesee
&Upshur, 1996, p.110, cited in Brown, 2003, p.265)
1.10.3.2 Interviews
The interview is one of the major kinds of conferes It is unique in that the
teachers’ interview with the learner is for an asseent purpose (Brown, 2003, p.265)
Conducting an interview with the learner permits teacher to figure out plenty of facts
about learners’ needs that help in designing sl@itaburses and curriculum. In addition,
through interviewing teachers discover their leeshstyles and preferences that assist
considerably in assuring effective teaching andnieg. Furthermore, an interview is a
means by which the teacher assesses learnergrochlction (Brown, 2003, pp.265-266)
It may appear trivial and futile to frame questidnedore conducting an interview,
but this leads to devaluing the reliability of theocedure. Thus it is judicious to design
appropriate questions to yield the intended resAlsng this thread, Brown (2003, p.266)

argues that it is recommended to start the interwigth relatively short questions that
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focus only on one factor avoiding the combinatidnddferent objectives in the same
question.

To which extent do conferences and interviews aehgssessment principles? Like
the rest of AA procedures, conferences and inteivieare considered to be time
consuming losing as a result the principle of pcatity. Mentioning reliability principle
leads to assume that it is not important to hater n&liability in conferences. In the case
of interviews a relatively high level of reliabilitis achieved if they are in touch with
objectives. Moving to face validity indicates thmith have a high level of it due to their
individualized nature. Content validity is alsaiif a conference/interview attends to
course objectives. As far as authenticity and waskbthey are extremely high for
conferences, but moderate for interviews (Browd2(.266)

1.10.4 Systematic Observation

Systematic Observation (SO) diagnoses learnersawieh (verbal or non verbal)
which helps teachers in forming a clear image alibetr learners’ abilities without
making them feeling stress or anxiety (Brown, 2083kamp &viebrock, 2018)

Brown (2003, p.268) offers several and differeqeass of learning to be observed.
They are summarized as follow

» Sentence-level oral production skills (pronunciaiBgrammar).
Discourse-level skill (ex.turn-taking).
Interaction with classmates.
Frequency of students-initiated responses.

Evidence of listening comprehension.

YV V V VYV VY

Affective state.
» Learning styles and preferences
To carry out SO, it is necessary to take the falhmusteps as mentioned By Brown
(2003, p.268)
» Determining the objective of the observation.
» Deciding the number of students to be observed.
> Designing a system for recording observed perfooasn
» Limiting the number of observed elements.
» Determining how the results to be used.
Using SO in the classroom requires the use of doetul tools to accomplish the
process. Teachers can use Observation sheets,listeecknd rating scales for recording

the different observations.
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Does SO attend to assessment principles? Concepraatjcality and reliability, a
moderate level may be achieved in case the obgctwve kept simple. Face validity and
content validity can achieve a high level sinceenbstions are integral to the ongoing
process of the course. washback can be very higibservations are followed with a
conference with the learner. As far as authentisitgoncerned, it can be high.

1.10.5 Self and Peer Assessment

SPA are prominent AA forms that necessitate comalig the engagement of
learners in assessing their work and that of theers aiming at “developing students’
skills for lifelong learning”(Boud and Falchikov, 2007 cited in Willey& Gardn@010,
p.430; Heritage, 2009). In this very sense, SPAsaimmeeting long-term goals that entail
making judgments against standards not receiviragleg. This point is well clarified

below

The value of self- and peer assessment is thaestsidnternalise
academic standards and are subsequently able tervae
themselves as they study and write and solve pmahlén relation
to these standards. It is the act of students mggkshgment against
standards that brings educational benefits, noathef receiving a

grade from a peer.
(Gibbs, 2006, p.27)

Further, these two types of assessment can deledopers’ meta-cognitive abilities that
entail monitoring their own learning, developinge thbility of evaluating their work as
well as the work of their peers, and planning fog hext steps of improvement (Berry,
2005, cited in Berry, 2008, p.85)
1.10.5.1 Self Assessment

Since learners have to use self-evaluation in atéispects of their lives, Beaman
(1998, p. 55) feels it is logical that it should beercised with their learning (cited in
Everhard, 2015, p.116) SA requires a range of sskitlat learners need to develop

throughout monitoring their learning appropriatélg. this view,

For students to be able to improve, they must agvtie capacity
to monitor the quality of their own work during aat production.

This in turn requires that students posess an ajapien of what
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high quality work is, that they have the evaluatsk@ll necessary
for them to compare with some objectivity the duyatif what they
are producing in relation to the higher standami] #hat they
develop a store of tactics or moves which can la@vdrupon to

modify their own work
(Sadler, 1989,1®/1cited in Torrance &Pryor, 1998, p.1)

Simply put, monitoring is the basic element of $#plementation. It helps learners
to acquire the necessary self-regulation skillschwipermit them to measure the quality of
their own work against the expected criteria. $balends to equip learners with the fruitful
strategies to employ in order to refine their l&@gnHence, SA is criterion referenced in
that it entails assessing learners’ knowledge &illd sigainst established criteria but not to
peers’ work.

In contradiction to tests, the draconian assessmeofi in which learners’
involvement in assessment is thwarted, SA “can ptermore active engagement with the
course than simply sitting back and awaiting a grikdm one’s instructor” (Buchanan,
2004, p. 169 cited in Roberts, 2006,p.3) As oppdseskelf-evaluation which is based on
grading oneself assuming inflation in formal gmadeoud &fulchikov, 1989 cited in
Andrade &Valtcheva, 2009,p.13), formative SA inwedvreviewing one’s own work for
improvement, (boud, 1995,p.20 cited in Everhagf)15;Andrade&Valtcheva,
2009;Mossé&Brookhart,2009).

One of the pivotal purposes of SA is supportingriees’ reflection that signals
how “they have learned, including any problems entered along the way. Such
reflection aids in self awareness and can providaluable feedback to guide future
learning” (Roberts, 2006, Poon et al, 2009) As dtenaf fact, SA actively and deeply
involves learners in the learning process and ezgyftem in meta-cognition which is the
key to effective thinking and competent performafideritage, 2010, p.13) As a result,
SA instills in learners the spirit of interest atite will to improve inspired from the
profound understanding to their strengths and wesdes.

In addition to boosting learners’ reflection, SAa@lrefines learners’ achievement
through enhancing self regulation (Moss &Brookha@9; Pintrich, 2000; Zimmerman&
Schunk, 2004, cited in Andrade&Valtcheva, 2009)tHa same line of thought, Henner-
Stanchina and Holec (1977, p. 75) postulate thah8las learners to gain wider insights
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about their learning progress as they can decidev“ar what to modify or whether to
continue with their learning in the same vein.”tédi in Everhard, 2015, p.18) Moreover,
SA as an assessment strategy results in a degperaap to learning since it encourages
students to think for themselves (Scouller 1998ud® Feletti 1998; Falchikov &
Goldfinch 2000, cited in Lynch et al, 2012)

The practice of SA is one of the principal cornansts that support, dramatically,
learner autonomy in the classroom as Harris andl @8B0) postulate “the greater the
degree of involvement of the ‘self’ in the assessinocess, the greater the degree of
autonomy that can be enjoyed and exercised by deafn(Cited in everhard, 2015,
p.114) Thus, it is imperative to involve learners ievaluating one’s own merits and
shortcomings encouraging in this way self direckegining which is deemed to be a
salient feature of autonomy (little, 2008, citedHrteve et al, 2012; Regehr et al, 1996
cited in Pool et al, 2009,p.332).

SA advantages are not, particularly, restrictedetrners. Teachers, too, gain
benefits from the procedure in that they elicitacland thorough vision about how their
learners are going in their learning. In this seftna, Glowacki-Dudka, and Conceicao-
Runlee (2000, p. 44) stipulate that “SA gives leasnthe opportunity to reflect on their
own learning....it's a great way to uncover the in&rjourney of each learner ... [this]
may be much more significant than you can obseimva fthe outside.(cited in Roberts,
2006, p.3) SA alstfrees up tutors/lecturers from heavy assessmextsio(Wride, 2017,
p.5)
1.10.5.2 Peer Assessment

The contemporary learner centered classroom, wiki¢che prime outcome of the
twenty first century, strives to provide learnetith the necessary skills they need outside
the classroom to meet the challenging demandsioktia. Accomplishing this end entails
the practice of an amalgam of AA procedures suchPAswhich is considered “a
prominent form of Alternative assessment which pammote student-centered life-long
learning” (Assessment Reform Group, 1999 cited in Meletiad2@d3, p.95). PA is

defined as

an arrangement for learners to consider and sptgwfievel, value,
or quality of a product or performance of other aegtatus
learners, then learn further by giving elaborateddback to and
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discussing their appraisals with those who weressesl to achieve

a negotiated agreed outcome.

(Topping 20p91)

PA is not a haphazard process but an organizedigedbat is congruent with pre-
defined criteria to be strictly followed by learserhen assessing their peers. In this sense,
Topping (2009, p. 20) describes PA as “an arrangémewhich individuals consider the
amount, level, value, worth, quality, or success$hef products or outcomes of learning of
peers of similar status.lt is worth to note that PA transcends gradingriees to one
another in that it is primarily concerned with makisensible judgments that determine the
quality of learning.

Feedback is deemed to be the fulcrum of PA whiclovigles opportunities for
learners to learn from one another” (Little anddRerd, 2001, cited in Everhard, 2015, p.
21). Thus, Peer Feedback jPRvolves thinking about learning and can deepeniants’
understanding of their own learning” (Heritage, @03.91) It is apparent that PA
contributes immensely to identifying one’s peetsengths and weaknesses as a result it
forms a solid synergy with SA in promoting deeprih&ag. In comparison with the
teacher’'s feedback that may be “perceived as atdlive but ill-explained” learners’
feedback is helpful and “open to negotiation” i&d 991, cited in Topping; Kearsley,
2000, p. 81 cited in Roberts, 2006, p.6). PF yiglgdethora of advantages as willey and
Gardner (2010) state “Having students provide feekbimproves their judgment,
assessment ability and critical evaluation ski(fs"431)

Effective implementation of PF requires a spec@hprehensive and constructive
critique protocol called the Ladder of FeedbackrKis, 2003, cited in Andrade
&Heritage, 2018, pp. 92-94). This protocol has feteps. The deliverer of the feedback:
(1) asks questions of clarification about the ottedent’s work, (2) identifies aspects of
the work that he or she values, (3) raises concabwut the work, and (4) offers
suggestions for ways in which the work could benowpd. The following figure illustrates
clearly the ladder of feedback proposed by Perka@93, cited in Andrade &Heritage,
2018)
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Sluggest

Make suggestions for impng

the work

3. Concerns

Comment on your concerns

about the work

2. Value

Comment on what you

value about the work

1. Clarify

Ask questions of clarification

about the work being reviewed

Figure 1.3 Ladder of feedback

According to Perkins (2003), the first step of théder, clarifying, is fundamental
since by asking questions about unclear points bsers ideas helps students gather

relevant information before informed feedback carglven. The second step of the ladder,

valuing, is considered useful for constructive fesek since it helps students identify

strengths in their work they might not have recagdiotherwise. According to Perkins

(2003), the third step is the time to raise hortesiughts and concerns. “Have you

considered . . .?”, “What | wonder about is . “Perhaps you have thought about this, but

...." are all ways of framing concerns in non-t#iening ways. This step can be combined

with the fourth. Giving suggestions for solving tipeoblems identified during the

‘Concerns’ step can help a learner use the feedmckake improvements and deepen

learning (cited in Andrade&Heritage,2018,pp.94-95)
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Besides, students’ involvement in assessing the&rg work strengthens the
practice of assessment as communication about egatiation of what counts as valid
knowledge within a domain (Havnes & McDowell, 20985). This view strongly supports
the communicative teaching approach as well as ObA engaging learners in
communicating assessment criteria to each other imtedacting with one another to
construct knowledge.
1.10.5.3 SPA Types

SPA is multi-dimensional molded in different feasirto reach their ultimate goal.
They swing between direct to indirect assessmepiedbrmance. They also cover meta-
cognitive assessment, socio-affective factors asseist as well as self-generated tests
(Brown, 2003, p. 271)
1.10.5.3.1 Assessment of Specific Performance

This category of SPA requires learners’ monitofimg given performance, oral or
written. Then, evaluating one’s self or peers imiagly or very soon after the
performance according to a checklist, for examghliat defines appropriately the criteria to
be considered in assessing that performance.

Assessment of specific performance does exist ih Extbooks addressed to
middle school education; however, there are noldists that state the assessment criteria
to be taken into consideration for SA or PA. Hereine of the hypotheses to the
aforementioned research question arises: SPA ingl&ation in the middle school is
hindered by the absence of assessment of speeifiermance checklists.
1.10.5.3.2 Indirect Assessment of General Competenc

As opposed to direct SPA which is time and spepéidormance bounded, indirect
SPA focuses on competence, general ability, tovaduated over a long period of time,
such as a term.
1.10.5.3.3 Meta-cognitive Assessment

Unlike direct and indirect SPA competence and eatedn which are based on
appraising past achievement meta-cognitive assessdiffers in its focus which is
process oriented. Setting goals and regulatingsoaen learning is of extreme value for
leveling up learners’ intrinsic motivation towartsarning and in tandem raising their
awareness of the overriding importance to realizomg’s own learning goals. Meta-
cognitive assessment can be performed in differeays. SA for lesson objectives
identified by Brown (1999) is one of the new teajugs in a form of a checklist attached

to the end of a learning unit which helps learnerBnding to which extent they reached
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the objectives of the unit. After responding to tieeckpoint items, the teacher needs to
make follow-up for those learners who answered wimetimes or not yet to the items
(cited in Brown, 2003) Here is a sample of the sssent of objectives proposed by
Brown (1999, p.59)

Yes | can Yes Sometimes Not yet

Say the time in
different ways

Describe ar
ongoing action

=

Ask about and as
people about wha
they are wearing

—

Offer help

14

Accept and decline
an offer of help

Ask about ang

describe the
weather and
seasons

Write a letter

Table 1.4. Self-assessment of lesson objectivesqBn, 1999, cited in Brown, 2003)

With regard to middle school education in Algeidgeta-cognitive assessment is
embedded into EFL textbooks of the four levels (MB52, MS3, and MS4) in a form of
a checklist labeled “Now | can”. The latter is fauby the end of each learning sequence
including items which check learners’ achievementhie set of linguistic/communicative
objectives. Learners are supposed to answer wek’fyNo” and “support me”. Based on
this checklist, learners can find out what theyldaachieve and what they could not. In
fact, it is beneficial to integrate meta-cognit@ssessment into middle school textbooks,
but do teachers involve their pupils in performit®This is another key question that the
present research tends to answer.
1.10.5.3.4 Socio-affective Assessment

SPA is not concerned only with assessing competandeerformance. They, also,
take a psychological direction in that they areaded to fixing affective factors, such as
motivation, anxiety, emotional and mental obstadlest may influence the learning
process resulting in hampering learners’ progresd achievement. Thus, learners’
diagnosis and response to these issues is a Ipgatards figuring out what affect their
level of competence. Socio-affective assessmemmaigicularly, SA in its essence since it

focuses on internal psychological barriers thathote self. The major forms of this type
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of assessment are proposed by brown (2002, 2008)hwdre: SA of styles, multiple
intelligences, and learning preferences.
1.10.5.3.5 Student generated tests
This type of SPA diverges, broadly, from the trmaial test due to learners
‘involvement in designing its content. Brown (2008, 276) emphasizes the value of
student generated tests in promoting autonomy aisthg motivation. It is worthy to state
that learners’ construction to tests is vital faotchief reasons: developing evaluation
skills and boosting collaboration in the classra@orsuch, 1998, cited in Brown, 2003) It
is obvious that when learners are engaged in deveja test for SA purposes they strive
to reflect upon their learning that may lead totspg their weaknesses then addressing the
lacunas as a final phase. As a result, they acqBhe techniques that contribute,
considerably, to lifelong learning. Also, designitegts for PA in a form of ‘interactive
pair tests’ proposed by Murphey (1995,cited in Bng®®@03) is of paramount importance
in figuring out learning blocks of others, providifieedback for remediation, garnering
support and cooperation from peers to improve.
1.10.5.4 SPA Implementation Guidelines
To ensure promising results from SPA implementatibns advisable to take,
seriously, into account several guidelines. Bro003, p.277) proposes the following
» Tell Students the Purpose of the Assessment
Familiarizing SPA to students is an essential ahifphase to be taken into
consideration. Students should recognize, at finstpurpose of the procedure to be able to
proceed with it to reach its end. SPA use mustnbegral to well defined purposes that
teachers must identify from the learners ‘needenlttommunicating these needs to be
met to learners to realize effective outcomes fthenprocedure.
» Define the Task Clearly
To assure SPA effectiveness, it is imperative tikenthe task plain to learners.
Thus teachers should accompany the delivered t#bkanquestionnaire or checklist that
states apparently what is required from learneectmmplish.
* Encourage Impartial Evaluation of Performance or Ahlity
SPA implementation in the classroom grapples whiih issue of subjectivity. To
eschew such a hindrance that results in ineffectvashback and unreliability of the
procedure teachers must attach clear assessme@tiacrio a given task to ensure
objectivity and beneficial outcomes.
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« Ensure Beneficial Washback through Follow-up Tasks
At the final stage of SPA implementation, learnasswell as teachers need to

include feedback as an integral part of the proacdsthe procedure. Self analysis and
teacher written feedback may play a key role inggayand achieving progress.

* How to deal with unreliable marking?
To assure reliable grading and to avoid making iurjtadgment, Bloxham and Boyd
(2007) suggest the following tips

» Use double anonymous marking (students do not kadwse work they are

marking or who has marked them).

Y

Use multiple markers of work, or pair/group marking

Y

Use assessment criteria and require students toyjakeir mark or feedback
against them.

Involve students in drawing up criteria.

Tutors moderate peer or self-assessed grades.

Take an average of several peer or self-assessments

YV V VYV V

Only use peer and self-assessment for formativigrasgnts

* Rubrics for SPA Implementation
A rubric is an evaluative tool which is typicallyed to assess performances aiming at
describing but not judging the quality of perforrnanthroughout providing feedback
(Brookhart, 2013, p.4). There are two main typea afbric: analytic, holistic, general and
task specific rubrics. (Brookhart, 2013) The atialyubric is concerned with describing
the performance of each criterion separately. lissful for formative assessment in that
learners can find out which areas of knowledge newde focus. The holistic rubric
describes all the criteria of performance at oeeeling to judgment. It is used specifically
for summative assessment. General rubrics userpefee criteria that list the features of
good problem solving to be used with different taglereas task specific rubrics are used
mainly with a specific task aiming at providing amss to the problem.

Now, it is useful to denote to which extent thatASPan achieve assessment
principles. Practicality maintains at a moderateelewhen using checklists and
questionnaires. Reliability remains at a low levet the variation that exists across
learners. Concerning face validity is maintainedbfectivity is taken seriously by learners

when assessing themselves. Integrating SPA to €oalgectives maintains content
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validity. As far as authenticity and washback tlasgure a high level from the use of the
procedure (Brown, 2003, p.278)

To illustrate apparently the attendance of the eafmntioned AA procedures to
assessment criteria, Brown (2003, p.278) propdsesollowing table in which degrees of

practicality, reliability, validity, authenticityand washback are scrutinized

principle portfolio | Journal | Conference| Interview | Self/Peer| Observation
practicality | low low low mod mod mod
Reliability | mod mod low mod low mod

Face high mod high high mod high

validity

Content high high high high high high

validity

authenticity | high high high mod high mod
washback | high high high mod high high

Table 1 .5 Principled Evaluation of Altezrggt:ig\)/es toAssessment (adapted from Brown,

Since this research lends itself to SPA implementait the middle school level, it
is advisable to mention that EFL textbooks compasgood number of PA tasks and SA
checklists. These assessment methods are integn&tesll the sections, namely, listening,
reading, writing, grammar, and pronunciation. lofgparamount importance to familiarize
pupils to SPA starting from early stages of eduegtbut the question is: Do EFL teachers
promote the implementation of SPA in their classiés®t? Why? In fact there exists a
paucity of research in the literature which tacktbe problems that militate against
teachers’ implementation to SPA despite its viald pupils’ learning. Hence, this case
study work tends to provide an overview about #rege of obstacles that prevent middle
school English teachers from implementing SPA eirthlasses.

1.11 Conclusion

The foregoing chapter shed light on the necessitydbpting the alternative
approach in assessment in the EFL classroom tanglienfrom the detrimental effcts of
tests on one hand and raising learners’ achievemughtmotivation on the other hand.
Added to this, what encourages, considerably, tidespread implementation of the

alternative paradigm in assessment is its accompanti to the wide range of world
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changes that require a set of cognitive and samatpetencies from learners to have.
Hence, it was necessary to state the prime aliggsain assessment procedures emanated
from the alternative approach as formative methbds are attached to learners’ daily

classroom practices supporting, in this very selifeégng learning.
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2.1 Introduction

The integration of English Language Teaching inAlgerian middle school is not
a mere coincidence but an unavoidable need fopiihge role that English language plays
in the multifarious domains and the ubiquitous axbesnents of today’s world in a myriad
of areas; technological, industrial, cultural...etcooking for accompanying the continual
change forced Algeria to launch new reforms (20M@jch brought with them new-
designed EFL textbooks for the four levels of thddie school. This chapter includes two
parts. In the light of the first part of the chaptEnglish Language Teaching inclusion
purposes in middle school education will be outlinget, there will be an analysis of the
new textbooks in terms of assessing their lingtias well as communicative content and
most important dwelling into self and peer asses$nas alternatives in assessment
procedures integrated into EFL textbooks. The sgquert of the chapter is concerned
mainly with research methodology. It lends its gelpresenting the objectives that lie at
the fulcrum of conducting this research. Besidegravides an overview about the case
study research method, sampling and participan@&ddition to the instruments used to
elicit data about the different research questions.

2.2. ELT Purposes in Middle School Education

English Language Teaching (ELT) inclusion in thegéian Middle School Education
(MSE) was immediately after independence due tdk#éyerole that English plays in more
than a sphere of today’s life. English could impise&lominance in a considerable number
of areas. The most remarkable ones are econompadlitits, scientific and technological
domains, social and cultural life of citizens, @®h and mass media. In this regard,
Phillipson (1992, p.6) contends thdhe spread of English is unique both in terms of
geographical reach and depth of penetration”.

Since the need to communication increased, sigmifig, between people of
different cultures and races on the one side agdnizations of various interests on the
other side, English appeared in a fashionable fasna Lingua Franca serving that huge
communication demands around the globe. In thiathrghe prominent role of English is

described as follow

The spread of English is as significant in its veayis the modern
use of computers. When the amount of informatioedimegy to be
processed came to exceed human capabilities, tmeputer

appeared on the scene transforming processes ohipta and
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calculation. When the need for global communicateame to
exceed the limits set by language barriers, theagpiof English
accelerated, transforming existing patterns of rirggonal

communication
(Ferguson, 1983, p, ix, cited inllF8on, 1992, p.6)

Briefly, the primary purpose that lies behind tpeesad of English is communication which
is considered inescapable to meet people’s vaneesls. Consequently, EFL inclusion in
MSE has become compulsory. The recent implememtidms (2016) in Middle School
(MS) plainly reflect the huge range of functionattfeFL caters for. It is apt in here to
state the main objectives behind ELT insertion he turriculum of English for MSE
(2016).
* To help our society to live in harmony with modéyniby providing the learner
with the linguistic tools essential for efficier@ramunication
* To promote national and universal values.
* To develop critical thinking, tolerance, and opess® the world.
» To contribute to the shaping of a good citizen, rana the changes and challenges
of today and tomorrow.
* To give every learner the opportunity to have asdesscience, technology and
world culture while avoiding the dangers of accrdtion.
Also, the curriculum stresses on developing lea'rsmcial skills. To this end, it is
noted that

Teaching-learning English supports the socializatb the learner
essential for his growth. Through English, he caeroup to the
world. He can learn how to live together and protas physical
and social environment. Thus mastering this immbrtanguistic
tool will enable him to communicate with others aextchange
views, express his ideas and vision of the worid, Itkkes and
dislikes with classroom peers and outside with Bhgépeakers.

(Middle School English Curriculum 2016)

In wide brief, socialization communication lie hetheart of ELT inclusion in MSE.

a7



Chapter Two ELT in Middle School Education and Resarch Methodology

2.3. ELT Reforms in Middle School Education

Principally, educational reforms are establishedaxmpensate for previous existing
problems or going in parallel with changes thatessgate innovation. In 2016, the
Algerian ministry of education has announced nefarmes that touched English subject in
its curriculum, syllabus, and textbooks of the ftewels: Middle School year one (MS1),
Middle School year two (MS2), Middle School yeareth (MS3), and Middle School year
four (MS4) to overcome many of those shortcomingghe previous educational system.
Basically, the communicative curriculum has beetedfor aiming at developing learners’
communicative competence. To accomplish this endvew syllabus, that integrates
linguistic as well as communicative objectives, bagn designed. Putting the content of
the curriculum and syllabus into practice requitieel adoption of the Competency Based
Approach (CBA) as a teaching methodology and Sd@madstructivist Approach (SCA) as
a learning paradigm to cater for the wide arraycompetencies and social skills that
learners need to develop during MS1, MS2, MS3, Md levels. The next two sections
dig further into SCA as well as CBA that characed the ELT reforms movement in
MSE.

2.3.1. Cognitivist & Social Constructivist Approach

There exists a strong consensus among educatitsntiat learning is an active
process in that learners are required to take tipaheir learning development. It has
become obsolete to perceive learning as a beh&yioogess and learners as passive
recipients of knowledge. In fact, learning does o@tur by knowledge transmission from
the teacher to learner but by learner's own coonsbm, referred to as constructivism
which sparkled in the twentieth century and it @sibally the work of Jean Piaget (1967).
Prichard & Woollard (2010, p.8) describe the crdiconstructivism theory this way “As
learners we construct our own understanding ofntbedd around us based on experience
as we live and grow. We select and transform in&drom from past and current
knowledge and experience into new personal knoveledgl understanding”. In this very
sense, it is evident that knowledge can be indaliguand efficiently gained through
critical thinking skills as well as experience.

It is worth to note that there are two views witlsionstructivism theory. The first
view is that of the ‘radicals’ and the second vimnthat of the ‘socials’. Prichard &
Woollard (2010, p 9) posit that the former belighat knowledge can be developed only
by the individual as Piaget labeled it the condivist approach. However, the latter

suppose that knowledge is a social product whidoisstructed through social interaction,
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namely SCA whicfExpands the construction process to include ictéra with others as
another means of making sense of new informati@hillips, 1997, cited in Lishchinsky,
2015, p. 973) Put crudely, SCA is based on what oae understand through his
interaction with others. With regard to learnitggrners need to interact with their peers
notably, who are regarded essential, in the prooédsmowledge construction. This is
clearly mirrored in MS1 teacher’s guide (2016) whaetates that “Language is acquired
through interaction with others’. In the languadassroom, learners engage with their
peers in tasks that require cooperation and metughgement'Hence, what teacher guide
includes as far as peers’ cooperation is refleatethe new designed EFL textbooks in
tasks which call for working together named aftevork with my partner”.

Interestingly, Vygotsky’s notion ZPD (Zone of Proal Development) describes
apparently the key role that interaction with ogheslays to arrive at knowledge
construction. Succinctly, ZPD refers to “Knowledaed understanding that is just beyond
what a learner has complete control over. With Helarners are able to move forward into
this zone and achieve more than they could aloReitifard & Woollard, 2010, p.18)
Thus, cooperation with peers may ensure effecéaening in that learners can learn more
effectively than working individually.

Since SCA promotes interaction with peers for awmsing knowledge, it is
conceived crucial to be embedded in MSEC (2018) stetes’In the present curriculum,
we are shifting from a paradigm of accumulation aadsmission of linguistic knowledge
and ideas to a paradigm of interaction and integratll within a social constructivist
view of learning”. Interestingly, MSEC (2016) makes it clear as farttees big shift in
learning approach moving from the delivery and pgiom of linguistic knowledge to
social knowledge construction.

To conclude, the cognitivist as well as the sogahdigm to learning emphasize on
the key role of the learner in constructing knowjledvhether individually or through peer
interaction.

2.3.2 Competency-based Approach

Competency-based Approach (CBA) has emerged ibJtiied States in the 1970s.
The key feature of CBA lies in language use in teatners need language to fulfill certain
functions such as: requesting, offering, invitingc.eThus, to perform appropriately in a
given situation, the teacher’s task is to devekgorer's competencies that “consist of a
description of the essential skills, knowledge,tades, and behaviors required for

effective performance of a real-world task or atfiv(Richards & Rodgers, 2001, p.144).
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In this very sense, CBA seeks teaching languagetifurs instead of language forms to
meet learners’ communicative needs. For this keasae, the Algerian ministry of
education has adopted CBA for ELT in MSE. The n&ttions centre on the different
principles of CBA included in MSEC (2016).
2.3.2.1 Target Competencies

MSEC (2016) accentuate on three Target Competen€i€) that center
on interaction, interpretation, and production. &clingly, Learners need to develop the
aforementioned competencies by the end of each &eage (KS): KS1 (MS1), KS2
(MS2&MS3) and KS3 (MS4). The following tables suntira the implementation of the
major competencies (interaction, interpretatiord production).

» Target Competencies of Key Stage 1

Domain Target Competency Descriptors of
Key Implementation

stage 1| -Oral interaction | -In a situation of meaningful- The learner can interact
communication, the learne¢worally by asking and

will be able to interact andanswering questions about

1=

produce orally very shorthimself/herself, family, anc
messages/texts of descriptivechool.
types using written, visual or- The learner can use and
oral support. assess the effectiveness of the
oral interaction strategies
such as: asking for help,

working in pairs...etc.

-The learner can understand

Interpretation of | -in a situation of meaningfy

. L ver short audio/visud
oral & written | communication, the learner y

messages will be able to interpret Vewparagraphs and dialogues on

short messages/texts offamlllar subjects and concrete

L . . situations.
descriptive type using written,

visual or oral support.

- -in  a situation of

production of oral meaningful ~ communication,

50



Chapter Two

ELT in Middle School Education and Resarch Methodology

and

messages

written

the learner will be able t

produce very short oral/writtenform and give simple details

messages/texts of descripti
type using written, visual, ir

oral support.

-The learner can fill out

js

efhe learner can write

simple message about
himself, his family, school,

home ,etc.

» Target Competencies of Key Stage 2

Table 2.1 Target competencies of Key Stage 1

Key Stage 2

Domain Target Descriptors of
Competency Implementation
Oral interaction In a situation of -the learner can understand
meaningful essential detalil in A
communication, the conversation

-interpretation  of

oral and written In a situation Of

messages meaningful
communication, the

learner will be able t¢

interact and produc
short oral
messages/texts (
descriptive,  narrativg
prescriptive of
argumentative typs

using written, visual, o

oral support.

learner will be able t¢

interpret short
oral/written

messages/texts (
descriptive, narrative

prescriptive of

D -the learner can assess his
elistening strategies.

f

1%

-the learner can understapd
descriptive, narrative, ar
> argumentative texts of
» medium length.
-the learner  can
understand and use language
picommunicatively in different

,Situations such as: ordering

meal, doing shopping, etc.
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-production
of oral and written

messages

argumentative type
using written, visual o
oral support.

-in a situation of

meaningful

-the learner can write

medium lengthy descriptiv|

communication,

learner will be abl

oral support.

using written, visual of

the his/her,

e tofamily

interests, friends

environment,

produce short events, etc.
oral/written

messages/texts of
descriptive, narrative,
prescriptive of
argumentative type,

a
e
or narrative texts related to
R

past

Table 2.2 Target competencies of Key Stage 2

e Target Competencies of Key Stage 3

Key
stage 3

Domain Target competency Descriptors of implementean
Oral In a situation of meaningful-the learner can interact oral
interaction communication, the learneby opening and maintaining

will be able to interact an

produce short org

messages/texts of descriptiv

narrative  prescriptive  or-the learner can express his/t
argumentative type usingopinion and speak about his/h
written, visual, or oral projects.

support.

dconversation.
[-the learner can talk in differei

&ommunicative situations
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Interpretation | In a situation of meaningful-the learner can understand
of communication, the learnemedium lengthy texts describing
oral/written will be able to interpret shorteveryday life, interests, current
messages oral/written messages/texts [oévents, etc.

descriptive, narrative,-The learner can anticipate

prescriptive or argumentatiy
type, using written, visual @

oral support.

emeaning from the context.
r-the learner can assess higher
listening/reading strategies.

Production of
oral and
written

messages

In a situation of meaningfu

communication, the learng

will be able to produce short(descriptive,

oral/written messages/texts
descriptive, narrative
prescriptive or argumentativ
type, using written, visual @

oral support.

I-the learner can produg
rdifferent types  of  texts
narrative,

chrgumentative, and prescriptive)

,0f a medium length/complexity
eusing various linguistic¢
rresources.

-the learner can write coherent

texts following writing proces

Uy

(drafting, editing, etc).
-the learner can assess higher

writing skill.

Table 2.3 Target Competencies of Key Stage 3

It is fairly clear that each TC of each KS integmatthe four language skills

(listening, speaking, reading, and writing) in bébnms of discourse (oral/written). It is

also noticeable that that there is a sort of gradatlated to the type of texts learners are

exposed to. Put differently, the level of compigxjoes in parallel with each KS in that it

is low in KS1 revolving around dealing with shodsdriptive texts only. Then it turns to

be quite complex in KS2 and KS3 which cover dealuittp lengthy narrative, prescriptive,

argumentative, and prescriptive texts. Most impurt&PA are tightly linked to each type

of competency and reflected clearly in EFL textl®ak tasks. Learners are required to

assess their competencies and those of their pattrsegard to all the language skills in

addition to grammar and pronunciation.
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2.3.2.2 Cross-Curricular Competencies

There is another specific type of competency, meetl in MSEC (2016),
embedded in the course design (lesson plan) refféoras Cross-Curricular Competencies
(CCC) that comprise: intellectual, methodologicmmunicative, and personal & social
competencies. The following table scrutinizes ¢hddferent types of competencies that

learners need to acquire by the end of each lesson.

Cross-curricular competences Learners’ abilities

Intellectual-competency » The ability to interpret reading|/
listening messages in and
speaking.

» The ability to encode and
decode meaning from the
context.

» The ability to  deduce
grammatical and pronunciation
rules from examples.

» The ability to follow the writing
process to produce a coherent
and cohesive piece of writing.

Methodological-competency » The ability to use language
skills’ strategies to interpret and
produce texts & messages.

» The ability to work in pairs and

groups.

=

» The ability to assess one’s se

and peer.

Communicative-competency » The abilty to communicate
using ICTs like blogs, webpage
discussion forums, face book,
tweeter, etc.

» The abilty to acquire

intercultural communicative

1%
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competence.

Personal & social-competency » He is aware of his own role and
the role of others in project
development.

» His behavior is consistent with
our national values.

» He is honest and responsible
when working alone or with
others.

» He is aware of his Algeria

=)

identity and expresses it |n
English.
» He is keen to socialize through
oral or written exchanges.
» He demonstrates solidarity and

generosity.

Table 2.4 Cross curricular-competencies

In total, CCC integrated into MSEC are diversifidthey comprise the key areas
(namely, intellectual, methodological, communicafipersonal & social) that contribute to
the development of learners’ cognitive, meta-cagajtpersonal and social skills. With
regard to assessment, self and peer assessmegivaneconsiderable value since they
form an indispensable part of the methodologicahpetence.
2.3.2.3. Core-values

As a matter of fact, competencies revolve, alsoumd values which are an
indispensable part of CBA. During the learning @sxs; Learners are consciously or
unconsciously supplied with many different valudsicli are essential to their growth as
future social individuals. Actually, MSEC (2016)caatuates on the prominent role of
values which are derived from th&W OF ORIENTATION , 04-08 January 23rd, 2008.
These values are: national identity, national cem&e, citizenship& openness to the
world which are deeply embedded in the EFL textlsodihe following table illustrates

clearly these values
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Values Examples

National identity -The learner can value the national | &
cultural markers of his country and use them in
communication.

-The learner can describe lifestyles, eating

habits, dressing habits and dwellings of Algeri

o

National conscience -The learner is keen on learning abput
others’ markers of identity

-The learner is eager to know about the
lifestyles ,eating habits, dressing habits, and
dwellings of other countries who use English [for

communication

Citizenship & openness to the - The learner knows his rights and dutigs,
world and the rights and duties of others

- The learner shows respect for the
environment and protects it continually

Table 2.5 Core Values
2.4. New Designed EFL Textbooks

A textbook is conceived as a means of learning wiliastrates and simplifies the

information in a concrete manner and organizedesdntlt enables learners to discover all
the learning objectives they have to attain in es@tpuence or unit of study. The recent
implemented reforms in MSE gave birth to new desijBFL textbooks for the four levels
(MS1, MS2, MS3, and MS4) aiming at remediating foe previous textbooks flaws
meanwhile reflecting the major trends in today'sieion. In the space of the following
sections, the general layout as well as conte&faf textbooks will be highlighted.
2.4.1 General Layout
The physical aspect of a textbook is important eislg when it comes to FL
textbooks. The careful outside design of the teskbis required to attract learners, in this
case, MS adolescents who care a lot about the galygipearance of things. According to
Seguin (1989, pp9-10), the textbook’s general laposhape refers to
* The physical aspect of the book with a cover, sastiwhich can be placed in a file.
e The format or size of the book, which should beaactical item which pupils can
easily handle.
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e The choice of lettering and page lay-out whichdirectly linked to ease of reading
and comprehending a text.

e The illustration to text ratio, and where illustoais are placed.

» Esthetic quality must be adapted to the contetit@text and the type of teaching

» The choice of one or several colors in part deteesithe legibility of the book and
also its cost

e The type of paper used, which varies accordingpitkhess, color, quality

As far as the cover of EFL textbooks, it is appeglito some extent, in that it is
embellished with colorful images that mirror theykepics of the book. Still, sections of
sequences are clearly presented in the book eftrg. new EFL textbooks take a
rectangular shape with 159 pages in each book (W&R, MS3, and MS4) which means
they are easy to be handled by pupils. Even therilet) is visible and page layout is
organized. EFL textbooks are embedded with illiising (images) that go in parallel with
the topics of sequences. They are, in their mgjgiaced at the front page to attract
learners’ attention and raise their interest. Akseyeral colors are used like: green, blue,
purple, red in addition to black that may help wok legibility. Concerning the books’
paper is of a high quality. All in all, the genefalout of EFL textbooks is acceptable.
After describing EFL textbooks from their physicsile, the next section, then, will
describe their content.

2.4.2 EFL Textbooks’ Content

EFL textbooks’ content integrates linguistic am@menunicative objectives. The
former are comprised of language forms (grammarm@odunciation), whereas the latter
include language skills (listening, speaking, ragdiand writing) that help in developing
learners’ communicative competence. The followin§I\syllabus (referred to as my book
map) is taken as an example to illustrate thoséldefaced objectives
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sequence Communicative Linguistic objectives

objectives Language forms pronunciation
Sequence 1 -Greet people -Auxiliary to be (presentPronounce

Me and my friends

- Introduce myself

simple tense with the thre

avords with the

-Give information / forms) sounds /il
respond to questions | -Present simple tense /ail,
about me: my age, my | with the verb :to live leil
class and my hometown - Personal pronoun : |
-Ask about a new - Possessive adjective :My
friend’s name * Numbers from 1 to 13
Sequence 2 -Ask and give -Numbers from 14 to Pronounce

Me and my family

information about

100

words with the

one’s family : (parents, | -Ordinal numbers sounds
brothers and sisters) -Definite  and indefinitg /e/ /i:/
-Name different jobs articles: (the /a/ an) 16/ 10/
-Express likes -Personal pronouns

-Possessive adjectives

- Question words (wha,

what, where) to get

personal details.

-Demonstratives : this

Sequence 3 -Talk about daily and -The simple present withPronounce

Me and my daily

weekend activities.

the third person singular

words with the

activities -Talk about leisure -pronouns he, she, it sounds 4/ ,
activities. -prepositions of place Inl, Isl, Izl, liz/
-Tell the time
-Name pets

Sequence 4 -Describe my school -The present continuoysPronounce

Me and my school

-Talk about rights and
duties

-Name and locate
different places in my

school.

with time markers.

- Use prepositions of
places.

- Use prepositions of

time

words with the
sounds
I&l Ig/
131yl

il
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-Ask and answer

guestions about

locations
Sequence 5 -Locate places on a map.-Adjectives of Pronounce
Me, my country | - Ask and give nationalities ending with :+words with the
and the world information about an, ian, ese, sh, ch. sounds

my country and other | -Possessive adjectives. 121, 121, I/,
countries/ currency/ -The simple present with/av/
flag/national and the personal pronoun “it”.
religious celebration
days / national dishes
-Ask and answer
questions about famous

places and monuments

Table 2.6 MS1 Book Map

It is worth to note that this MS1 book map stansisaepresentation to all MS
book maps since they all combine communicativelengaistic objectives. With reference
to MS1 syllabus, it is noticeable that linguistichjectives are subordinate to
communicative objectives since communication isnarly in comparison with form which
is ancillary. Interestingly, MS syllabuses stress developing learners’ communicative
competence in which language form is just one ®fpérts. Accordingly, learners need
language form only when it comes to communicatimces the former cannot be used in
isolation from the latter. This point is evidenteach sequence of EFL textbooks where
linguistic objectives go in parallel with the comnmicative ones to realize particular
functions. Examples are numerous in all the seqsententioned in the table. In sequence
one for example; the use of the present simplestensequired to introduce one’s self. In
sequence two, definite/indefinite articles are # used to talk about jobs ...etc. Still,
communicative functions have command over prontdiociasounds included in the
sequences. In sequence three for example, /sllizkiounds are linked to the present
simple tense with third person singular to talk @bevery day/leisure activities. All in all,
MS syllabuses take communication into serious dmmation in that communicative
objectives are prioritized over the linguistic ortesattend to learners’ communicative

needs.
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Actually, the communicative as well as the linggistontent of EFL syllabuses
are translated into seven main sections preseaveny sequence of the EFL textbooks.

The following table highlights this subject matter

Communicative Objectives’ Sections Linguistic Qitjees’ Sections
| listen and do My pronunciation tools

| read and do | pronounce

| learn to integrate My grammar tools

| think and write | practise

Table 2.7 EFL Textbooks’ Sections

To attain this set of objectives, assessment bes@nendispensable part of the
learning process. Now, the big question arises: ldmMearners’ competencies assessed in
EFL textbooks? And do EFL textbooks encourage Siplamentation? The following
section answers these two key questions in details.

2.5. Assessment in EFL Textbooks

The assessment of Learners’ competencies in ERbdeks relies, intensively,
on completing a particular task which is postuldtgdBranden (2006, P.4) as “an activity
in which a person engages in order to attain aeabilve, and which necessitates the use of
language” With regard to the newly designed EFltheaks, a considerable range of tasks
is integrated into their different sections aimiigassessing learners competencies. For
SPA incorporation in EFL textbooks, they are wideiyegrated in all the sections of
MS1T, MS2T, MS3T, and MS4T. The next sections aetiin details the major tasks that
embed SA as well as PA.

2.5.1 Self-assessment in EFL Textbooks

The integration of SA in EFL textbooks is clearlyamifested in tasks and
checklists. Concerning SA tasks, they are embedd®dS2T, MS3T, and MS4T except
for MS1T. However, SA checklists are adjoined tbEHfL textbooks. The next section
develops deeply this point.
2.5.1.1. Self Assessment Tasks

SA tasks are attached to EFL textbooks (MS2T, MS8W MS4T) except for
MS1T. Such tasks are numerous in ‘I listen andasha ‘I pronounce’ sections notably. In
fact, there exists a good number of such taskd e sequences that involve learners in
evaluating themselves after doing a given task. fbHewing table presents some key SA
tasks found in EFL textbooks addressed to MS learne
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MS2T

MS3T MS4T

I listen and do Task 24 p 19:
listen again to the
online conversatiomn

Task 11p13: | listen Task 3pll: | listen again to
again (part 1) andthe English tourist guide
check my answers. | (part 1) and check my

and check my answers.
answers.
| pronounce Task 2p22: | listeriTask 10 p20: | listep Task 9 p30: | listen again

my answers.

again and checkagain and check myand check my answers.

answers in task 9;

Table 2.8 Self-assessment Tasks in EFL Textbooks
The table above obviously illustrates SA inclusiorEFL textbooks, especially,

in ‘I listen and do’ and ‘I pronounce’

sections. fDéely, the tasks show a degree of

learner autonomy in which SA is one of its keyasl Also, asking learners to check their

answers involves them in developing meta-cogniskdls that result in self-directed

learning. Eventually, learners feel deeply engaged active in their learning process

when performing SA tasks.
2.5.1.2. Self Assessment Checklist

By the end of each sequence of EFL textbooks, te&ists a section called

‘Now | can’ which contains a SA checklist. The @lling figure presents ‘Now | can’

section taken from MS1T (sequence one)
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it

Now | can

Example No Support me
| can

Greet my teachey

Greet my mates

Introduce my self

Use polite forms

Ask and answer
about the name df
my new friend
Use numbers

Use to be in the

simple present
Use personal
pronouns

Use possessive

adjectives

Pronounce the
sounds /i/ /ai/
leil

Figure 2.1 Self assessment checklist

This checklist clearly displays the range of lirejio and communicative learning
objectives of the sequence. In this section, mpsto the learner to check if s/he could
attain those objectives or not. In case the katicks “yes” box, this signifies that s/he
could reach the objective, and then the learnezsgan example. On the other side, if the
learner ticks " no” box, this means that s/he coolwt attain the objective which
necessitates remediation which is entitled “suppwt in the checklist. In this case, it is
advisable for the teacher to integrate PA by asknoge-able learners to help the less-able

ones and present feedback to address their peeakngsses.
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2.5.2 Peer-assessment in EFL Textbooks
The new designed EFL textbooks (MS2T, MS3T, and W)Sdxcept MS1T
integrate PA in a form of tasks found in all thetgms: listening, speaking, pronunciation,

grammar, reading, and writing. PA tasks incorpataiteo EFL textbooks are numerous in

that they lie at the heart of each sequence. Thewing table sketches out some of the

major PA tasks included in the textbooks.

A} %4

—

—

1%

MS2T MS3T MS4T
| listen &do Task 12, p.14: |ITask 3, p.11: | work Task 14, p.13:
listen again andwith my partner. We listen again to the
compare my compare our English tourist
answers with my answers and correcguide (part4) ang
partner's. Then we each other work with my
correct each other. partner. We
compare our ID
cards and correq
any wrong
information.
| pronounce Task 9, p .23: | Task 11, p.20: | Task 11,p. 30:
listen again andwork with a group read aloud the tex
check my answers.of partners. We readin  task  8.My
Then | work with| again “my| partners listen tc
my partner. We readpronunciation tools me and help mg
again “my| (2) and correct eachcorrect my
pronunciation tools other’s answers. pronunciation
(3and 4)” and mistakes
correct tasks (6and
8).
| practise Task 6, p.29: | work Task 10, p. 27: | Task 14, p.38:

with a group of

partners. We
compare oul
answers and corre
each other.

work  with  my
partner and  we
correct the mistake
cin the email.

work with my
2 partner. We rea
sagain “my
grammar tools
3"and correct eac
other’'s answers i
tasks (9, 10, 11
12 and 13

)
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| read and do Task 3, p. 37:|Task 4, p. 30: | Task 4, p.81:
work  with  my|work with my|work with my
partner. We discusspartner. We discusspartner. We
and correct oufand correct oufcompare out
answers (tasks 1 andanswers (tasks 1, 2findings, complete
2). 3). the missing
information in
each other’s

D

answers and writs
Yara’s bio card in
our copybooks.

| learn to integrate Task 4, p.40: | worRask 4, p. 38: | Task 4, p. 43:
with my partner. We work ~ with  my| work with my
exchange ideas arndartner. We partner. We

vocabulary, ang
improve our profiles
before we uploac
them.

| exchange ideas ar

)

improve our articles

exchange idea
and improve our
posts.

(%)

| think and write

Task 4, p.41: | wor
with my partner. We
exchange ideas an
improve our emails.

KTask 4, p. 79:

work  with  my
¢hartner. We
exchange ideas ar
improve our texts.

Task 6, p. 88:
work with a group
of partners. We
texchange our
letters and edit
them: we correct

)

any language
mistakes and
check the

format/layout.

Table 2.9 Peer Assessment Tasks in EFL Textbooks

Incorporating PA tasks into EFL textbooks is of gmaount importance for the

learning process in more than a facet. When workiggther, Learners can develop and

maintain social interaction and cooperation reqlii@ constructing knowledge. Add to

that, learners may have ample opportunity in ggirfimedback from their peers in the

different language areas (listening, speaking, ymormtion, grammar, reading, and

writing) which contribute to their progress. Alsearners get acquainted with sharing

learning strategies with their peers and benefifiam them.

All in all, the newly designed EFL textbooks addwex to MS learners are

different from the previous ones especially in teroh assessment. Integrating new forms

of assessment such as SA and PA reflect one ah#jer causes of the recent reforms in

MSE.
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2.6 Research Methodology

The second part of this chapter is concerned \esearch methodology. It covers
research objectives and method. It is also comgprasehe sample and participants of the
research in addition to the research instrumerdd ts obtain answers to this investigation
questions.
2.6.1. Research Objectives

The Research objective is the first step to beidensd when thinking about
carrying research. Also, it is the force drive tlestds to looking for answers to questions.
Accordingly, it is crucial to mention the differemiategories of research objectives.
Kothari (2004, p.2) states the following

1. To gain familiarity with a phenomenon (exploratoegearch);

2. To portray accurately the characteristics of anividdal, a situation, etc
(descriptive research);

3. To determine the frequency with which somethinguos¢diagnostic research);

4. To test a hypothesis of a casual relationship betweariables (hypothesis -testing
research).

The identification of the research objective gragpis an essential step to be
taken into serious account before embarking intp tgpe of research. It may affect the
research design, the data collection methodsGetacerning this study; it is double faced
research combining exploratory and descriptive sypieresearch studies. Concretely, the
key objectives of this research are outlined in

» Highlighting the significance of the alternativas assessment procedures SPA
notably which are integrated into EFL textbooksradded to MS learners.

» Discovering whether MS English teachers promoteirtiidementation of SA and
PA in their classes.

* Looking for the major problems that may prevent BEachers from integrating
SPA into their classes.

» Addressing MS English teachers’ hindrances aiminfgalitating the adhesion of

SPA into the learning process.
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2.6.2. Research Method

Case study research method has been chosen fatutisdue to its significance in
sketching out what is actually happening in thé ceatext, in this case, the middle school.
Also, mixed method research has been used witlqugstitative as well as qualitative
approaches which comprise different research insnis used in this research to elicit
data about the research questions. Concretétycdise study research aims at discovering
whether MS English teachers boost the implememtatib SPA in their classes. Most
important it seeks searching for the problems wihnditate against teachers negligence to
the assessment procedures integrated into EFLaelxsb
2.6.2.1 Case Study

Case studies are considered conducive to secogddge research studies. In this
respect, Mackay & Gass (2005) claim that case ssuttend to provide detailed
descriptions of specific learners (or sometimesssda) within their learning setting”
(p.171). Hence, aiming at investigating and desugila given phenomenon in its real life
context throughout the employment of many typesiath requires conducting the case
study method. (Robson, 2002 cited in Cohen ettdl82Woodside, 2010).

Case study has several characteristics. Kotha@i4Pétates following
1. The researcher can take one single social unihare of such units for his study
purpose.
2. The study extends over a long period of timadecertain the natural history of the unit
S0 as to obtain enough information for drawing ecrinferences.
3. In the context of this method we make complételys of the social unit covering all
facets.
4 .Case study deepens our perception and giveslearansight into life.
5. In respect of the case study method an effonnéle to know the mutual inter-
relationship of causal factors.
6. Under case study method the behavior pattetheotoncerning unit is studied directly
and not by an indirect and abstract approach.
7. Case study method results in fruitful hypothesksg with the data which may be
helpful in testing them.

Using the case study research signifies that aitomét of data sources are available
for use. Yin (2009, p. 101, cited in Cohen et 80 &) proposes the following

1. Documents for example, letters, emails, agendas reportsprds, newspaper

articles, website uploads, etc.
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2. Archival Records. for example, public records, organizational relsorand
reports, charts and maps...etc

Interviews: in-depth, focused, and formal survey interviews.

Direct Observation: non-participant observation of the natural settin

Participant Observation: when the researcher takes on a role in the situat

o o ko

Physical Arte-facts: for example, pictures, furniture, decorations,tpgoaphs, etc.
Concerning the data sources used in this case sasd#arch; an interview and a
direct observation have been chosen among theeltf@aforementioned instruments.
2.6.2.2 Mixed Methods Research

To have complete understanding of a research pmbidxed methods research is
recommended since it combines both quantitativecaraditative approaches that result in
the collection of two different types of data (Grved, 2014, p.4) On one side, the
qualitative approach tends to explore and haveeptidopinion from participants as far as
their attitudes, experiences, etc. (Dawson, 200P4)pQualitative research provides rich
description and data about a phenomenon in itgalasetting usually without the use of
statistical procedures. (Mackay & Gass, 2005)

As far as the data collection and analysis proeessconcerned, Creswell (2014)
points out that “...data typically collected in tharficipant’s setting, data analysis
inductively building from particulars to generalethes, and the researcher making
interpretations of the meaning of the data.” (p.4)

Using the qualitative research approach entailpleymg specific research
instruments that go in accordance with its maimg@ples like observations, interviews,
and focus group. On the other side, the quantedatipproach aims at testing “objective
theories by examining the relationship among véesb (Creswell, 2014.p.4). The
quantitative approach implies statistical analysisl it is thought of as more objective,
valid, reliable.

Thus, it can be said that this study adopts theethixethods research since it uses
its quantitative approach in terms of employing guestionnaire which it is one of its key
tools of obtaining data. Also, the qualitative aggwh is used in that an interview and
observation are used this study.

2.6.3. Sampling and Participants
The participants of this research have been chbasad on random sampling or

what is referred to as probability sampling sintgjives equal chance to every single
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member of the population to participate. Concernimg study, all participants involved in
the questionnaire, interview, and classroom obsenvaave been selected randomly.

MS English teachers in Mascara (Algeria) were thdigpants involved in this
research. The questionnaire was administered rtg-fiour (44) full-time and part-time
teachers during the second trimester of the acadgear 2019-2020. It is worth to note
that those teachers teach at the level of diffekéftas they are in charge of teaching the
four levels (MS1, MS2, MS3, and MS4). In additigdhgy vary in gender, age, and
teaching experience. For the interview participatiteee teachers have been interviewed
during the second trimester of the same acadenaic ¥ far as classroom observation, it
was held in seven (7) MS classrooms taught by feachers at the level of two different
schools in Mascara during the first and the begignof the second trimester of the
academic year 2019-2020 (starting from October92061)January, 2020).

2.6.4 Research Instruments

Kothari (2004, p. 2) states thathe purpose of research is to discover answers to
guestions through the application of scientific qggdures”. In this regard, research
instruments are obligatory to be used in researdind out answers to its questions. The
following subsections provide thorough vision abtheé different research tools used in
this study, namely, questionnaire, interview, ahdesvation
2.6.4.1 Questionnaires

The questionnaire is “a widely used and usefulrumsent for collecting survey
information, providing structured, often numericklta, able to be administered without
the presence of the researcher and often compelsatitraightforward to analyse” (Cohen
et al, 2018, p.47). in this very sense, it can berred that the questionnaire is a
quantitative research instruments since it dealth vgitatistical analysis rather than
description of data.There are basically three tygfeguestionnaires: Closed-ended, open-
ended, and a combination of both. Dawson (2002)pi& the following

* Closed-ended QuestionnairesThey are used to generate statistics in quaingtat
research. As these questionnaires follow a setdgrand as most can be scanned
straight into a computer for ease of analysis,tgraaumbers can be produced.

* Open-ended QuestionnairesThey are used in qualitative research althougheso
researchers will quantify the answers during thalyans stage. The questionnaire
does not contain boxes to tick, but instead leavienk section for the respondent

to write in an answer.
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* A Combination of both: Many researchers tend to use the combinationasied
and open questions. This type of questionnairesnbegith a series of closed
questions, with boxes to tick or scales to ranld #ren finish with a section of
open questions for more detailed response.

The use of questionnaires has a range of advantagiss sense,

Questionnaires can be designed and used to cobsttquantities
of data from a variety of respondents. They haveumber of
benefits over other forms of data collection: thaye usually
inexpensive to administer; very little trainingriseded to develop

them; and they can be easily and quickly analyseg completed.

(Wilkinson and Birmingham, 2003, p.8)

Further, questionnaires can yield three types td dhout the respondent: factual,
behavioral, and attitudinal. Dornyei (2010, p.5plaxns each type of data as follow

» Factual Questions:They are used to find out about who the respomsdamet They
typically cover demographic characteristics (eage, gender, and race), as well as
any other background information that may be reléva interpreting the findings
of the survey.

* Behavioral Questions:They are used to find out what the respondentsl@irey or
have done in the past. They typically ask aboupl®® actions, lifestyles, habits,
and personal history.

« Attitudinal questions are used to find out what people think. This ibraad
category that concerns attitudes, opinions, belietsrests, and values.

As far as the types of questions are concernedtigu@aires are usually comprised
of closed questions, multiple-choice questionsertikscale items and open-ended
questions. Wilkinson & Birmingham (2003, p.10) de® each type of questions as follow

* Closed QuestionsThese are questions to which all possible ansarerprovided.
The most often-used form of closed question isdibeotomous question requiring
a ‘yes’ or ‘no’ response.

* Multiple-choice Questions These questions provide a number of predefined

responses that allow the researcher to hold somieot@ver the responses given.
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* Open-ended QuestionsThey allow for the recording of any response tpuastion
provided by the respondent. The answers to opeaekgdestions are in no way
predetermined — this can make analysis difficult.

o Likert scale: This scale measures attitudes to a set statemaertsby the
questionnaire. Theespondent is provided with a scale of possiblgparses
(usually five) to thequestion — ranging from the attitude measure ‘gfiypagree’
to the exact oppositmeasure of ‘strongly disagree’.

Concerning this research, a questionnaire has beed as a primary research
instrument to elicit as much as responses fronpéngcipants. It was administered to forty
four (44) MS English teachers in Mascara (Algeria)s comprised of fourteen closed and
likert scale items.

The following rubrics summarize the content of teats questionnaire and their
main aims

» The first rubric: It refers to ‘Teaching Situatiomnd it is comprised of four
guestions related to position (full time/part titeacher), experience, the number of
classes, and number of pupils.

» The second rubric: It includes four closed-endedstjons which aim at eliciting
answers from the participants about their promotorself and peer-assessment
integrated into EFL textbooks.

» The third rubric: It contains six likert scale iterfor the purpose of identifying the
key problems that prevent MS English teachers fimcorporating SPA which are
integrated into EFL textbooks in their classes.

2.6.4.2 Interviews

An interview is a widely used research instrumehitis characterized with
collecting as much as rich data about a given rebearea through the direct contact
between the interviewer and the interviewee usimgynchannels of communication. In
this respect, Cohen et al (2018, p.506) postulze the interview is “a flexible tool for
data collection, enabling multi-sensory channelsbé used: verbal, non-verbal, seen,
spoken, heard and, indeed with online interviewsten”.

The use of interviews has many advantages. Theplerhe researcher to have
detailed information about a topic or subject armtemof an insight into the meaning and
significance of what is happening (Wilkinson & Bimgham, 2003). The interview can

allow researchers to investigate phenomena thatnatedirectly observable because
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interviews are interactive. Also, researchers dmit @additional data if initial answers are

vague, incomplete, off-topic, or not specific enbug@Mackay & Gass, 2005, p.173)

There are mainly three approaches of interviewsnatyg unstructured, semi-
structured, and structured interviews. WilkinsorB&mingham (2003, p. 45) define each
approach as follow

e Unstructured Interview: It is a flexible approach. Areas of interest are
established by the researcher but the discussiomssafes is guided by the
interviewee. Unstructured interviews can be diftica plan (in terms of the time
to be given to the event), they are difficult tbe’ if the discussion gets away
from the key subject matter, and they can proveeextly difficult to analyze.

* Semi-structured Interview: There is less flexibility with this approach. The
interviewer directdhe interview more closely. More questions are etexmined
than with theunstructured interview.

e Structured Interview: The interviewer has control over the order of qoest all
of which are predetermined. There is an elemempredictability to the structured
interview which allows the event to be timetabledhwsome precision. The
structured interview may provide an easier framéwor analysis.

Hankock & Algozzine (2006, pp.39-40) put it cledat in order to conduct a
successful interview, the researcher should fokaweral guidelines. Firstihe researcher
should identify key participants in the situatiorhage knowledge and opinions may
provide important insights regarding the researakestions. Participants may be
interviewed individually or in groups. Second, tlesearcher should develop an interview
guide (sometimes called an interview protocol).sTduide will identify appropriate open-
ended questions that the researcher will ask edehviewee. These questions are designed
to allow the researcher to gain insights into thelgs fundamental research questions;
hence, the quantity of interview questions for dipalar interview varies widely. Third,
the researcher should consider the setting in whiehor she conducts the interview.
Although interviews in the natural setting may emterealism, the researcher may seek a
private, neutral, and distraction- free interviegedtion to increase the comfort of the
interviewee and the likelihood of attaining highatjty information.Fourth, the researcher
should develop a means for recording the intervita. Handwritten notes sometimes
suffice, but the lack of detail associated withsthpproach inevitably results in a loss of

valuable information. The best way to record inmwdata is to audiotape the interaction.
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Before audio-taping, however, the researcher mbsiio the participant’s permission.
After the interview, the researcher transcribes teeording for closer scrutiny and
comparison with data derived from other sourcEsth, interviewees must provide
informed consent for their participation in the @ach. Information attained from an
interview should be anonymous and confidentialeriviewees have the right to end the
interview and should be debriefed by the case stedgarcher after the research has
ended.

To back up the data obtained from the teachersstquenaire and classroom
observation, an interview with MS English teachsais been conducted. With reference to
this study, the structured interview type was addpiThe teachers’ interview includes a
combination of closed and open ended questions #mat at eliciting profound
understanding and explanation about the causesnibgtprevent MS English teachers
from the implementation of SPA in their classese Tiain sections of the interview are as
follow

» Section One It is comprised of three main questions that amfinding out
whether MS teachers use SPA integrated into EFRlboeks.

» Section twa It, basically, aims at spotting the hindranceat tmilitate against
teachers’ use to SPA integrated into EFL textbotksddition, it seeks to obtain
some suggestions from the part of intervieweeshbl in the implementation of
these alternatives in assessment procedures.

2.6.4.3 Observation
Observation is a rigorous research tool that pgsteccurately what happens in a

specific and real context. To this view, the obagon method

Allows researchers to understand much more aboat gdes on in
complex real world situations than they can evecaler simply
by asking questions of those who experience thesnbgnooking

only at what is said about them in questionnairesiaterviews.
(Wilkinson & Biimgham, 2003, p.117)

Put differently, the observation research procedwze be valid and objective in
that it deals with what people actually do or notsihce people’s views about themselves
are subjective (Gillham, 2008). In the same veirgthi@ri (2004,p.96) claims that
“Observation becomes a scientific tool and the et data collection for the researcher,
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when it serves a formulated research purpose,siesptically planned and recorded and
is subjected to checks and controls on validity eslthbility”. Thus, having a research
objective, planning, recording, and controllingigdy and reliability form the key pillars
of the observation method.

There are four types of observations: structuredhisstructured, participant and
non-participant. Each of these types is used ieareh for meeting a pre-defined research
purpose. In this line of thought, Kothari (200496¢). defines each type of observation as
follows

» Structured and Unstructured Observation

In case the observation is characterized by afudadefinition of the units to be
observed, the style of recording the observed méion, standardized conditions of
observation and the selection of pertinent datalufervation, then the observation is
structured. Contrary, observation is unstructuretienw it is carried without the
consideration of the aforementioned characteristicdructured observation.

» Participant and non-participant Observation

Participant observation is based on the involvanoérine researcher by making
himself, more or less, a member of the group hebierving so that he can experience
what the members of the group experience. On ther gide, non-participant observation
implies mere observation of a phenomenon withow atitempt of participation or
experience.

According to Hankock &Algozzine (2006, pp.46-4fig researcher should consider
five factors when conducting observations

First, the researcher should identify what must be olesknv order to shed light on
possible answers to the research questions. Sedbadresearcher should create an
observation guide—a list of features to be addkeslsging a particular observation. This
list often includes the time/date/location of thieservation, names/positions of persons
being observed, specific activities and eventstedl@o the research questions, and initial
impressions and interpretations of the activitind avents under observation. Third, the
researcher must gain access to the research seitsgg the researcher must be prepared
to explain why, how, and for whom the investigatisnoccurring. Toward that end, the
researcher should seek the trust of the particgpand strive to be as unobtrusive as
possible. Fourth, the researcher must recognizerhier personal role and biases related

to the research because if not recognized and s&iliethese researchers’ inherent biases
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and predispositions may prejudice their activitesd interpretations of the study’'s
findings. The researcher must actively attempteniify and mitigate the effects of their
biases and prejudices in order to ensure the impgrtof their conclusions. Fifth, the
researcher must follow all ethical and legal regients regarding research participants.
Persons being observed must provide informed congkrtheir participation in the
research and are normally afforded anonymity amfidentiality.

With regard to this research, classroom observatias been conducted in two
middle schools in an Algerian town (Mascara). lugiat finding out the extent to which
MS English teachers promote the implementation Af &d PA integrated into EFL
textbooks in their classes. Besides, it aimed attislg the major problems that militate
against English teachers’ incorporation to the exfentioned alternative assessments in
the classroom. As far as the types of observastinctured and non-participant types of
observation have been opted for in this study. Aie point, the researcher was not a
participant in the set of classroom observatiorsises. Besides, the observation was
structured in the sense that the recording stigéd(hotes) was clearly defined in advance.
Most important, a checklist that contains all tiigsito be observed was designed ahead as
it was strictly followed. Following is the checklisnits used for classroom observation of
this research

» Classroom environment It is in which SPA practices are supposed to fakee.
* Teachers’ promotion to SPA: To see whether MS Bhgkachers integrate SA and

PA throughout the tasks and checklists integratem EFL textbooks.

» Classroom barriers which may preclude MS Engligtithiers from promoting the

implementation of SPA in their classes.
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2.7 Conclusion

The foregoing chapter, in its first part, focalized the different facets that
characterize ELT in Algeria, particularly in MS edition. Hence, a clear picture has been
drawn about ELT inclusion purposes in the Algeraucational system. Yet, the chapter
offered a thorough overview about the English cuttim and its main content as far as
the social constructivist learning approach in &ddito the competencies and values that
form the fulcrum of CBA. Most important, a plairsion about SA and PA integration into
EFL textbooks has been introduced. In the secontdgbdhe chapter, the focus has been
put on research methodology that centers on thearels objectives, the case study
method, the mixed-methods approach, sampling amticipants, and data collection

instruments used for obtaining answers to the rekeguestions.
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Chapter Three Data Analysis and Interpretation

3.1 Introduction

The present chapter deals with data analysis aedonetation. Data derived from
the research instruments namely teachers’ questienand interview as well as classroom
observation will be analyzed thoroughly and inteted within the space of the research
objectives and questions that have been set frenoiiset of the research. Questionnaire
data have been analyzed quantitatively in MicroBattel by calculating the percentage of
each item answers then summarizing them in figufes.far as the interview and
classroom observation, data were analyzed quakisti throughout describing the
classroom assessment practices on one side antetsacesponses on the other side.
Besides, this chapter tackles discussion of thenmfadings obtained from the
aforementioned research instruments to see to wdxtént the research questions have
been answered and also to make a link betweenyghetheses and the results obtained.
Results of this work would be of significant impante for investigating the research
problem and offering keys to propositions on whabud be done to promote the
implementation of SA and PA in MS classroom.
3.2. Teachers’ Questionnaire Analysis

Teachers’ questionnaire has been used in thisandséo see whether MS English
teachers promote the implementation of SA and Pi#&gmated into EFL textbooks.
Besides, it sought revealing the various hindrarthas prevent them from incorporating
these assessment practices into the learning @otéss questionnaire is comprised of
four rubrics(see appendix 1Yhat contain a set of specific items aiming atwaersg the
research questions. The questionnaire rubricsbsilhnalyzed in the light of the following
sections.
3.2.1. Teaching Situation in Middle School

The first rubric of teachers’ questionnaire is coisgd of four questions which aim
at spotting light on the teaching situation in MShe present section is crucial to this
research in that it sheds light on the fundamestpkects that exert influence on teachers’
implementation to SA and PA in their classes.
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Question 1: Are you a full/ part time teacher?

m Full time
teacher

E Part time
teacher

Pie-chart 3.1 Full-time vs. Part-time Teachers’ Pazentage
The chart above shows that the majority of teac{84%o) are full-time teachers in
comparison to part-time teachers who form only (16%he total number of teachers who
teach at the level of MS in Mascara. The resultiscate that full-time teachers outnumber
part-time teachers due to the immense recruitnwdfeésed by the ministry of education.

Question 2: How long have you been teaching English middle school?

®From 1lyearto5
years

B From 5 years to 10
years

™ More than 10 years

Pie-chart 3.2 Teachers’ Experience
It is clear from this chart that (39%) of teachbesre between 1 year to 5 years
teaching experience. The same percentage (39%)reesded for those who have
between 5 years to 10 years of teaching. (22%gadhers are experienced teachers for
having more than 10 years of teaching in the middleool. It can be inferred from the
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results that the big percentage of MS teachersar@ovice having at least five years of
teaching experience.

Question 3: How many classes do you usually teach?

M From 4 to 5 classes

B From 6 to 8 Classes

Pie-chart 3.3 Number of Classes
This chart clearly unveils that teachers in theqjarty (80%) usually teach from 6
to 8 classes and (20%) of them teach from 4 tocaSsels. The results denote that a great
number of teachers are required to teach moreSl@asses.

Question 4: How many pupils do you teach in eachas$s?

2%

M From 20to 30

M From 30to 40

™ From 40 to 50

Pie-chart 3.4 Pupils’ Number in MS Classes
This item results apparently display that (89%tlakses are comprised of 30 to 40
pupils. (9%) of classes contain from 40 to 50 mymithereas (2%) of classes have between

20 to30 pupils. All in all, the results signal tilaé majority of MS classes are large.
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3.2.2 Teachers’ Integration to Self and Peer Assassnt

This questionnaire rubric includes four closed-ehdaestions that aim at finding
out whether MS English teachers promote the impigai®mn of SA and PA integrated
into EFL textbooks.
Question 5: Do you familiarize your learners to séland peer-assessment?

M Yes

HNo

Pie-chart 3.5 Familiarizing self and peer-assessmeto learners

As it is illustrated in the pie-chart above, (73@8b}Yeachers asserted that they do not
introduce self and peer-assessment to their pupitreas (27%) of teachers claimed that
they do. Clearly, these results signify that theamiiy of teachers do not make their pupils
acquainted with these assessments procedures atgotnormously incorporated in EFL
textbooks.
Question 6: Do you involve your pupils in performirg ‘I check my answers’
assessment task included in EFL textbooks?

M Yes

HNo

Pie-chart 3.6 Involving learners in performing ‘I check my answers’ assessment task
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The results plainly demonstrate that (55%) of teesllo not involve their pupils in
performing ‘I check my answers’ assessment tastrpurated into EFL textbooks (MS2,
MS3, and MS4). (45%) of teachers stated that #®yage their learners in completing
this SA task. Briefly, those teachers who exclute SA task from the learning process
form the greatest part of teachers’ population.

Question 7: Do you involve your pupils in performirg ‘now | can’ assessment section
found in MS textbooks?

M Yes

H No

Pie-chart 3.7 Involving Learners in Performing ‘Now | can’ section
Based upon the results of the pie-chart aboveh&raavho represent (68%) of the
respondents do not involve their pupils in perfargninow | can’ section contained in EFL
textbooks. (32%) represents those teachers whouesge performing this SA section.
Hence, the results show that most of teachersthigpSA section moving directly to the

next sequence.
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Question 8: Do you involve your pupils in performirg peer-assessment tasks
integrated into EFL textbooks?

M Yes

HNo

Pie-chart 3.8 Peer-assessment Tasks Integration

This chart results reflect that the majority ofdieers (86%) do not involve their
pupils in performing PA tasks integrated into EEktbooks. Contrary, (14%) of teachers
make their pupils engaged in doing such an assegsask. Thus, it can be confirmed that
the majority of teachers overlook PA tasks.
3.2.3 Self-and Peer-assessment Integration Obstazle

This rubric of the questionnaire includes six likexcale items ranging from
strongly agree to strongly disagree. It aims aeadimg the major hindrances that militate
against English teachers’ promotion to SA and Pfkeir MS classes.
Item 9: The lack of training does not help me to ppmote self-and peer-assessment

integrated into EFL textbooks.

2%

W Strongly Agree

W Agree

= Disagree

m Strongly disagree

Pie-chart 3.9 the Lack of Training Effects on Seland Peer-assessment
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It is pretty obvious from the pie-chart resultsttf@#3%) of teachers strongly agree,
i.e., they consider the insufficient training asadstacle that hinders the integration of SA
and PA into their MS classrooms. (23%) of respotglagree on the same point. However,
(32%) of the participants disagree, i.e., thoseltess do not see the lack of training as a
problem that can really preclude their integrattonthese assessment procedures. Also,
(2%) of teachers strongly disagree. The resuls teaffirm that the lack of training forms
a big hindrance which prevents the majority of kesis from attaching SA and PA to their
classroom.
Item 10: Large classes do not help me to promotelsand peer assessment integrated
into EFL textbooks.

W Strongly agree

W Agree

Disagree

Pie-chart 3.10 Large Classes Effects on Self andéteassessment
Drawn upon the results of this item, (34%) of teashstrongly agree that large
classes form a barrier which stops them from inc@fing SA and PA into their classes.
(57%) of teachers agree whereas only (9%) of tispamdents disagree. What can be
concluded from these results is that teachers denshe large class as a major obstacle

which hinders their integration to SPA.
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Item 11: The lack of time does not help me to pronte self and peer-assessment
integrated into EFL textbooks.

2%

B Strongly agree

H Agree

W Disagree

Pie-chart 3.11 Time Effects on Self and Peer-asspsmnt

With regard to this item results, (43%) of teach&trengly agree that insufficient
time precludes their integration to SA and PA. Al§sb%) of teachers agree. Contrary,
(2%) of teachers disagree. Clearly, the resultglaysthat the lack of time is considered to
be a big problem that English teachers face hamgéni that the inclusion of SPA in their
classes.
Item 12: The heavy syllabi do not help me to promet self and peer-assessment
integrated into EFL textbooks.

M Strongly agree

W Agree

= Disagree

Pie-chart 3.12 The Heavy Syllabus Effects on Selhd Peer-assessment
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Concerning this item results, the pie-chart abolaifies that the majority of
teachers (52%) strongly agree and (39%) agree ttimatheavy syllabus hinders their
implementation to SA and PA. Opposite to this vié9¢p) of teachers disagree. It can be
inferred that the outstanding number of teachele\e that the heavy syllabus exerts
negative influence on the implementation of SPAeir classes.

Item 13: Summative-assessment does not help me tmmote self and peer-

assessment integrated into EFL textbooks.

B Strongly agree

H Agree

Disagree

m Strongly disagree

Pie-chart 3.13 Summative-assessment Effects on Satid Peer-assessment

The results display that the big percentages (288d) (59%) go to teachers who
strongly agree and agree about the negative effeictsummative-assessment on the
integration to SA and PA procedures into their stgs Contrary, (14%) of teachers
disagree as (4%) strongly disagree. The resultkate that summative assessment is
regarded by teachers as a hard obstacle that psethem from promoting SPA procedures
in their MS classrooms.
3.2.4. Discussion and Interpretation

Teachers’ questionnaire scrutinized teachers’ 1{egchsituation, teachers’
promotion to SPA methods integrated into EFL teatsp and the obstacles that militate
against the incorporation of the alternatives iseasment procedures into the learning
process.

The “teaching situation” rubric revealed ample mfation about MS English
teachers. The majority of those teachers are ifuk-teachers who have at least five years
of teaching experience. This indicates that theyveell familiarized with MS textbooks’

content. Also, the questionnaire shed light on miuenber of classes and pupils that
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teachers are supposed to teach. Based on the dieeiselts, it seems that a good number
of English teachers teach more than five classesach in some cases eight classes which
Is too much exhausting. Added to that, most oféhdasses are large containing more than
thirty pupils to reach sometimes more than fortpifsuin each class. Drawn on those
findings, it can be strongly inferred that the taag situation of most of MS English
teachers, especially in the classroom, is realtgd hde-motivating, and deskilling.

The second rubric of the questionnaire entitledatifeers’ integration to self and
peer-assessment into MS classes” aims to unveitheh&nglish teachers implement the
two assessment procedures or not. The resultslycldamonstrate that MS classes are
devoid of SA and PA in that the majority of teache&lo not integrate them into the
learning process. To know exactly why alternatiresissessment procedures are absent
from MS classroom, the third rubric labeled “Selidapeer assessment integration
obstacles” was embedded into the questionnairaulRe®vealed a plethora of hindrances
that preclude teachers’ implementation to SPA wiadh tremendously incorporated into
EFL textbooks. Following are the key ones

e Training

Based on the results of the questionnaire, it @mdnfirmed that receiving little
pre-service and in-service (or no) training impéde high extent the implementation of
SPA. This is totally reasonable since teachersaanmplement new assessments that they
ignore many things about their use. In such a dasehers are not to be blamed

e The Heavy Syllabi

According to the questionnaire results, it can bsumed that the heavy syllabus
forms a hard obstacle that prevents MS Englishhieacfrom promoting SPA in their
classes. It is worthy to mention that EFL textbookdVS are weighty in program to be
covered in each level (MS1, MS2, MS3, and MS4)ipaldrly what is related to linguistic
objectives. To this point, teachers are in rusltdmplete the syllabi and they are not
ready to take risk in trying new assessments winigty keep them late to finish the
program.

» Large Classes

The results also revealed that the large classathar big problem that hinders the
application of SA and PA in the classroom. It igrili to note that the large class is not

only “large” in terms of the number of pupils. fact, such crowded classes comprise
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mixed-ability learners who are different from oneotner with regard to a wide range of
individual differences such as motivation, attitwdel aptitude, learning style, personality,
etc. Besides, the large class is well-known witruptive behaviors which make it worst
for teachers to handle in addition to many classresanagement problems. In this very
sense, English teachers may find it extremelydliffito embed SPA into learning.

e The Lack of Time

Drawn upon the respondents’ answers, they agrettgtinmajority on the lack
of time effects on the use of SPA procedures. This be totally true since MS
English schedule contains from 2 to 3 hours plugarial session only per a week for
each class which signifies that teachers do note hawmough time for the
implementation of these new forms of assessment.

e Summative-assessment

With reference to summative assessment, the reslifislayed that the
respondents affirmed that it affects their inteigratto SA and PA practices.
Sensitively, this view is highly reasonable in thense that assessment of learning
(tests and exams) is over-emphasized in MSE demkiboth teachers and learners’
motivation and enthusiasm to try new methods césssent.

3.3. Classroom Observation Analysis

This section of the chapter is mainly concernedhwhie analysis of results derived
from classroom observation (see appendix 2). akierlwas employed in this research
with three (3) English teachers to see what exdwdypens in the real context, in other
words “the MS classroom” with regard to the implenagion of SA and PA integrated into
EFL textbooks. In this respect, classroom obsewmasimed at finding out whether MS
English teachers promote the implementation of 8PWleir classes or not. And further, it
focused on spotting those classroom barriers ffedtao a certain extent teachers’ support
to the integration of these procedures in theiss#a. It includes four prime units to be
observed during each session. The following sestigmovide thorough overview of the
results of each unit of the observation grid.
3.3.1. Classroom Environment

It is substantially vital to spot light on the dasom environment since it may
affect considerably the implementation of SA and BAsed on the observation method,
the three observed MS classes are large compifising30 to 40 pupils who are arranged

In rows sitting scheme. Also, those classes aredhability comprising in their majority
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less-able learners. Learners’ low-ability level lcble easily noticed throughout their total
disengagement in participation. Although more-dblners look active, interested, and
motivated they are not autonomous in the sensdttbatlassroom is teacher-centered.

Concerning interaction, teacher-learner type oéranttion was occurring most of
the time in comparison to learner-learner inteoactivhich was rarely happening due to
teacher-centered approach that characterize atitiberved classes. Learners were in close
contact with their teachers during all the stagethe lesson even in tasks which require
pair/group work. Learners were rarely asked tokwaor pairs while group-work was
totally missing. In other words, social interact@mong learners was absent.

As far as the materials are concerned, Englishhezacdid not use any other
teaching aid except the textbook or the whiteboaftlis was apparently observed in all
the sessions “l listen and do” “I pronounce” “laptice” “I read and do” “I learn to
integrate” and “I think and write” with MS2, MS3nd MS4 classes.

3.3.2. Teachers’ promotion to Self-assessment

Classroom observation sessions showed that thevelosteachers do not promote
SA throughout the tasks and checklists proposedEHh textbooks emphasizing on
language tasks only. In this sense, teachers diadffer their learners the opportunity to
assess the level of their listening skill or protiation competence. Also, performing SA
checklist has been skipped in that teachers mowvihdoupcoming sequence just after
completing the last lesson “I think and write”. lenlearners go to the next learning level
(sequence) without diagnosing their strengths asakwesses which entail remediation.
3.3.3. Teachers’ promotion to Peer-assessment

Based on the set of classroom observation sessmmducted, it seems that the
observed teachers do not promote the implementafi®A in their classes throughout the
tasks proposed in EFL textbooks. All the teachesk thhe pupils to complete tasks
individually in listening, pronunciation, grammamd reading sessions in a few minutes
only for performing as much tasks as possible. ™&s noticeable in listening and
pronunciation sessions notably. After that theyolme whole class for task correction.
Except for writing classes, pupils were asked takwo pairs. However, the aim behind
teachers’ option for pair-work was co-operatiomeatthan assessment. Even if learners try
to peer-assess one another they may not successlithiey are not given enough time to
write neither they are provided with assessmenticulhich includes the criteria to be

followed when assessing writing skill. In a nutsh&achers were the only source of
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assessment in their MS classrooms as they did nemueage the use of PA among their
pupils.
3.3.4. Discussion and Interpretation

Classroom observation was of prime significancéhis research since it provided
thorough answers to its main questions relateché¢oimplementation of SPA integrated
into EFL textbooks and the classroom problems firatent teachers from using such
assessment procedures. Based on the observatihhodné can be confirmed that MS
English teachers do not support the implementadfd®A and PA in their classes because
of a myriad of reasons related basically to thessiaom environment which is

e Teacher-centered classroomSuch type of classroom increases teacher-learner
interaction while it weakens learner-learner contagth one another. The
classrooms observed were teacher-centered bechusang factors such as large
classes, teaching many classes and different lesetsng the one day, the
existence of a considerable number of less-abldgyund the lengthy lessons to
cover.

* Mixed-ability classes They are also called heterogeneous classes ichvghipils
are different from one another in a plethora offiesy characteristics such as the
ability level, motivation, interest, learning styl@and preferences, in addition to
personality features. As far as the ability-levelconcerned, it has been noticed
that the majority of pupils are struggling in tlemduage in both linguistic as well
as communicative competence through their lackaofiggpation and taking time
in performing straightforward tasks. For motivatiand interest, it has been seen
that most of learners are neither motivated narested in learning the language
regarding it a subsidiary subject because theyhliged to learn it in school and
because of its low coefficient which is (1) in M3MS2, and MS3 levels to reach
just (2) in MS4 level. Learners’ de-motivation aladk of interest have been also
clear in not bringing the textbook by some learntdrs lack of concentration when
doing tasks and getting busy with chatting with am®ther. As far as learning
styles “one shoes fit all” does not work in thaarleers do not acquire the
information in a similar way. For example, somerheas learn visually while
others are auditory, kinesthetic or tactile. Forspaality features, most teachers
flounder to arrive at dealing with the various pealities of their learners. Some
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learners are introvert while others are extroversch complicate the teachers’
task in the classroom.

» Large classesthey are one of the biggest and thorny dilemmashvFace most
of teachers. As far as the observed MS classrooensomcerned, they are crowded
with a great number of pupils which reach more td@npupils in each class.
Because of the big number of pupils, it has bedrce that some pupils did not
have chairs to sit and they kept standing on feethie whole hour in some classes.
In such an uncomfortable and flooded space, howteaehers integrate new SPA?
And how can learners get engaged in such assessnwtiiout feeling
comfortable? In addition to the uncomfortable eomwiment, the large class
teaching, especially in case of there is a heallglsys to cover, takes time and
efforts in that MS English teachers can barely hiettte lesson and arrive at
meeting its main objective. Sometimes, teachersdelithe lesson into parts
because of its length and to guarantee that moseavhers have grasped the
content. In this respect, SPA implementation in theye class seems quite
impossible to be done or still a dream that an iBhgleacher wishes to see in
his/her class.

« The absence or lack of teaching aidslt is a huge obstacle which impedes
completing the lesson early and then moving to 8&RA practices. Based on the
classroom observation sessions, it has been natie@dViS English teachers do
not use teaching aids which help considerably &acheng and learning on the one
side and gaining time and efforts on the other,diae example, in “I listen and
do” with MS4 class, the teacher relied on the tistg script guide instead of the
audio-tape while pupils were required to complettehing tasks. In “I pronounce”
with MS3 class, the teacher highlighted the tagminds on the board and then
pronounced them to learners without using any nateuch as audio recording to
help them decode the new sounds easily. Also, vegard to “I practice”, with
MS2 and MS4 classes, the observed teachers usedsively the board in
“presentation” phase when introducing the targeglege structures and in ‘I
practice” stage when assigning learners tasks taptzie. Flash cards were used
by one teacher only in “I read and do” session Wit4 class in “pre-reading”
phase to present the topic of the text. In “I letrnntegrate”, and “I think and

write” with MS2 and MS4 classes, teachers did mopley any material to help
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learners understand well the writing topic. Hertogge amount of time has been
wasted in the transmission of the lesson “the ptesien phase”. It is not to blame
teachers for not using teaching materials sincetite responsibility of the school
to afford them especially the useful ones suchhasdata-show, tape recording,

and speakers.

3.4. Teachers’ Interview Analysis

An interview has been used as the third reseasthument. It was conducted with
three (3) MS teachers at the level of two schoblMascara city. Conducting teachers’
interview with MS teachers was for the purpose akihg in-depth and thorough
understanding of the problems that prevent Enghkstthers from the implementation of
SA and PA. Most important, the interview tendedel@it key suggestions from the
respondents about what can be done to apply tlssssment procedures which form one
of the key parts in EFL textbooks. It includes tsextions (see appendix 3) which will be
tackled in the next sections.
3.4.1. Section One

The first section tends to collect some informatadout the interviewees as far as
their teaching experience and awareness of thgratien of SPA into EFL textbooks. It
also sheds light on learner-autonomy and co-operéarning.

Question One: How long have you been teaching Engfti in MS?

Participants Participant 1 Participant 2 Participant 3
Teaching experience | 10 years (full time) 12 years (full time), 24 yeédl time)
Status Principal teacher Principal teacher Teacher trainer|

Table 3.1 Interviewees’ Teaching Experience
The interview participants’ status is differentrfrmne teacher to another according

to the number of years they have been teachinge firt and second participants are
principal teachers who have ten and twelve yeatsaghing in MS whereas the third one
is a teacher trainer who has been teaching in M34gears

Question Two: Have you noticed anything new aboutssessment in the new EFL
textbooks?

As far as this question is concerned, participantehtioned “Now | can” section
which lies at the end of each sequence of EFL t@itb. Further, this interviewee assured
that this section is tightly linked to SA sincenvolves the pupils in checking whether they
have met the objectives of each sequence or nat'. garticipant 2, what has been

noticeable was SA in “I check my answers” and PAliwork with my partner and we
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correct our answers” since they are incorporatéd all learning sequences in MS2T,
MS3T, and MSA4T. For participant 3, SPA integratioto thetextbooks was obvious.

Question Three: Are your pupils autonomous?

The interviewees’ responses to this question fotrghd knit in that they all affirm
that their pupils are not autonomous. Added to, ttiay indicated that the majority of
them are

* Lazy and dependent expecting everything from thelter.

* They neither prepare lessons in advance nor dorttade research.

* They are passive.
Question Four: Do you encourage co-operative learng throughout pair/group
work?

As far as this question is concerned, the intergesvsaid that they sometimes ask
their pupils to work in pairs or groups for threasons. For participant 1, this is bound to
time. For participant 2, this can be due to tasicdity. For participant 3, this arrives at
the type of task which requires two or more leasrerwork together like in dialogues
3.4.2. Section Two

This section delves into MS English teachers’ isdn to SA and PA with regard
to language skills.

Question Five: Do you enhance self-assessment stéining and reading?

Although the three participants acknowledge theaathges of SA in assuring
learner-autonomy and checking one’s strengths agakmesses in listening and reading,
they said that they do not ask their pupils to-asHfess their language skills. In this regard,
participant 1 and participant 2 said this is beeaafspupils’ ignorance to listening/reading
strategies. For participant 3, this is relatedni® ¢omplexity of these skills integrated into

EFL textbooks which do not tailor the majority afgls’ ability-level.
Question Six: Do you ask your pupils to assess thevriting skill?

With regard to the interviewees’ responses to gluisstion, they all confessed that
they do not engage their pupils in assessing Wgiing skill because of some key reasons.
Participant 1 relates this to the difficulty of tumg skill at the level of MS in that pupils

are required to write lengthy texts using varicusguage structures and lexis. On the other
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hand, participant 2 attributes this to the lackimie. However, participant 3 said that SA is
hard to be applied in MS low-ability classes.
Question Seven: Do you involve your pupils in compting “Now | can” section?

As far as this question is concerned, the partidgpaaid that they do not ask their
pupils to do it individually. Alternatively, theplan tasks for them in tutorial sessions to
see who could attain the learning objectives ohessquence and those who could not.
Based on this method, they plan for re-enforcenaetivities to the advanced pupils and
remediation for the struggling ones.

Question Eight: Do you ask your pupils to assesseir peers’ reading and writing
skills?

Despite the fact that the participants recognizé the benefits of PA in raising
learners’ co-operation and providing peer-feedbadakeading and writing, they have put it
clear that they do not ask their pupils to peeesssFor participant 1 and participant 2,
this is due to the complexity of these two skillsdomparison to the low-level of MS
pupils. For participant 2, this is because of thicdlty of reading texts and writing tasks
included in EFL textbooks.

3.4.3. Section Three

This part of the interview aims at eliciting anssv&om the interviewees about the
major barriers that hinder their inclusion to SAdaRA in their MS classes. Also, it
comprises some of English teachers’ suggestiorfarags the implementations of these
assessment procedures are concerned.

Question Nine: What are the obstacles which hindeyour implementation to self and
peer-assessment in your classes?

In relation to this question, participant 1 compé&d from the heavy syllabi which
are flooded with learning objectives in grammar gmdnunciation notably. This really
would not leave time to enhance SPA implementatmthe other side, participant 2 felt
frustrated from summative-assessment in the sdreeitt makes both the teacher and
learner work to the test. However participant 3 Wwathered with the large classes.
Question Ten: Do you have any suggestions to enhanself and peer-assessment in
MS classroom?

To enhance SA and PA in MS classroom, particijgmtoposes syllabi reforms as
soon as possible seeing that this is one way teelsame space in their schedule for
alternatives in assessment procedures. Particjadvises for stake-holders’ collaboration

(teachers, Inspectors, school principals, and psrdo instill an assessment culture in
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MSE based on formative assessment which suppdedofig learning throughout
developing learners’ competencies and skills. Hare participant 3 recommends
reducing class size of MS classroom as a way tointsim from individual learner
differences which may help considerably in inteiggaSPA in the classroom.

3.4.4. Discussion and Interpretation

Data analysis of MS English teachers’ interviewvghidhat the three interviewees
recognize the incorporation of SA and PA into EEktbooks. In addition, they are aware
of the importance of these assessment procedurbslping their pupils to check their
progress, to be autonomous, to co-operate anddedgedback to one another. However,
they do not promote the aforementioned assessmetitods in their classes due to a

multitude of reasons. Following are the principaés
» Teaching Dependent/less-able Learners

Teaching dependent/less-able learners is one othtiray issues that prevent
MS English teachers from the implementation of SPRe interviewees affirmed this
when they said that the majority of their pupils dot take part in their learning
process. For example they do not prepare lessonesgarch, and even worse home-
works. So, how can they self/peer-assess? Involiisgype of pupils in assessment is
time-consuming bearing in mind that teachers dohaee enough time because of the
heavy syllabus they must cover completely by the @frthe academic year. This point

will be discussed later in this section.

» Language Skills Complexity

The difficulty of language skills at the level of & forms another barrier to
MS English teachers which does not help them irarcimg SPA in their classes. As
mentioned by the interviewees, most of listeningading, and writing objectives
designed for MS pupils exceed their average adiwgl in general. In this case, it is
quite hard to ask the pupil to self or peer-asssbiie s/he grapples with the

complexity of the content.
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e« The Heavy MS Syllabi

As participant 1 claimed, the weighty syllabi desid for MSE is a heavy burden
on teachers’ shoulder which hinders their impleragom to SPA. One glance at the four
MS levels’ programs is enough to confirm that tleeg replete with numerous learning
objectives particularly in grammar and pronunciatidhis is truly exhaustive and de-
motivating preventing teachers from integrating remsessment methods in the classroom
which help considerably in promoting life-long Iesrg. Accordingly, only summative-
assessment is promoted on the basis of measurpilg’'mttainment to learning objectives.
This point will be developed next.

e Summative-assessment

Summative-assessment exerts big influence on tesicimegligence to SPA
implementation in MS as mentioned by one of therinewees. One of its main drawbacks
is teaching and learning to the test which the atlo sector witnessed for so long. On
one hand, teachers are still striving to transmiividedge to learners and then assessing
them on the basis of meeting learning objectivasti other hand, learners are passive,
learning only to attend to test requirements. Bseaof summative-assessment, English
teachers are perhaps not ready yet for changeuglththe new reforms (2016) stress on
SPA integration into the learning process throughonoorporating these assessments in
EFL textbooks throughout tasks and checklists. ENeteachers take the initiative to
embed SPA in their classes, this would not be éaspupils for being acquainted with

tests only.

 MS Large Classes

Without any scant doubt, large class size affeoth beaching and learning process.
Thus, boosting the implementation of SPA in suas®és is a tough task. It is truism that
the huge number of pupils forms the mixed-abilitgse which comprises a range of
learners’ abilities, learning styles, personalitiaitude and motivation, etc. In this very
sense, teachers may not find it conducive to apfiigr forms of assessment believing that

this would not work in the crowded environment.

When asked to suggest some recommendations to @nls&A in MS classroom,

the interviewees stressed on the following
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e Making reforms as far as syllabi are concerned@albg for MS2, MS3, and MS4
levels. The change must touch primarily grammar@odunciation sections.

» Stake-holders collaboration for establishing assess culture in MS that supports
life-long learning and promotes pupils’ co-operatinstead of competition.

* Reducing MS class size for the pivotal role thaisstfoom environment plays in

ensuring better learning opportunities.
3.5. Discussion of the Main Results

At its fulcrum, this research lends its self to lexp the major obstacles that
militate against MS English teachers’ promotiorS®A which are immensely embedded
into EFL textbooks. Data derived from the threesa@sh instruments namely: Teachers’
questionnaire, classroom observation, and teacheesview back one another in that they
all prove that the hindrances that prevent Endbsithers from the implementation of SPA
are tightly interwoven with the classroom enviromtesummative-assessment, and the
heavy MS syllabi. Hence, for enhancing the intagrabf the aforementioned assessment

methods at the level of MS, teachers’ problems rbestiddressed.

The results obtained from the data collection w@shconfirmed the research
hypotheses. For the first hypothesis which stdtesd MS English teachers do not promote
SA and PA integrated into EFL textbooks, this wamindd true throughout the
questionnaire, classroom observation, and intervieespite the fact that teachers are
aware of the advantages of self-assessment ina®ugllearner-autonomy and ensuring
effective learning, as mentioned in the intervigivey do not involve their pupils in
implementing this assessment procedure. This istdusme intricate obstacles which
were discovered from the different research insawnist These hindrances will be tackled

later.

As far as the second hypothesis is concerned wdhaims that English teachers do
not support peer-assessment incorporated into Erlbdoks, this was clearly proved by
the different research tools. A great number ottieas do not make an attempt to embed
peer-assessment into learning although they athaitthis assessment procedure raises co-
operation and feedback among learners. This isdilsoto a set of complicated problems

that MS teachers confront daily in their classes.
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With regard to the third hypothesis which postdateat the obstacles that preclude
teachers’ integration to SPA into their classesratated to classroom environment, MS
syllabi and summative assessment, the researclisreguch have been obtained from the
three research instruments affirmed it stronglytiwegard to classroom environment, this
investigation throughout classroom observationrimsent principally revealed that MS
English teachers exercise their profession in tatlghsroom conditions. They teach large
classes which comprise a wide range of abilitiegtivation, learning styles, and
personalities, etc. What aggravates more the gtua that those classes contain in their
bulk less-able and de-motivated learners. It i® al®rthy to mention, based on some
observed sessions, that such classes cause classramagement problems which are not
easy to cope with. Some pupils impede the smoattl @f the lesson pushing the teachers
to address the misbehavior. So, reducing class ®sz®bligatory to get positive
teaching/learning environment in general and enh&@fA implementation in particular.
As far as MS syllabi are concerned, teachers v destionnaire and interview
complained so much from them. They considered Mf§nams one of the major barriers
which preclude their integration to SPA becausethdfir length in terms of learning
objectives and complexity which exceeds the le¥eghe majority of pupils. In this very
sense, MS English teachers are always in pressureugh with time to complete the set
of objectives finding themselves teaching to thst teutside their choice. Thus, to boost
SPA in MS classroom, decrease in MS syllabi obyjestiespecially the linguistic ones is
necessary. This was clearly uttered by one of riterviewees when she was asked about
the solution towards promoting SPA. In relationstonmative-assessment, the research
participants through the questionnaire and intervi®ted that it is a big problem which
impedes their integration to SPA in their classasesthe Algerian school still emphasizes
on tests notably despite the fact that the newmecaccentuate on the promotion of SPA.
When one of the interviewees was asked about tlii@oto this problem, he said that it
is the high time for the Algerian school to chanigeold look to assessment throughout
increasing SPA value and giving chance to thesesasgents to take place in the MS

classroom to promote learner-autonomy and coojperati
3.6. Research Limitations

This research was not devoid of limitations whickgtm influence the findings.
Actually, two main limitations have been confrontethien conducting this case study
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research. Concerning the first limitation, it igeiiinked with generalization in that the
results cannot be generalized on the whole populati different schools because of the
number of participants on the one side and thetitwmtaf the school on the other side.
Forty-four teachers who were involved in respondiogthe questionnaire and three
teachers who participated in classroom observadio interview would not suffice in
comparison to the overall number of MS teachers t#long to the Algerian MS public
sector. Also, teachers who teach in big urban<itiay have different responses about the
guestionnaire and interview questions in comparisih those who teach in small towns
like Mascara, where the research took place, aral places. Besides, teachers may not
face the same classroom problems in different dshtfroughout doing classroom
observation. Hence, for reliability purposes, ferthesearch is recommended with as many
participants and schools from different places @ssipble. The second limitation is related
to time as far as teachers’ interview is concertited.worthy to mention that interviewing
teachers in no more than10 minutes did not allawrfore discussion with the respondents
to have thorough and further explanations. Theegfar was barely enough to elicit
answers to the key questions. The problem is #eathers did not have adequate time for
the interview for work requirements. Due to timmitations, it would be advisable to
conduct further research with more participanta igood proportion of time on the same
research problem or delving deeply with it fromf@iént sides. For example, additional
research can be conducted on the implementatid®P#f in the MS classroom without
reference to EFL textbooks. Also, research candre dvith respect to each problem in
isolation from the others like dealing solely witrge classes, MS syllabi or summative

assessment impact on SPA implementation.
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3.7. Conclusion

In its very essence, this chapter presented thetigah side of this research
throughout analyzing, discussing, and interpretivegresults which were derived from the
three research instruments namely teachers’ questie, interview, and classroom
observation. The research findings revealed traetkxists a myriad of hindrances which
hinder MS English teachers’ integration to SA adwhich are abundantly incorporated
into EFL textbooks. The prime ones are interwovéh Varge class size, the heavy syllabi,
and summative-assessment. Therefore, teachers’nesinant to the aforementioned
alternatives in assessment is determined by regudass size and syllabi objectives in
addition extending assessment practices outsids teshelp MS English teachers to

promote an assessment culture in MSE.

98



Chapter Four

Promoting SPA at MS
Level: Recommendations
and Suggestions



Chapter Four: Promoting SPA at MS Level: Recommendaons and Suggestions
4.1Introduction

4.2 Suggestions for the Ministry of Education

4.2.1 Promoting SPA through Teacher Training Courses
4.2.2 Improving Teachers’ work Conditions

4.2.3 Reducing Class Size

4.2.4 Diminishing Teachers’ workload

4.2.5 Adapting MS curriculum

4.3Recommendations for MS English Teachers

4.3.1 Teacher Motivation

4.3.2 The Necessity for Change

4.3.3 Familiarizing Learners to SPA

4.3.4 Raising Learners’ awareness to SPA Importance
4.3.5 Enhancing SPA through Extensive Practice

4.3.6 Promoting SA through Meta-cognition

4.3.7 Promoting PA through Co-operative Learning

4.4 Conclusion



Chapter Four Promoting SPA at MS Level: Recommenations and Suggestions

4.1 Introduction
The findings of this case study research showedhtra’ negligence to the
implementation of SPA at MS level due to some reaselated mainly to large class size,
summative assessment, and the heavy syllabi. Bas¢de research results, this chapter
provides some suggestions and recommendations Her sake of promoting the
implementation of SPA at the MS level.
4.2 Suggestions for the Ministry of Education
The Ministry of Education can promote the implenagioh of SPA in the MS
classroom throughout programming intensive trainiegurses for teachers,
ameliorating the teachers’ teaching conditionsdasihe school, and lightening MS
syllabi. The following sections deal with all theseggestions.
4.2.1 Promoting SPA through Teacher Training Coursg
“The goal of education is understanding, the gdatraining is performance.”
(Frank Bell). Training is extremely required foretldevelopment of teachers in their
profession in general and supporting the implentemteof SPA practices in particular.
Teachers need both pre-service and in-serviceinito be able to enhance the use of
SPA from the part of their learners. As far as ggevice training, it is concerned with
novice teachers who have been recruited recentlgaohing. Those new teachers cannot
implement SPA without having instructions on howhandle these assessments. It is
worth to mention in here that teachers, who haenbecruited in 2016, the same year of
releasing the new textbooks, have not receiveditrgion SPA implementation in Mascara
notably. What aggravates the problem more is tigigence of SPA in in-service training
programs as the results of this study have displajét receiving in-service training
courses on the implementation of SPA justifies heex’ ignorance to the procedures use.
Thus, the ministry of education should make a ingirprogram for teachers during the
upcoming years. Such training familiarize teacherthe procedures and equip them with
the necessary skills needed to incorporate SPAair tlasses. Succinctly, training is the
gateway towards the integration of SPA and withbtitese new assessments would never

see the light in MS classroom.
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4.2.2 Improving Teachers’ work Conditions

Work conditions exert big influence on teachingthat suitable work conditions
lead to effective teaching while the opposite resulnefficient teaching. Drawn upon the
results of the present research, it seems that hfidh teachers are floundering in the
incubator of a bunch of miserable work conditionfichi prevent them from the
implementation of SPA in their classes such aslatgsses, huge work download, and the
heavy syllabi. The upcoming sections contain someskiggestions which may ameliorate
teachers’ teaching conditions aiming at enhanchey ilmplementation of SPA in their
classes.
4.2.3 Reducing Class Size

The research findings have showed that the majofitgachers do not implement
SPA in their classes due to the large class prablEne large class makes teachers
perplexed and unable to think about anything ostsmtesenting the lesson which
sometimes may go without completion. When it cote$SPA implementation in such
classes, teachers skip the procedures thinkingtiiegt would not work with their large
classes. Since MS English teachers are asked maopedSPA and due to the essential role
of SPA in learning (as stated in the curriculum),isi advisable for the ministry of
education to look for solutions to this problemetasure the effective implementation of
SPA. Teaching through groups can reduce the ldegs size. In fact, this way of learning
was proposed by the ministry of education in 202®e applied in schools as a way of

prevention from (Covid19) disease. The followinbléaillustrates the first way of learning

by groups

Sunday Monday Tuesday Wednesday Thursday
Gl G2 Gl G2 Gl
G2 Gl G2 Gl G2

Table 4.1. Learning by groups (1)

As the table above shows, each MS class is to\ndedi into two groups. So, after
the division, a class which contains forty puptdits into 20 pupils in each group. Each
group learns every day but either in the morninghndhe afternoon. This way of grouping
provides positive teaching environment in whiclcteas can have time to apply SPA.

There exists another way of learning by groupthadable below sketches out
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Sunday Monday Tuesday Wednesday Thursday
G1 G2 Gl G2 Gl
G1 G2 Gl G2 Gl

Table 4.2. Learning by groups (2)

The table above clearly displays how the second afdgarning by groups works.
Each group is supposed to learn for the whole ddayday by day with the other group.
This way also can prove its effectiveness in dessnggfrom the class large size.

Learning by groups as a solution found by theistiy of education for disease
prevention purposes proved to be also benefiomh fthe pedagogical side. Learning by
groups can contribute to reduce the large class wizich has ample benefits for both
teachers and learners. Indeed, teaching a sma#i elases teachers’ tensions and pressure
and makes them work comfortably. As a result, ipsichem to be productive, skilful, and
motivated in their profession. In this very senseachers may not resist to the
implementation of SPA but they can do their beshtegrate these procedures as much as
possible in their classes. In the small class,he@cfind extra time to show their pupils
how to apply SPA and work in pairs and groupsthis regard, learners become adept to
SPA.

Due to the big contribution of the small classesiz honing teaching practices in
general and enhancing SPA implementation in pdaticthe ministry of education should
maintain working by groups at MS level.

4.2.4 Diminishing Teachers’ workload

The English teachers’ heavy workload is consideoelde one of the prime hurdles
which hinder the implementation of SPA in MS claBsis is true since the majority of MS
English teachers teach at least six classes inoRBBshor more per a week starting from
8:00 o’clock till 5:00. The heavy schedule exhausdtsskills, and de-motivates teachers
even though they teach small classes. As a reakely, would not have enough energy to
integrate new classroom practices such as SPAhisqbint, English teachers’ workload
needs to be considered by the ministry of educatwoughout, for example, recruiting
more English teachers in MS sector especially ifkvy by groups is kept as a resort to
reducing class size or reducing from the numbeErajlish sessions devoted to each level
(MS1, MS2, MS3, and MS4).
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4.2.5 Adapting MS Curriculum

Although MS curriculum includes recent facets odiete in many areas of teaching
and learning, it is not devoid of some limitatioss far as the content of the syllabi is
concerned particularly. Many teachers complain ftbm lengthy programs as mentioned
in the interview and questionnaire in that theyeharcan cover all the objectives by the
end of the academic year. In other words, Englkstthers are restricted to teaching the
program which makes the integration of SPA quitpassible. It is apparent from the first
glance at MSEC (2016) that the syllabi are flood&ith learning objectives for the three
key stages (KS1, KS2, and KS3). This wide rangdeafning objectives hinders the
teaching/learning process in general and SPA im@htation in particular. This leads
teachers to teach to the test and learners to Isaperficially through memorization
instead of skills performance. To this view, Mcdg@003)

Most standards-based curricula are rigoroosrses of study that,
in most instances, specify achievement of many notjectives
than can be taught to an appropriate depth. Tkiglteein teachers
spendingtheir days reviewing material that students have yeb
fully mastered whilesimultaneously being pressured to move on to
other objectives. Many students amot even ready for the
mandated grade-level curriculum when they entecli®sroomso
instructional time has to be stretched like a rulif@nd to teach all

studentsso that they can be successful on the high-staises t

(McLeod, 2003).

McLeod (2003) makes it clear that the enormous rermob objectives hampers the
teaching/learning process. In this thread of tihuiggachers are in haste to end the endless
syllabus which requires great proportions of timebe completed throughout moving to
new objectives without learners’ full mastery oé threceded ones. So, learners move on
from one grade to another without thoroughly megthre previous program objectives. In
fact, this way contradicts Mastery Learning propgbbg Bloom and indicates that MSEC
should be adapted as soon as possible to shodédarttthy syllabi.

In wide brief, to encourage SPA in MSE, the culddou should be adapted to
ensure that it accompanies the changes which tdutieewhole world education system.

The key change should touch the syllabi in termdeaireasing the number of objectives in
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that many learning objectives, communicative anduistic notably need to be omitted for

all KSs. Although some learning objectives havenbemitted in the academic year 2020-

2021, it is not enough since the syllabi remaineavly. Thus, a set of objectives are to be

also removed to leave the space to SPA implementatihe following are propositions as

far as the adaptation of MS syllabi for each level.

* Adapting MS1 Syllabus

communicative Pronunciation Grammar
objectives
Sequence 1:Me e ei-al  The auxiliary to be
and my friends (the present simple
tense with the threge
forms)
Sequence 2: Me » Expressing o [0/ /0/ » Possessive adjectives
and my family likes * Wh question
“Where”
» the demonstrative
this
Sequence 3: Me e Leisure e /o/ * Prepositions of place
and my daily activities
activities « Naming pets

Sequence 4: Me
and my school

ask and answer
questions about
locations

Sequence 5:
Me, my
country and
the world

Ask and answer
questions about
monuments

10/ 10/ are not to be
integrated.

Adjectives of nationalities
Possessive adjectives

Table 4.3. MS1 suggested removed lessons

The omission of the lessons mentioned above indile is based on some serious

reasons. For the first sequence, in the pronuoaatection, the diphthongs /ei/ and /ai/ are

to be omitted since they surmount the level of MBpils (beginners). For grammar, the

present simple with the three forms is not suitdblbe learned at this level. It is better if

only the first person singular is included sincestBequence revolves basically on

introducing one’s self. For the second sequen@&ctimmunicative objective “expressing

likes” is to be left out as it surpasses the linmfsthe sequence which tackles “family”

topic. The same problem learners may face whergleiposedt/ /d/ sounds for the fact

that they are not supposed to learn the two soargkcitly even though they encounter
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plenty of lexical items which embed the two soun@mncerning grammar of this
sequence, it is pretty daunting for MS1 pupils whinay lead to learners’ hatred to this
linguistic skill. Possessive adjectives, in thisqeence and the fifth one, and the
demonstrative “this”, too, cannot go in parallelttwthis grade. For the “wh” question
“where”, it is embedded in sequence five, so ihas to be placed in here. As far as the
third sequence is concerned, the communicativecbbgs “leisure activities and naming
pets” are to be removed since the first objectsr@at necessary for the pupils to master
meanwhile only daily and weekend activities areugio In the fourth sequence, asking
and answering questions about location is needies= it is integrated in the fifth
sequence. The latter is also a position to modiéioa in that tackling monuments is to be
omitted in addition to adjectives of nationalities.

To conclude, omitting this range of objectives tesin having a short syllabus
which permits the implementation of SPA in MS ctassn.

* Adapting MS2 Syllabus

Communicative Pronunciation Grammar
objectives
Sequence 1: Me, e Pronunciation of “s’| eLocation markers
my friends and endings (as a review) (prepositions as a review)
my family « Silent letter “h” “d”
Sequence 2: Me e Clear and dark “I” e Cardinal and ordinal
and my shopping « Pronounced/silent /r/ numbers
» The imperative
Sequence 3: Me * Pronunciation of should
and my health * Pronunciation of
shouldn’t
« Pronunciation of]/ /tJ/
Sequence 4: Me |+ Narrating a * Be going to for future
and my travels trip/journey activities with the three
» Describing forms.
environmental * Past simple with the three
sites forms (regular and

irregular verbs)

» Demonstratives: this/these
that/those

* Word formation with
‘tion’

* Adjectives ending with
g

Table 4.4 MS2 suggested removed lessons
Drawn upon the table above, a set of learning ¢les are to be tossed out from
MS2. For the first sequence of the syllabus, trenpnciation of /s/ /z/ liz/ and /h/ /d/
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sounds are to be left out (they are tackled in M&d MS4 level). For grammar, it is

needless to embed location markers (seen in M&l)lelvor the second sequence, clear

and dark /I/ and /r/ sounds are beyond the lev&li$2 pupils. For grammar, the omission

of cardinal and ordinal numbers in addition to ihgerative is necessary (they are

integrated in MS1 and MS3 levels). Concerning thiedtsequence, the soundstf/ are

preferably to be omitted. For sequence four, mbgsaontent must be deleted especially

what is related to communicative objectives (namgaa trip and describing environmental

sites) in addition to grammar (be going to, thetpsisple, word formation, and

demonstratives) since they are not suitable for [&dls’ level on one side and due to the

heavy syllabus in grammar and pronunciation sestratably.

Adapting MS3 Syllabus

Communicative objectives

Pronunciation

Grammar

Sequence 1: Pronunciation of *“s’l Formation of adjectives
Me, my endings

abilities, my

interests, and

my

personality

Sequence 2: |Narrating past eventsSilent letters “w” and “t” | The past simple with a
Me and my |experiences, and childhopd Adverbs of frequency
lifestyles memories Made in /made of
Sequence 3: Past simple with

Me and the simultaneous actions
scientific The connector while
world Spelling rule: V-ing
Sequence Comparing and evaluating The comparatives of
4:Me and my superiority

environment

Discourse connectors
(as, because, so,

therefore)

Table 4.5. MS3 suggested removed essons

With regard to MS3 syllabus, it is not an exceptionthat it is flooded with

learning objectives particularly in grammar andmunaciation. For the first sequence, it is

rather better to omit /s/ endings in pronunciatemd adjective formation in grammar. In

sequence two, the communicative objectives (nagapast experiences and childhood

memories) are needless to be covered. For prortigrcisilent /w/ /t/ are to be omitted

(they are included in MS4). For grammar, “ago, aldseof frequency, and made in/made
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of) are not necessary to be tackled (additional).tke third sequence, most of its grammar

such as past simple with simultaneous actionsctimmector while, and v-ing, are to be

omitted in that it is too much for learners to grashe fourth sequence also needs to be

tailored to the level of learners. For example, panng and evaluating are skills that

transcend the MS3 pupil level. Also, the compaestivof superiority and discourse

connectors are not likely to be integrated in tiel.

* Adapting MS4 Syllabus

experiences

Learning Objectives Pronunciation = Grammar
Sequence 1: | Locating landmarks on a map Qualifiers
Me, Cause(because, as, since
universal Effect (therefore, so, as a
landmarks, result
outstanding
figures in
history,
literature and
arts
Sequence 2: | Expressing similarities and Comparison and contrast
Me, my differences markers (like, unlike,
personality, whereas)
and life Prefixing adjectives

(negative meaning:
dis/un/in/im/il/ir)
Suffixes (ful/less)

Sequence 3: | Defend opinion Conditional type one
Me, my ing form after the verbs
community enjoy, prefer, love/hate
and like/ dislike

citizenship

Table 4.6 MS4 suggested removed lessons

For MS4 level, the syllabus should be shortenethash as possible, in grammar

notably since communicative skills should be emjzeasas MSEC clarifies

At the end of MS4, the learner will be able to rat#, interpret,

and produce simple oral and written messages/téxtgscriptive,

narrative, prescriptive, and argumentative typesngi written,

visual, or oral supports, in meaningful situatiahsommunication

related to his environment and interests.
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As it is mentioned in MSEC (2016), the learner &Mevel needs language skills’
development, in speaking and writing, in order tanmunicate effectively. In fact, the
several grammar items of this sequence deskill thatheacher and pupil. To this view, the
teacher is confined with teaching a syllabus wlacbentuates mostly on grammar. In this
sense s/he becomes de-motivated and dull unaleteetaise the profession as it should be
done. In other words, the English teacher’s tagk develop his pupils’ language skills in
which grammar should be taught implicitly and egglly only when it is necessary. Most
important, the numerous grammar lessons leavenm® tib other classroom practices such
as SPA. Hence, reducing the amount of grammar M4 level is required since it saves
time for the implementation of SPA which is hugefyphasized in the MSEC.

In wide brief, dire heed should be paid to the &alagn of the curriculum by the
ministry of education. MS syllabi should be shoe@respecially what is related with the
linguistic knowledge to leave some time to SPA iempéntation
4.3 Recommendations for MS English Teachers

MS English teachers cannot implement SPA in thémsses if they are not
motivated and convinced of the necessity of equigpineir learners with these new forms
of assessment. So, the upcoming sections deat&atiher motivation and the necessity of
change then the steps that should be followed donpte SPA implementation in their
classes such as: Familiarizing learners to these assessments, encouraging extensive
practice, co-operative learning, and reflectivakimg.

4.3.1 Teacher Motivation

Teacher motivation stands behind successful tegchimich generates effective
learning outcomes. Without teacher enthusiasmz,bénhd volition, new teaching and
learning practices cannot exist in the classroonthis breath, the implementation of SPA
requires motivated, intrepid, and strong heartedhers who are capable to try, challenge,
and surpass any difficulty to arrive at achievimgifive outcomes from these assessments.
Teachers can stem their motivation from self-cariick and the strong belief in their
potentials that they would succeed in integratifASn their classes. Also, they can be
motivated through bearing in mind that their leasn@ould benefit considerably from the
assessments during their life long-run.

4.3.2 The Necessity for Change
Many teachers, the old ones in the profession hgtabay resist to change
seeing the integration of SPA futile since they éhdneen accustomed to teaching

without such procedures for so many years. Hends,time to change their mindset
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and be convinced of the urgent necessity of integyéSPA into their classes to go in
parallel with the demands of the2icentury school. They should bear in mind that
their learners can accrue a wide range of advastafjeghe new assessments which
equip them with the required skills for the contemgvy world challenges.

4.3.3 Familiarizing Learners to SPA

It is a pre-cursor to familiarize learners to SRAhe very beginning of the school
year by their English teachers. Devoting a fewisessfor introducing and explaining the
way SPA work to learners is recommended. In thissseteachers should present the
whole range of SA and PA tasks integrated intaeébooks to their learners.

To familiarize learners to SA, teachers need toastieeir learners the location of
SA tasks found in the textbooks referred to ash#&ak my answers”. Learners need to
understand that the goal behind this task is talclehether the strategies they used in
doing a task are effective or not. In case thegseded in the task, this means they should
keep using them otherwise, they should use othérs way would encourage meta-
cognition and self-directed learning. In additi@nintroducing SA tasks, teachers should
show their learners SA checklist which is foundtbg end of each sequence. Learners
have to perform the checklist in an objective maninesee whether they could attain the
sequence objectives or not. In case, they couldmmexdt the objectives, they should be
encouraged to ask their more-able peers in helpinggn through sharing them the
strategies that worked with them t arrive at attagrihe sequence goals.

As far as familiarizing learners to PA, Englishdiears should highlight the tasks
that embed the procedure in the textbooks to thgiils. Learners need to figure out that
“l work with my partner, we check each other's asswand correct one another” is
referred to as PA. Figuring out the objective abttask makes the learner knows that
his/her responsibility in pair or group work is niited only to sharing views and
answers but more important assessing his/her &astk and providing remedies to
overcome the lacunas.

4.3.4 Raising Learners’ awareness to SPA Importance

MS learners may ignore the significance of SPAtfair learning since the only
assessment method they are accustomed to isTkstprevalence of tests in the Algerian
educational system inculcated in the pupils’ mimgdsng attitudes about assessment. They
think that assessment is only summative entailisgrdte memorization to language and at
the end of it they get grades. In this respeeagchers should adjust their pupils’ views

towards assessment as a whole and SPA in partiddahis end, English teachers’ task is
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to highlight the importance of SPA to their leaserPupils need to know that they are
learning in the learner-centered classroom whidfuires the implementation of new
modes of assessment. These assessments aim anhgehifie-long learning that emanates
from the effective acquisition to cognitive and isbskills. The latter lie at the heart of
SPA since SA promotes cognitive and meta-cognisikils and PA seeks socialization.
Ultimately, pupils can figure out that the advamts@f SPA outnumber and outperform
tests in that the former result in autonomy, sekated and life-long learning while the
latter is mechanical, judgmental, and a short-tgoal resulting only in moving on from

one grade to the next.

Briefly, elucidating the benefits of SPA to MS Iears encourages them to
implement the procedures on one side and changésnmindset towards assessment on
the other side in that they finally can understtrat they can take part in the assessment
process.

4.3.5 Enhancing SPA through Extensive Practice

“Practice makes perfect.” Extensive use is onéhefgrime conditions that ensure
the enhancement of SPA in MS classroom. Decisivehglish teachers need to promote
learners’ assessment to their work and their péersvery session whether it is
communicative (listening, speaking, reading, andting) or linguistic (grammar and
pronunciation). Tutorial sessions help considerablysing SPA in that teachers can have
enough time to engage their pupils in performing @ssessments. Teachers, also, need to
encourage their pupils to practice SPA outside aclutnen being engaged in doing any
language task. By time, learners get acquaintatidéanew assessments and they can do
them very frequently.

4.3.6. Promoting SA through Meta-cognition

Meta-cognition “thinking about thinking” is a funai@ntal factor of developing SA
culture and the latter is considered to be an pafisable part of it. Meta-cognition is the
learners’ awareness of how his/her learning is ggeim that he/she can set goals, develop
learning strategies, control, and evaluate hislbarning. To this view, the ability to
evaluate one’s own learning permits for taking @actsteps towards establishing learning
objectives to attain what he/she missed beforeo Alse learner can adopt new effective
learning techniques to reach those goals, and afkly he/she can gain control over
his/her learning. Since meta-cognition is one efkky pillars of SA implementation, MS
English teachers should endorse this skill intartpapils’ learning to be able to exercise

SA profoundly and efficiently.
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4.3.7. Promoting PA through Co-operative Learning

Co-operative learning is one of the salient prasisites for successful
implementation of PA. Co-operative learning takesnty two different forms: pair/group
work that can be homogeneous /heterogeneous.

Encouraging learners to work in pairs as well asupgs is a significant useful
method which engages learners in doing PA. Acqgitire habit of working together with
peers facilitates PA process for learners in thay tcan do it without being asked from
their teachers’ part to do it. Also, constant gaolp work helps learners to find more
about their peers’ strengths and weaknesses. Boettient, learners can enhance each
others’ skills and provide remedies for their lagsin

Besides, pairs and groups can be based either orodemeous grouping or
heterogeneous grouping. The former refers to setpttarners of the same ability level
(high/at middle/low) to work together whereas th#dr entails the selection of mixed-
ability level learners to work together. In botlpé&g of grouping, learners can benefit from
pair/group work as far as the application of PA. @ side, homogeneous groups which
are composed of learners of almost identical legricapacities may not feel embarrassed
when their peers find out their points of weaknes#dso, they may welcome their peers’
constructive criticism and suggestions to imprda.the other side, heterogeneous groups
offer learners of different ability levels the clearto benefit from one another to the zenith
especially the less-able pupils. Hence, more-aamkrs can find out their peers’ mistakes
and provide feedback when necessary. Even moress’ pésedback can be more
comprehensive and adequate in comparison to th&uhers since learners have different
mechanisms of transferring and simplifying knowledg each other.

Briefly, MS English teachers are called to invotheir learners in pair/ group

work constantly in order to promote the implementabf PA.
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4.4 Conclusion

The chapter sought offering some recommendationthéosake of the integration
of SPA found in the textbooks in MS classroom.alied for the urgent interference of the
ministry of education in the promotion of these nassessments proposed in the
curriculum to see them realized in the pupils’ téag. This can be achieved through
taking some courageous actions and decisions asadaprogramming training and
improving teachers’ work conditions. Teachers alan promote SPA in their classes if
they are motivated and adaptable to change. Thesetiteria push English teachers to
familiarize learners to SPA and boost their implatagon to the procedures through

extensive practice, meta-cognition, and co-opegd#@arning.
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General Conclusion

Contrary to “the testing culture” which restrictelssessment in one mere
procedure, the alternative approach to assessmasnvgened a window of opportunity to
the implementation of new assessment procedurgkeirclassroom realizing in that an
assessment culture which is flexible and learneolining. The latter is manifested clearly
through the integration of self and peer-assesssiect these two assessments engage
learners to a high degree in the assessment pro&ssa result, learner-autonomy and
social cooperation can be largely developed andtaiaied during the long run as key
skills learners acquire in the school. Due to thpsamising outcomes, the Algerian
ministry of education felt the dire necessity tbegrate self and peer-assessment in the
Middle school. This can be seen in a plain pictarne middle school textbooks addressed
to all the levels: MS1, MS2, MS3, and MS4 througbks and grids which emphasize on
the compulsory use of these assessments. In fasad a courageous attempt to boost
modern assessments in the Algerian school; meaawhgeems that English teachers face
many barriers which prevent them from implementsalf and peer-assessment in their
classes. Keeping this thought in mind has beempiinge objective behind dealing with this
research topic from the part of the researcheramylarge, the research at hand attempted
to answer the upcoming questions

1. Do middle school English teachers promote self padr-assessment integrated
into the textbooks?
2. What are the major problems which prevent teachnens promoting self and peer-

assessment in their classes?
The following hypotheses have been proposed forafioee-mentioned questions to be
informed or confirmed

1. Middle school English teachers do not promote a&etf peer-assessment which
are integrated into the textbooks.

2. The problems which prevent middle school Engliskchers from promoting
self and peer-assessment in their classes areddlatthe lack of training, the
heavy syllabi, the large classes, the lack of tiamel summative assessment.

To test the hypotheses, a case study researchekasused combining in that three

research methods which are teacher questionnadmetiged interview and classroom
observation to have clear understanding of thearebgproblem from different facets.
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The results plainly showed teachers’ inability ntegrate self and peer-assessment
in their classes due to a set of thorny issuest,Rnglish teachers face the problem of the
lack or the absence of pre-service as well aseiaise training about the integration of
self and peer-assessment in the classroom. Setauhers are frustrated from the heavy
unbearable syllabi which contain endless gramnsmoles they are obliged to cover. Third,
English teachers complained from the large classwhich impedes the use of assessment
procedures. They made it clear when they saidttieat barely can achieve the learning
objective of each lesson in such crowded classrodiosrth, English teachers flounder
with summative assessment which is still the onighly valued type of assessment
procedure exerting in that big influence in theahn general and on the pupils’ learning
in particular.

English teachers’ main problems call for the dieedh to look for solutions to
guarantee the implementation to self and peer-aisse¥ in the classroom. In this regard,
serious consideration to training programs shoeldalzen into action since the majority of
teachers ignore the way self and peer-assessmeuldsbe undertaken. Besides, middle
school syllabi should be refined and modified tlglowiminishing the big number of
grammar objectives which take much time to be agdisimed on the account of self and
peer-assessment use. The integration of thesesasmets requires serious consideration
from the part of the ministry of education via gigidue value to such assessments and
boosting their use in the school. Enhancing suskssnent methods encourages the move

towards an alternative approach to assessment sbmborts cognitive and social skills.
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Appendices

Appendix

Appendix 1
Teachers’ Questionnaire

This questionnaire is a part of study which is terlato assessment in the
middle school. You are kindly requested to fill tims questionnaire since your
contribution would be of paramount importance ts tlesearch. It should be noted
that this questionnaire assures anonymity and denfiality. Thank you so much.

1. Youarea Full-time teache1:| part-time teacher |:|

2. How long have you been teaching English in the ieidgdhool? |:|
3. How many classes do you usually teac|:|
4

. How many pupils do you teach in each class?
20-30 |:|
30-40 |:|
40-50 [ ]

5. Do you familiarize your pupils to self and peeresssnent?

Yes| | No[ ]

6. Do you involve your pupils in performing CHECK MY ANSWERS’

assessment task included in EFL textbooks?

Ye[ ] No [ ]

7. Do you involve your pupils in performingNow | can’ assessment section
found in MS textbooks?

Ye|:| No|:|

8. Do you involve your pupils in performing peer-assaent tasks integrated
into EFL textbooks?

Y] nL_]
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The following problems do not help me to promotéf sed peer- assessment

integrated into EFL textbooks in my classes

Strongly agree AgreBisagree  Strongly disagree
9. The lack of training |:| | ] | ] | ]

10.Large classes ] L

11.The lack of time [ ] L ] L]

12.The heavy syllabi |:| | | L]

13.Summative assessmq__|] L1 L] [

If there are other problems, please state them
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Appendix 2

Classroom Observation Checklist

Trimester

Date and time

Session number n°

Level

Lesson

Number of pupils

What to be
Observed

Always

Sometimes

Never

Teacher-learner
interaction

Learner-learner
interaction

Materials

Self assessment
integration from
the textbooks

Peer assessment
integration from
the textbooks
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Appendix 3

Teachers’ interview

1. How long have you been teaching English in MS?

9. What are the obstacles which hinder your implentemtato self and peer-

assessment in your classes?

10.Do you have any suggestions to enhance self and-ageessment in MS

classroom?
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Appendix 4 Self assessment Checklists

Self assessment Checklist (MS1 textbook)

Now | can.

Yes Example No Support me

- B

greet my teacher.

greet my mates.

mtroduce myself.

use polite forms.

ask and answer
about the name of
my new friend.

use numbers.

use * to be’ in the
simple present.

use personal
pronouns.

use possessive
adjective.

pronounce the
sounds :

Al . fai/, fel/
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Self assessment ChedklMS2 textbook)

Yea | No | Support me
| zan | ' Examngle
s =) @
e diferent kirds of food (meat, fish, fralt, vegetables, etc). |

nameﬁerent kinds of clothes.

name diferent kinds of shopping amenities (greengrocer,
butcher, fishmonger, suparmarket, bakary, etz

name the diﬂeren'Eu?es ina m&ah’@._ | |
ask and answer questions about guantity. - |
agk anc Answer Estians about size. —'_ |

ask and answer gquestions abou: shape..
| ask and answer questions atoul weight.

L
Egandgswer qu_ﬁﬁ aboutprice. o e |

ask and ANSWOr ¢ qisibn-;_ahiu colour. [ | _f— | b

| zsk and answer questions aboul It e lecetion of amenities.
|_5huw the wav and give directions to these amenitias.

use lovie ralatad to shapping (snopper, customer, shop |
| assistent, cashier, shopping troley, fitting room, bill, receipt,
atc.).

use lexis -elated to size, shape, weight, arice and coour
iad coivas; verbs; netins).

wrile & stopping list.

ctondimepetasiopping bl T
read znd imﬁrp'eEas@bilT_ —__ — | - ¥ -
ﬁaﬂiﬁf&et_ﬂ:p_m show_aEnitie-g'ln vy ne_ighboumoﬂ.__l_ _|_ o - | I
‘oreera meal at the resteurant, Lt j_

| Lise quantifiers to talk atout the amountnumber of things |
{manv; much; a lot of, some; any’.

use partitives 1o talk about “ha amount/number of things
pa bunch of a slics of; a pinch of; ete.).

use “theie isitrers are”,
| use "vow much / how many” t ask abuul guantity and price.

use other fomns,ta'asiib_q.ﬂ size, weight, prie and colour. |
using nrinaﬂn shaow | 1h_a_way__ _ [ '

i use he imperative mode when showing the way or shopping. T _| T
pronounce 1" as sither dark /| or glear 4. 1

; pron_ﬂxﬁe ' Eﬁ'ri_zish Enghst.. |
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Self assessment Checklist (MS3 textbook)

Now, | can

| Yes | ' N | Suppon

| zan W=t Example
Q#
yes) | ®|
' i

name some electronic devices and squipment (microchip,
mEmary card, memory stick, ete.),

rame some surgical irstruments and squipment (sealpal,
forceps, bone saw, surgical needls, catgut, suture. etz.),

| nama soma ecientific ficles of siudy and reazanch
(physics, medicing nplics, surgery, electmncs, computer
. soience, efc.).

| rame: posigreduate degrees (imasler's, PhD).

ask and answer siographical questions about fameous
stlenfists,

describe the functioning of a human organ (aye) nr that of
& scientific device which imitates it ‘pinhale camera),

| interaral & scisntfic diagram and understanc how it can
illustrate and claify a text.

bransfer infarmation from one tormat (10 carc, fimeline,
| plain text) ioanother (plain lext. bography, table).

design a timeline with chrono og'cal eniriss

arganise and seyuenice biographiczl informanian in
chrenclogical arder,

identfy varous types of documets and texts,

discriminate between some confusing ferms discovar
invent; experience/experiment. scienceiteshralegy!

make fermal and informal requests using e moda's
"may' and ‘can”.

| use the Jresenl smple tense © desoribe lechnologica
devices or inventions.

use the past continuous lense to talk about e single
langer acticnfevent or two onger simultansous actions/

evanls in the past,

| use the connectar "while” to comoing two tlauses
expressing bvo simutareous past acticnsavants

usz the relative pronours “who" and “waich" to avoid
repetition at informateon and comains two senterces,

discriminate ard pronounca correctly the consansn
‘ soungs (1= )
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Self assessment ChedklMS4 textbook)
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Appendix 5 Self assessment tasks integrdteto MS Textbooks

Self assessment tasks integrated into MS2 Textbook

Task 3, |lisien to Part (1) of the phone conversation between Liz and her
Algerian friend Razane. Then, | fill in the missing names which | can hear.

Task 4. |listen again to Part (1) of the phone conversation between Liz and
Razane and check my answers.

Task 5. Liz's phone battery is now charged. She's speaking to Razane again.
I listen to Part (2) of the phane conversation between the two friends and fill in
the remaining missing names of Liz's relatives.

Task B. | listen again to Part (2} of the phone conversation between Liz and
Razare and check my answers.

When | finish, | work with my pariner and we correct each other’s answers in
tasks (3 and 5).
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Self assessment tasks integrated into MS3 Textbook

Task 15. | listen to part (3) of the interview between Prof. Haba and Dr.
Baghdadi, and circle only the words | hear belween brackets.

' Prof. Haba's Advice to Algerian Students
“The (first — best) thing one must de isto (show — know) your weak
points. (Secondly — Second), when voa are zbout 10 do some worl,

work on something youare able (o (finish — accomplish), Finally,
you must have a (geat — goal), an odjective and o {plant — plan) to
achicve it I feel sorry for pzople who con™t have a plan. a (decision
— vision) of where they are geing in life. When you have an (ideal
— idea) to reabise, don’L give it (tap —up) because of problems or
obstacles. Be perseverant. (Appearance — Perseverance) is more

important than intellizence it vour want to succeed. Also, lind people

who can help you. Many of us (went — want) ‘o do sverything by
ourselves; you can’t (club - clup) with one hand.”

2

Task 16. | listen again to part (3) of the interview and check my answers. Then,
| work with my partner and we correct each other.

Task 17. |listen to my history teacher (Part 1) and complete the missing dates
in the timeline (Part A). The first date is given.

TIMELINE (Part A) L=

¥ . First halfofthe..  His arcestors immigrated to Tunisia from al-Andalus
A3t century... i Andalusia).

He was horn in Tunis.

His perents died during an epidemic of the plague that
fit Tunis. S

He accompanied his teachzr to Fez,
wheare hie became a secretery ol the
sulian of Morocew,

He trave!led a lot, moving from Bejaia
w0 Biskra, Tlemeen, Fez, Granada,
Seville and then returned to North
Africz.

Task 18. | listen again to my history teacher (part 1) and check my answers.
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Self assessment tasks integrated into MS4 Textbook
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Appendix 6 Peer assessment tasks integrated in#S Textbooks

Peer assessment tasks integrated into MS2 Textbook

ﬁs}t!& | match each one of the following phrases that expres;- qua\.ntzt-ly v:.fjt’n its
c;r;és'ponding picture: A stick of / Alump of / A bar of | Adash of [ A p_m-:,r| oThe
Atray of / Aloaf of { A can of / An ear of / A jar of. Some answers are given.
words in red are not part of the task.

husk

. silk

sugar

A lump of

A stick of

P

A bar of

A dash of

chocolate

A pinch of
Atray of d
A loaf of

A can of

AHBSETH ¥ abotte of
T ottie
chewing gum Kok lemonade

S,
s
oh

' salt

A yogurt pot
salt jam =

Fask4! | work with a group of partners. We compare our answers and
:nr'rect each other's tasks (1, 2 and 3).

@
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Peer assessment tasks integrated into MS3 Textbook

Task 11. | look at the pictures and complete boxes (1) and (3) using the
following words: "catgut”, “surgical stitches/sutures”.

e

R Y ol ERRRNRE R
“a short piece of thread that doctors/
surgeoutls use o sew the edges of &
wound/eut together”

(adapted frarm: Oxford Cictionary) |

|'
2. Lowrgical needie.... ‘ S

“thin strong string made from
animals” intestines, also used in
making musical instruments™

radapted from: Qxford Dicticnary}
b

Task 12. A scientist is a good “observer” of the world around him/her. | find
in text (2) the scientist's “observation” which helped him make two important
discoveries, What were these discoveries?

Task 13. | write three sentences using the connector “while” to describe what
al-Zahrawi and the other persons in the room (his assistant, his studenis and
the nursae) were doing at the same time one day in Cordoba, in 980. '

Task 14. | work with my partner. We discuss our answers in tasks (11, 12 and
13) and correct each other,
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Peer assessment tasks integrated into MS4 Textbook

EResRataETE
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Sequence

Sequence 1

Me and my
Friends

Sequence 2

Me and my
Family

Sequence 3
Me and
nxy Daily
Activities

Appendix 7: MS book maps
My book map (MS1)
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Sequence 4

Me and my
School

Sequence 5

Me. my
Country anc
the World
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My book map (MS3)
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Résumé (Francais)
L’évaluation est I'épine dorsale de I'apprentissaty¢implication des apprenants dans le
processus conduit définitivement a des résultaappientissage prometteurs. A cette fin,
des approches alternatives de I'évaluation, emcpher I'autoévaluation et I'évaluation par
les pairs, ont émergé et ont recu l'attention veule la part des écoles qui soutiennent
I'autonomie de I'apprenant et I'apprentissage catipéen fait, la mise en ceuvre de I'auto-
évaluation et de I'évaluation par les pairs nétedsixistence de conditions données pour
étre appliquée efficacement. Dans cette contina@dravail de recherche vise a repérer les
freins qui s’opposent a la promotion des professelianglais a I'auto-évaluation et a
I'évaluation par les pairs, intégrées dans les mlnscolaires du college algérien. Pour
collecter des données sur le sujet de recheratis,iistruments de recherche a savoir : Un
questionnaire adressé a 44 enseignants, un entestez 3 enseignants et une observation
en classe avec 3 professeurs d'anglais ont étééatilLes résultats de la recherche ont
indiqué que les enseignants sont confrontés a yniade de problémes qui les empéchent
de promouvoir l'auto-évaluation et I'évaluation [&& pairs dans leurs classes, tels que le
manque de formation, des programmes lourds, unra@mement d'enseignement

inconfortable et des effets d'évaluation sommathkiealement, cette recherche propose



quelques suggestions clés pour promouvoir la niseeavre de 'auto-évaluation et de

I’évaluation par les pairs dans les classes degell

Mots clés: Evaluation, approche alternative de I'évalugtiaato-évaluation, évaluation
par les pairs, autonomie de I'apprenant, appreggssoopératif
Summary (English)

Assessment is the backbone of learning and engagiaers in the process leads
definitively to promising learning outcomes. To sthénd, the alternative approach to
assessment, especially self and peer assessmeateimerged and received due attention
from the part of schools supporting in that learagionomy and co-operative learning. In
fact, the implementation of self and peer assessmexjuires the existence of given
conditions to be applied effectively. Along thiseghd of thought, this research work aims
at spotting the hindrances which militate againsglish teachers’ promotion to self and
peer assessment which are integrated in the Alyeniddle school textbooks. To collect
data on the research topic, three research insiristnemely: A questionnaire addressed to
44 teachers, an interview with 3 teachers, andswasn observation with 3 English
teachers has been used. The research resultstedliteat teachers face a myriad of
problems which preclude them from promoting selfl @eer assessment in their classes
such as the lack of training, heavy syllabi, uncomable teaching environment, and
summative assessment effects. Eventually, thisareleoffers some key suggestions to

promote the implementation of self and peer asseistsim the middle school classroom.

Key words: Assessment, alternative approach to assessmelit,assessment, peer

assessment, learner autonomy, co-operative learning



