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OZET

BiLiM VE SANAT MERKEZLERINDE GOREV YAPAN iNGILiZCE
OGRETMENLERININ VE BURADA OKUYAN OGRENCILERIN INGILiZCE
DERSi OLCME VE DEGERLENDIRME SURECLERINE iLISKiN ALGILARI

Hiiseyin ATES

Yiiksek Lisans Tezi, Siilleyman Demirel Universitesi, Egitim Bilimleri Enstitiisii,
Yabanci Diller Egitimi Anabilim Dah
Damisman: Dr. Ogretim Uyesi Kagan BUYUKKARCI
2019, 143 sayfa

Bu arastirmanin amaci, Tiirk Bilim ve Sanat Merkezlerindeki Ingilizce 6gretmenlerinin ve
bu merkezlerde Ingilizce derslerine katilan ogrencilerin Ingilizce dersinin dlgme ve
degerlendirme siirecine iliskin algilarini incelemektir. Tiirkiye’deki bu merkezlerde calisan
Ingilizce dgretmenleri ve buradaki dgrencilerin dersin degerlendirilme siirecine iligkin
algilari, Olgme ve degerlendirme teknikleri ve bu tekniklerin kullanimina iligkin
diisiinceleri ve bu merkezlerde gorev yapan Ingilizce 6gretmenlerinin dersine katilan
Ogrencileri nasil degerlendirdigini inceleyen bir teze alanda rastlanmamistir. Bu sebeple,
bu ¢alisma alanda ilk olacak ve Bilim ve Sanat Merkezlerinde Ingilizce derslerine katilan
tistlin zekal1 6grencileri degerlendirmeye odaklanan ileri aragtirmalara 11k tutmada Oncii
bir rol istlenecektir. Bu caligmada veri toplama araci olarak, dgretmenlerin Slgme ve
degerlendirme algilarini gdsteren “Ogretmenlerin Olgme ve Degerlendirme Siirecine
Iliskin Algilar” 6lgegi ve Ogrencilerin dlgme ve degerlendirme algilarini gdsteren ve
arastirmaci tarafindan Tiirk¢e’ye gevrilen “Ogrencilerin Olgme ve Degerlendirme Siirecine
Miskin Algilarr” kullanilmistir. Ayrica, 6grenci goriislerini 6grenmek i¢in Burdur ve Isparta
Bilim ve Sanat Merkezlerinde Ingilizce derslerine katilan 6grencilerle réportajlar yapilmis
ve bu Ogrencilere agik uclu sorular sorulmustur. Asil arastirmadan dnce bir pilot calisma
yapilmistir ve bu ¢aligmada, Burdur ili Seker Ortaokulu’nda okuyan toplam 40 6grenci ve

yine Burdur ilindeki farkli devlet okullarinda ¢alisan 32 Ingilizce &gretmeni anketleri



doldurmustur. Asil arastirmada veriler, 61 farkli Bilim ve Sanat Merkezinde ¢alisan 61
Ingilizce Ogretmeni ve Burdur ve lIsparta Bilim ve Sanat Merkezlerinde Ingilizce
derslerine katilan 75 6grenciden elde edilmistir. Anketlerden toplanan veriler, SPSS 21
paket programi kullanilarak analiz edilmistir. Tek yonli ANOVA, Pearson Korelasyon ve
Frekans analizleri yapilmistir. Bu c¢alismanin sonuglarina goére ¢ogu Ogrenci,
Ogretmenlerinin dlgme ve degerlendirme sonuclarina gore kendilerine ders anlattigi ve
bunu yararli bir arag olarak gordiigii gériisiindedir. Bu sonuglara gore 6gretmenler ise
inanglarina ters olmasina ragmen yine de Olgme ve degerlendirmeyi kullanarak ders
vermek zorunda olduklar1 goriisiindedir. Hatta Ogretmenler 6lgme ve degerlendirmeyi
derslerinde  kullanmalarina ragmen bunun sonuglarindan hemen hemen hig
yararlanmadiklarim1 sdylemektedir. Ayrica, frekans ve ylizde analizleri, 6gretmenlerin,
O0lcme ve degerlendirmenin Ogrencilerin analiz etme ve degerlendirme gibi st diizey
biligsel becerilerini 6l¢medigi yoniinde goriislerinin oldugunu gostermistir. Yine bu
sonuglara gore, ogrenciler ise 6lgme ve degerlendirmenin kendilerinin analiz etme ve
elestirel diisiinme gibi iist diizey biligsel becerilerini dl¢tiigii goriistindedir. Dahasi, 6l¢me
ve degerlendirme sonuglari, 6gretmenlerin cogunun ol¢gme ve degerlendirmeyi kesin
olmayan bir siire¢ olarak goriirken, 6grencilere gore cok kesin ve dogrudur. Ayrica, dlgme
ve degerlendirme, hem Ggrencilere gore hem de Ogretmenlere gore Ogrenciler icin adil
olarak isleyen bir siiregtir. Son olarak, 6gretmenler genelde derslerinde 6grencilerin dil
performanslarin1 ve kazanimlarimi 6lgmek i¢in, aynm1 zamanda Ogrenciler tarafindan da
tercih edilen, 6grencilerin yazili ¢alismalarini kullanmislardir. Bu, Tiirk Bilim ve Sanat
Merkezlerinde okuyan o6grencilerin dil performanslarinin ¢ogunlukla etkinlik sayfalari,

yazim gibi kendi yazili ¢alismalariyla degerlendirildigini gostermektedir.

Anahtar Kelimeler: Olgme ve degerlendirme, Bilim ve sanat merkezleri, Ingilizce

ogretimi, Ustiin yetenekli 6grenciler
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ABSTRACT

ENGLISH LANGUAGE TEACHERS’ AND LEARNERS’ PERCEPTIONS
CONCERNING ASSESSMENT AND EVALUATION PROCESSES IN EFL
CLASSROOMS AT TURKISH SCIENCE AND ARTS CENTERS

Hiiseyin ATES

Master’s Thesis, Silleyman Demirel University, Graduate School of Educational
Sciences, Department of Foreign Language Education
Advisor: Assist. Prof. Dr. Kagan BUYUKKARCI
2019, 143 pages

The aim of this study is to investigate English language teachers’ and students’ perceptions
of assessment in English as a Foreign Language (EFL) classrooms in a Turkish Science
and Arts Centers (BILSEM) context. There is no study on how English language teachers
assess EFL learners at BILSEM, what they think about the assessment techniques and
assessment tasks in practice, what English language teachers’ and learners’ conceptions
concerning assessment and evaluation processes in BILSEM EFL classrooms are.
Therefore, this study will be original in its field and undertake a pioneering role for
illuminating the further research focusing on assessing Gifted English language learners in
EFL classrooms at BILSEM. In this study, as a data collection method, a Teachers’
Conceptions of Assessment Abridged Scale (TCoA-IllA), and Students’ Conceptions of
Assessment Scale (SCoA-VI) were used. Also, as a qualitative data collection tool for
gathering students’ opinions, interviews were held with the students studying at Burdur
and Isparta BILSEM, and open-ended questions were asked to these students. Before the
main research, a pilot study was conducted, and in this study, a total of 40 students
studying at Seker Elementary School and 32 English language teachers teaching at
different state schools in Burdur completed the questionnaires. In the main research, the
data were obtained from 61 English language teachers from 61 BILSEM and 75 English

language learners at BILSEM in Burdur and Isparta, in Turkey. The data collected from the

vii



questionnaires were subjected to Statistical Package for the Social Sciences version 21
(SPSS version 21). One-way ANOVA, Pearson Correlation and Frequency analyses were
done. The study results indicated that most of the students think teachers see assessment as
a useful tool for teaching English. However, the teachers think assessment is a force to
make them teach English in a way that is against their beliefs. Also, the teachers think that
assessment is of little use because they make little use of assessment in spite of conducting
it in classes. Besides, the frequency and percentage analyses showed that according to the
teachers, assessment does not measure students’ higher order cognitive skills, such as
analyzing and evaluating anyway. On the other hand, according to the students, assessment
measures their higher order cognitive skills, such as analyzing and thinking critically.
Moreover, assessment results are very accurate according to the students while most
teachers see assessment as an imprecise process. Also, according to the students,
assessment is fair to them in parallel with the thought of the teachers about this situation.
Lastly, the teachers used Student Written Work assessment practice, which is also
preferred by the students, mostly to assess their students’ language performances and
language achievement in their classes. This shows that the English language learners’
studying at BILSEM language performances were assessed mostly through their own

written works, such as activity sheets, spelling or math facts.

Keywords: Assessment and evaluation, Science and arts centers, English language

teaching, Gifted learners
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OPERATIONAL DEFINITIONS

Assessment: An on-going process whose results will contribute to education process only
when it is continuous. It is also a process which builds the teacher’s understanding of what
the students can and cannot do and also helps the students to see what they can and cannot

do. In this study the words assessment and evaluation are used interchangeably.

Conception: An idea of what something is like, or a basic understanding of a situation, a
factor or a principle. In this study the words conception and perception are used

interchangeably.

Traditional assessment: An assessment type focusing mainly on the product and including
traditional tests, such as pencil and paper exams, quizzes, standardized tests, etc.

Alternative assessment: An assessment type focusing on the process and including self-
assessment, peer assessment, portfolio assessment, learner-centered assessment, projects,

etc.

Giftedness: It is being more successful than others in one or more domains, such as

intellectual, artistic.

BILSEM: It is the abbreviated name of Turkish Science and Arts Centers. BILSEM are
independent special education institutions that have been opened to ensure that talented
pupils (in the field of art, music and general mental ability) studying at primary school,
middle school and high school will be aware of their individual abilities and use them at
the highest level by developing their capacities without disrupting their education in formal

education institutions.
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1. INTRODUCTION

In this chapter, firstly, the statement of the problem is explained. Then, purpose and
significance of the study will be explained. Lastly, assumptions and limitations will be
mentioned in order to give an idea about the general frame of this thesis.

1.1. Statement of the Problem

In Turkey, the issue of identifying and educating gifted children who require different
services or activities because of their different needs when compared to their peers is a
fairly new concern in comparison with other countries. In our time, gifted pupils receive
education at BILSEM in Turkey after their own regular school timetable, and only recently
this issue has got the policy and programme makers’ attention it deserved and the

significance of ‘education of gifted children' has been understood.

Assessment is such a broad concept that it appears as an indispensable event that is in any
age, any teaching environment, any institution, any training, briefly in any environment
where learning is expected to occur (Giilbahar & Biiyiikoztiirk, 2008). However, according
to Sahin and Karaman (2013), many teachers consider that alternative assessment is
generally more time-consuming and labour intensive than traditional assessment. Language
teachers in Turkey are not adequately concerned with alternative assessment (Biiyiikkarc1,
2010). On the other hand, at BILSEM, mainly alternative assessment is used while
teaching English to gifted students in EFL classrooms when compared to traditional
assessment these students are mostly exposed to during their English classes at their own

school.

As to alternative assessment techniques, teachers’ knowledge about them is limited
(Biiyiiktokatli & Bayraktar, 2014; Yayla, 2011). However, assessment process and
practices influence both teachers and learners in many aspects. For instance; on one hand,
it influences teachers’ professional image and the teaching strategies they adopt, on the

other hand, it influences students’ self-image and the learning strategies they develop and



both teachers’ and students’ motivation (Libman, 2010). Therefore, the extent of
effectiveness and significance of alternative assessment used at BILSEM must be
determined, and teachers must have knowledge of how to use these assessment type and
tools properly in their classes. However, in Turkey, although there are several studies on
how gifted children learn foreign languages and assessment has a vital role in foreign
language education process, there is no study on how English language teachers assess
gifted learners in EFL classrooms at BILSEM, which assessment techniques and tools they
prefer and use to assess these gifted pupils and what English language teachers’ and
learners’ conceptions and opinions concerning assessment processes in BILSEM EFL
classrooms are. Especially, in the 2015-2016 educational year, with the publication of the
first English activity book prepared for BILSEM, some unexplored issues pertaining to
both the assessment sections of this activity book, revised and updated in the 2016-2017
educational year, and assessing gifted learners in EFL classrooms at BILSEM in Turkey
have come onto the stage. Therefore, exactly at this time, it is prominent to find answers to
the questions related to assessment of these special children, how they perceive assessment
and what conceptions English language teachers have concerning assessment. Thus, this
study will shed light on the assessment conceptions and especially the appropriate
assessment strategies used by English language teachers while teaching English to gifted
pupils in Turkey by investigating and identifying various unidentified issues about
assessment. In the light of these issues, in order to find the reasons behind the problems
and answers to the questions, some research questions were developed by the researcher,

which are presented in the next section.

1.2. Purpose of the Study

This study aims to investigate the conceptions of BILSEM English language teachers and
learners regarding assessment in EFL classrooms. This study will also investigate the
effects of the factors such as teachers’ gender, years of teaching experience, education
levels and students’ gender on their conceptions of assessment. The research questions of

the present study are as follows:



1. What are the BILSEM English language teachers’ perceptions of assessment in terms of:
School Accountability, Student Accountability, Improvement, and Irrelevance?

a. Is there a significant difference in teachers’ perceptions of assessment according to their
gender?

b. Is there a significant difference in teachers’ perceptions of assessment according to years
of teaching experience?

c. Is there a significant difference in teachers’ perceptions of assessment according to their
educational background?

2. What is the relationship among the four components of TCoA-I11A?

3. What types of assessment practices do the BILSEM English language teachers choose?
4. What are the English language learners’ perceptions of assessment in EFL classrooms at
BILSEM in terms of; Accountability (School Accountability, Student Accountability),
Affect/Benefit (Class Environment, Personal Enjoyment), Improvement (Student
Improvement, Teacher Improves Learning), Irrelevance (Bad, Ignore)?

a. Is there a significant difference in students’ perceptions of assessment according to their
gender?

5. What is the relationship among the four components of SCoA-V1?

6. What are the Burdur and Isparta BILSEM English language learners’ choices of

assessment practices?

1.3. Significance of the Study

In Turkey, education of gifted children is a relatively new concern in comparison with
other countries. In parallel with this situation, although assessment has a vital role in
English language teaching process, there is no study on how English language teachers
assess gifted learners in EFL classrooms at BILSEM, which assessment tools they prefer
and use to assess their pupils and what English language teachers’ and learners’
conceptions regarding assessment in BILSEM EFL classrooms are. Also, the researcher
has reached all BILSEM in Turkey, and he has tried to integrate at least one English
teacher from each Center into the study. Therefore, this study will be original in its field

and undertake a pioneering role for illuminating the further research focusing on assessing



gifted English language learners in EFL classrooms at BILSEM, and its results will make a

significant contribution to the field.

This study will shed light on the issue of assessing gifted students studying in EFL
classrooms at BILSEM in Turkey. Also, it will contribute and guide to form a base for a
new English curriculum and for reviewing the brand new English activity book specifically
designed and published by Republic of Turkey Ministry of National Education General
Directorate of Special Education and Counseling Services English commission for gifted
learners studying in EFL classrooms at BILSEM. Moreover, it will guide to form a base
for making the necessary arrangements concerning this activity book’s assessment parts
and also other parts such as fostering thinking skills and creativity in students in parallel
with it. Students come to BILSEM after they attend their regular classes, and English
language teachers working at BILSEM will make extracurricular activities and maximize
their students’ learning by using the results of this study. This study will also guide the
English language teachers who work at BILSEM about their assessment practices which
they use to judge the gifted English language learners. According to the results of this
study, firstly, policy and programme makers will identify the shortcomings, strengths and
weaknesses of the framework program, and then they will revise and amend the program
and activities in the English activity book prepared for BILSEM by determining the
priorities in their agenda. Furthermore, according to the findings of this study, new
assessment types can also be implemented to gifted students in English classes, and in this
way the results obtained from this study will fill the gap in the field by illustrating some of
the unexplored issues pertaining to assessing gifted learners in EFL classrooms at BILSEM

in Turkey.

1.4. Assumptions

It is assumed that participants answered the items and questions in the study questionnaires

sincerely. It is also assumed that the interview questions reflect the honest and sincere

responses of the participants.



1.5. Limitations

This study is limited with 72 participants in the pilot study and 136 participants in the main
research from different parts of Turkey. According to Mohammed (2012), “To get more
transferable, generalized and accurate picture nationally, a larger sample should be used to
cover many other regions” (p. 102). However, these Centers are only one in most of the
cities so this situation makes it difficult to reach many English language teachers and
learners. Therefore, the study is not sufficiently representative of the entire population of
English language teachers working at BILSEM in Turkey and students studying in these

institutions.

This study is only limited with the data obtained by TCoA-IlIA and interview questions to
identify the conceptions of English language teachers and SCoA and interview questions to
identify the conceptions of English language learners regarding assessment processes in
EFL classrooms at BILSEM.

Also, the other limitation in the study is that there are only two descriptors for
disagreement but four descriptors for agreement in the questionnaires TCoA-Ill1A and
SCoA-VI used to identify English language teachers’ and learners’ conceptions and
opinions about the assessment used in EFL classrooms at BILSEM so this kind of scoring
method used to score the items in the questionnaires sometimes forces students and

teachers to show same degree of agreement.



2. CONCEPTUAL FRAMEWORK AND RELATED STUDIES

Since the general scope of the study is investigating into how gifted learners in EFL
classrooms at BILSEM in Turkey are assessed, what kind of assessment techniques are
used and why, firstly, the conceptions and opinions of English language teachers regarding
assessment that is used to judge the gifted English language learners and then the students’
perceptions and opinions about these assessment types were identified and analyzed in this
study. Therefore, as well as presenting the definitions of assessment and giftedness,
students’ and teachers’ conceptions of assessment will be dealt with in this chapter. To
illustrate the subject in detail, the relationship between teachers’ and students’ conceptions
of assessment, the other issues related to the topic such as characteristics of the Gifted, the
education of the Gifted in Turkey and assessing giftedness in schools will also be presented
with related studies carried out in the field.

2.1. Definitions of Assessment and Evaluation

Although definitions of evaluation and assessment seem to be very much alike, are thought
as synonymous terms and sometimes used interchangeably, actually, assessment is not
synonymous to evaluation. According to Brown, H. D. (2004), assessment that is popular
in present educational concept is sometimes misunderstood. It is usually understood as the
tests that students take at the end of the semester or educational year through pencil and
paper to determine how successful the teacher and the students are. However, it is not only
about tests. There are many activities and ways of assessing the teacher him/herself and the

students’ growth from different aspects (Coombe, Folse, & Hubley, 2007).

According to Lambert and Lines (2000), assessment is “a fact of life for teachers, part of
what teachers do; an organic part of teaching and learning; and using assessment evidence
is part of the planning process” (p. 2). Assessment is not a separate part of education, in
other words, it is a significant part of education and has a significant role in education
process. It is “a tool or method of obtaining information from tests or other sources about

the achievement or abilities of individuals” (Glossary of Important Assessment and



Measurement, n.d.). Assessment is an on-going process, and it is conducted to observe and
improve student learning, as well as all the subjects taught in a school or educational

environment and the teaching that occurs within it (Huba & Freed, 2000).

On the other hand, evaluation includes everything and is the broadest basis for collection
of information in educational process (Coombe et al., 2007). Evaluation includes
applications for determining the quality of performances of students in classroom courses
and the quality of courses (Airasian, 1994). Cronbach (1991) affirms that there are three
main reasons for using evaluation. The first one is course improvement and helps in the
selection of new and more efficient instructional materials and methods. The second reason
he points out is decisions about individuals, and this implies that the teacher can identify
the students’ needs and thus plan accordingly, but it also implies that the way students
excel can be ranked, with selection or grouping purposes, and thus they can be aware of
their own achievements or weaknesses. Finally, as a third reason, he presents
administrative regulation because it allows measuring the effectiveness of the school

system or even deciding on how competent individual teachers are.

Evaluation is more comprehensive and is related to the entire program (Brindley, 1989). In
brief, “while assessment is related to the learner and his or her achievements, evaluation
includes the whole course or program, and information is collected from many sources,

including the learner” (Coombe et al., 2007, p. xv).

2.1.1. Purposes of assessment

“Although assessment might be defined in a similar manner across the literature, its
purposes in the educational realm are as varied as the number of stakeholders involved in
the educational process.” (Neibling, 2014, p. 4). Assessment has various roles, and these
roles serve for various purposes as described in this section. According to Wiggins (1998),
the primary purpose of assessment is to educate and improve students’ learning and
performance. Also, it improves teachers’ teaching as both respond to the information it

provides.



Assessment can do more than simply diagnose and identify students’ learning needs; it can
be used to assist improvements across the education system in a cycle of continuous
improvement. There are so many purposes of assessment; teachers must decide on
classroom equilibrium, supply feedback and incentives to their students, realize students’
problems and judge and grade academic learning process. Assessment consists of three
major domains: The cognitive domain includes intellectual activities; the affective domain
includes feelings, and the psychomotor domain involves physical activities and actions
(Airasian and Russell, 2012).

National and state policy makers use assessments to detect conditions and national norms,
to develop policies, to supply resources to improve education, and to supply rewards for
students, schools. School administrators use assessments to detect teaching methods’
strengths and weaknesses, to plan education, and to monitor students’ achievements over
time. Teachers use assessments to define students who need support, to monitor student
progress, and to supply feedback to their students. Parents use assessments to judge student
progress, to monitor classroom performance of their children, and to judge teachers’

quality of teaching (Airasian and Russell, 2012).

Purposes of assessment are also described as follows: The essential purpose of assessment
is to place students in the right level of classroom instruction. The others are to diagnose
student problems, in other words, to learn about students’ strengths and weaknesses with
diagnostic assessment, to learn about the language proficiency of the students, to evaluate
academic performance, to learn about students’ immediate needs (instructional decision-
making), and some of the assessment activities are for accountability purposes, in other
words, assessment not only affects students and their families but also teachers’ school

administration, and the community where they work (Coombe et al., 2007).

2.1.2. Types of assessment

For different purposes, teachers need different types of assessment and administer them at

different stages of the course to gather information about students. Teachers should choose



the best option to assess their particular group of students in their particular teaching
context. Assessments should be categorized by type, purpose, or place within the

teaching/learning process or timing (Coombe et al., 2007).

Assessments are generally categorized as summative or formative in today’s schools
(Table 1, p. 7). The most important distinction between formative and summative
assessment concerns the purpose and the outcome, not the timing (Sadler, 1989).
Summative assessment, also called assessment of learning, occurs when teachers use
evidence of student learning to make judgments on student achievement against goals and
standards at the conclusion of one particular period. Formative assessment, also called
assessment for learning, occurs when teachers use inferences about student progress to
inform their teaching, and in addition to this, formative assessment, also called assessment
as learning, occurs when students reflect on and monitor their progress to inform their
future learning goals (Assessment, n.d.). In other words, the notion of a formative test
denotes the idea that the teacher will be able after evaluating the results of the test
reconsider his/her teaching, syllabus design and even slow down the pace of studying to

consolidate the material if it is necessary in future.

Summative usage will deal precisely with the students’ success or failure. The teacher
immediately can take up remedial activities to improve a situation. Besides, the formative
assessment is extremely important in reaching success on the summative assessments at
this point. Wiliam (2006) stated that one main characteristic of formative assessment is that
through it, evidence can be recalled and interpreted in ways which can be used to meet the
learner’s needs and improve them. In addition, Sadler (1989) pointed out how formative
assessment eludes the ineffectiveness of trial and error learning, and it improves and molds

the learner’s competences by perceiving the learner’s quality of performance.

According to Biiyiikkarci (2010), formative assessment or dynamic assessment is about
supporting students to enhance their performance in classroom. On the other hand, teachers
use summative assessment to obtain information on how well students are doing, and they

grade or mark or score students at the end of the summative assessment (Biiylikkarci,



2010). Summative assessment evaluates the success and understanding of the learner at the
end of a topic, course or unit (Brown, 2004). In relation to this, Sadler (1989) stated that
formative assessment differs from summative assessment in that the latter is more
concerned with reporting the achievement of the learner towards the end of the course or
unit, rather than monitoring what progress is being done throughout the course.

Table 1. Comparison of formative and summative assessments (Fisher & Frey, 2014, p. 7)

Formative Assessments Summative Assessments
To improve instruction and Purpose To measure student
provide student feedback competency or mastery
Ongoing throughout unit When administered End of unit or course

To self-monitor understanding  How students use results To gauge progress toward
course- or grade-level goals
and benchmarks

To check for understanding For grades, promotion

and provide additional How teachers use results

instruction or intervention

Fisher and Frey (2014) establish the difference between formative and summative
assessment (Table 1). On the one hand they affirm that formative assessment gives
students the tools to be aware of their own learning process and teachers the possibility of
improving their teaching practices and thus reformulate their own way of trying to reach
the students who could not fully understand at a first try. According to them it is advisable
that students can be in control of their own learning through “periodic quizzes and
performance tasks”, and teachers should check their students’ understanding at a regular
time basis in class. On the other hand they consider summative assessment is used at the
end of a certain period of time in which students should have developed particular
competencies or acquired specific knowledge in areas they should then master. It also

provides important information on which areas require additional attention.
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While summative assessment focuses mainly on the learners’ marks, formative assessment
focuses on the process where external and internal effects such as achievement and
motivation of students are so important to be able to learn a subject rather than classifying
the students according to their marks. To her, summative assessment is related to product

but formative assessment is related to process (Atikol, 2008).

The aim of summative assessment is to determine whether students have gained the
objectives in curriculum at the end of the term. But formative assessments are conducted
during a term, and its aim is to improve teaching by giving feedbacks to students (Coombe
et al., 2007). In summary, as it is seen in Table 2, summative and formative forms of
assessment are one of the classification systems used to assess student learning. Another
way of grouping these classroom assessments is putting them into two major categories:
traditional and alternative assessments which are presented in the next section in detail.

Table 2. Common types of language assessment (Coombe et al., 2007)

Informal Formal

Classroom, “low-stakes” Standardized, “high-stakes”
Criterion-referenced Norm-referenced
Achievement Proficiency

Direct Indirect

Subjective Objective

Formative Summative

Alternative, authentic Traditional tests

2.1.2.1. Traditional methods of assessment

To assess student learning, Brown and Hudson (1998) classify language assessments into
three major groups such as selected-response assessments, constructed-response
assessments, and personal-response assessments. The first two categories are associated
with the traditional assessment, and the third category relates to the alternative assessment.

In other words, among these methods of assessments, selected-response assessments such

11



as tests consisting of true/false, matching, and multiple-choice test questions and
constructed-response assessments such as tests including fill-in the blanks, short-answer,
and essays are traditional methods of assessment. According to them, in selected-response
assessments, pupils do not produce any language, and therefore, these assessments are
especially used to determine whether pupils have developed their receptive language skills
including comprehension when they listen to and read something in a language (Brown &
Hudson, 1998). This kind of language assessments is generally used to determine pupils’
level of proficiency in English and also used as a pupil placement tool. On the other hand,
in constructed-response assessments, pupils create language, and therefore, these
assessments measure pupils’ productive language skills such as speaking and writing. In
other words, they are generally used to determine to what extent pupils use the language
that they have learnt and produce a message through speech or written text, or by doing
something else that they want others to understand (Brown & Hudson, 1998).

As claimed by Brown and Hudson (1998), in general, selected-response assessments are
quite fast to manage. Moreover, scoring them is relatively quick, simple, and relatively
objective. However, there are two disadvantages of these assessments: (a) They are
relatively challenging for the test author to construct, and (b) they do not involve students
into producing any creative language. Typically, constructed-response assessments have no
guessing factor. As a rule, both using of creative language and the interaction of receptive
and productive skills are limited by this type of assessment. Though, some ‘masquerade’
may be a serious problem — that is why scoring may be complicated and time-consuming.

Constructed-response assessments may also be rather subjective depending on their type.

According to Atikol (2008), while the process is important for alternative assessment
methods, the product is important for traditional assessment methods. Traditional
assessment methods are in contradiction with the new teaching and assessment methods
existing in cognitive research. Students cannot use language effectively and
communicatively if they are assessed with traditional tests, and this is the aim of traditional

assessment methods (Saglam, 2005).
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These facts explained above concerning traditional assessment methods make alternative
assessment an essential part of the teaching/learning process in order to establish effective
learning conditions for pupils. Because of the negative impact of traditional assessment on
teaching and learning process, a need for alternative methods of assessment has risen, and
there has been a shift from traditional assessment to alternative assessment.

2.1.2.2. Alternative methods of assessment

Personal-response assessments consisting of conferences, portfolios, and self- or peer
assessments are alternative methods of assessment (Brown & Hudson, 1998). Like
constructed-response assessments, also in personal-response assessments, pupils create
language but as different from constructed-response assessments, in personal-response
assessments, pupils engage in the classroom activities more, use the language that they
have acquired in a context, they are relaxed and free from stress, their responses can be
quite different, and they become more interactive and communicative completely

according to their wishes (Brown & Hudson, 1998).

Types of alternative assessment used in today’s language classrooms are self-assessment
(student progress cards, rating scales, checklists and questionnaires, learner diaries and
dialogue journals, and videotapes), peer assessment, portfolio assessment, student-teacher
conferences, student-designed tests, learner-centered assessment, projects, and
presentations (Coombe et al., 2007). Bintz (1991) has stated that in alternative assessment,

both the product and the process are precious to understand student learning.

Atikol (2008) says “alternative assessment focuses on the process rather than the product
and consequently has the formative assessment qualities” (p. 18). Students are given an
opportunity to express their ideas and opinions in alternative assessment, and thus, they are
actively involved in the process of assessment. Since communication is a process and also
plays a crucial role in this assessment type, alternative assessment focuses on the process
of communication that occurs in real life situations and real communicative events created

in the classroom. Different from traditional assessment methods, alternative methods of
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assessment, which increase critical thinking and problem solving skills of pupils and
naturally creativity of them in the classroom, should be in the central of the assessment

methods used in the classroom (Lambert & Lines, 2000).

As maintained by Chirimbu (2013) about the alternative assessment methods, alternative
assessment takes into account each student’s learning process, as well as his/her cultural
and knowledge background. And that is why it has unquestionable strong points over
traditional testing methods. The focus is definitely positive, not negative: accent is placed
on what the students know/can do and not on what they do not know/cannot do. As a
result, alternative assessment has the clear benefit of emphasizing the student’s values
while minimizing their disadvantages. In addition, alternative testing offers to educators
the brilliant opportunity not to compare levels but to follow a student’s improvement

individually and in time.

2.1.2.3. Traditional and “alternative” assessment

While traditional assessment appears under summative form of testing, alternative
assessments come under formative forms. There has been a shift from traditional
classroom assessment toward alternative approaches. At this point, Reeves (2000) has
stated that alternative assessment approaches disregard traditional assessment, commonly
referred to as testing. According to Armstrong (1994) and Bailey (1998), as it is seen in
Table 3, the differences between the two approaches are as follows:

Table 3. Traditional and alternative assessment (as cited in Brown, 2004, p. 13)

Traditional Assessment Alternative Assessment
One-shot, standardized exams Continuous long-term assessment
Timed, multiple-choice format Untimed, free-response format
Decontextualized test items Contextualized communicative tasks
Scores suffice for feedback Individualized feedback and washback
Norm-referenced scores Criterion-referenced scores
Focus on the “right” answer Open-ended, creative answers
Summative Formative
Oriented to product Oriented to process
Non-interactive performance Interactive performance
Fosters extrinsic motivation Fosters intrinsic motivation
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Comparing alternative assessment to traditional tests is a good way to understand it
(Coombe et al., 2007). According to Huerta-Macias (as cited in Coombe et al., 2007),
Alternative assessment differs from traditional testing in that it:

o does not intrude on regular classroom activities

o reflects the curriculum actually being implemented in the classroom.

o provides information on the strengths and weaknesses of each individual
student

o provides multiple indices that can be used to gauge student progress
o is more multiculturally sensitive and free of the linguistic and cultural biases

found in traditional testing.

2.1.3. The role of assessment in a teaching context

Assessment has many effects on teaching as well as student learning. Assessment and
student learning are interconnected. “A central aspect of the teaching and learning process
Is assessment. Mere teaching, without assessment of what the learners have made of what
you have offered them, is not complete teaching” (Orsdemir, 2010, p. 5). Assessment
guides the learning and teaching of classroom courses (Ayas, 2014). She also adds that
especially alternative assessment practices contribute remarkably to education. Gogtii
(2013) identifies the functions of assessment of students’ knowledge and skills like this:
Assessment influences the fields of motivation, learning and correction, upbringing,
optimization, informing education policymakers and parents, and research. According to
McMillan (2000), assessment has a big impact on student achievement, motivation and
learning. The assessment of whether the classroom courses have been learned becomes
more effective with motivation (Luyegu, 2009). In other words, it is clear that motivation

and achievement are closely connected to each other.

According to Coombe et al. (2007), good assessment mirrors good teaching — they go hand
in hand. Because there are such a great variety of English teaching settings, there are also a
great variety of assessment techniques. Regardless of the setting in which teachers teach,

assessment should be a part of instruction from the very beginning of class planning. At
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this point, they point out that assessment improves teaching, not alone, but with analysis.
Also, McMillan (2000) states that good assessment improves teaching and also influences
the teaching atmosphere of classroom courses as well as enhancing the motivation of

students to learn lessons and effective learning in these lessons.

Wiliam (2006) states that the impact that assessment has on promoting the student’s
learning is more crucial than its validity or reliability. He also suggests that teachers need
formal assessment tasks that support reliable conclusions about the extent of the student’s
learning. Moreover, he adds that assessment should serve as a bridge which encourages

collaboration between the students and their learning.

2.1.4. Assessment literacy

“Assessment of student is one of the most important responsibilities of teachers, because
the quality of teaching in classroom is closely associated with the quality of the applied
assessment. Hence it is essential for teachers to possess assessment literacy” (Khadijeh &
Amir, 2015, p. 139). Newfields (2006) puts forward that assessment literacy is important
for teachers due to three compelling reasons: “First, assessment is a widespread (if not
intrinsic) feature of most educational systems. Second, assessment literacy is necessary to
understand much of the educational literature, and finally, it allows teachers to

communicate their own classroom results with others” (p. 49).

According to Scarino (2013), “in the field of second language education, which arguably
relies in a distinctive way on the assessment of student achievements, teacher knowledge,
understanding and practices of assessment — that is, language assessment literacy on the
part of teachers — are crucial” (p. 310). Teachers are needed to develop language
assessment literacy in ways that make them realise their preconceptions, understand what
assessment is and aware of their dynamic framework of knowledge, sensing, values which
shape their explication, judgments and decisions in assessment and in their students’
learning. After these steps, they will slowly but increasingly get self-awareness. Also,

assessment literacy requires the identification of relevant domains which include
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knowledge base and the connection among these domains. The recognition of disciplinary
domains of knowledge in this context also gives rise to questions about the content of
knowledge and the ways in which it is developed and practiced. Developing teacher
assessment literacy also needs careful thought about processes for its improvement that
makes teachers analyze their thoughts (Scarino, 2013).

Stiggins (1995) notes that educators with assessment literacy know what they assess, why
they assess, how to assess, what the possible problems with assessment are, and how to
prevent them from occurring. They also are familiar with the possible negative
consequences of poor, inaccurate assessment (as cited in Khadijeh & Amir, 2015).
Gottheiner and Siegel (2012) state that a teacher possessing assessment literacy can
analyze data from assessments, communicate this information to students, and use
assessment data to set short-term and long-term educational goals (as cited in Merman,
2015).

2.2. Conceptions of Assessment

According to Opre (2015), assessment serves “multiple purposes such as providing
information about student learning and progress, teaching quality, and program and
institutional accountability” (p. 229). In terms of assessment, Vardar (2010) has stated this:
Earlier (decades ago) there was a more teacher-centered education, but lately it has become
more learner-centered. This means that assessments now focus more on the overall process
rather than the product. The students have learned how to learn, and the teachers have
focused their teaching on assessments, and this has become popular throughout the world.

The idea is to increase the students’ deep learning.

According to Thompson (1992), conceptions are “general mental structures, encompassing
beliefs, meanings, concepts, propositions, rules, mental images, preferences, and the like”
(p. 130) (as cited in Brown, Irving, Peterson, & Hirschfeld, 2009). In their research, Brown
et al. (2009) tried to understand how the world appears to teachers and students by

focusing on their ‘conceptions’. Ausubel (1968) defines conceptions as “something
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appears to us as a consequence of our concrete-empirical experiences with that very thing”
(as cited in Brown, 2008). He stresses that concepts and conceptions are “learned because
they depend on experience and social interaction (acquisition and change happen)” (as

cited in Brown, 2008).

What you assume for true may be wrong or not completely right because your assumptions
are made according to your knowledge, religion, opinions and feelings concerning a certain
topic. An assumption may be really true if it is true for the real people instead may be true
only in our vision and not in the real world. What we think is true comes from our ideas.
We are able to communicate and make our purposes clear and will only divide the thoughts
around us. We use language to express our ideas. Metaphors are the best way to make
other people understand our ideas. Concepts are not the same for everyone but are
understandable only inside the same cultural group. We use concepts to achieve an
objective that is connected with our cultural environment and understandable only by

people sharing our real experiences with us (Brown, 2008).

We are able to create our conceptions as a result of the combination of our personal life,
our culture and our deep beliefs that transform our experience in conceptions. Teachers’
conceptions and the way they evaluate the work done are connected with their personal life
when they are evaluated first as students and later as educators (Neibling, 2014). Tillema,
Smith and Leshem (2011) claim that perceptions of assessment during practicum might
“impede the learning dialogue during mentoring and affect the student’s achievements” (p.
139). Therefore, as Zaimoglu (2013) points out that most teachers change their assessment
methods as a response to the new policies and the changing new curriculum due to the

fixed conceptions of assessment in their minds.

2.2.1. Students’ conceptions of assessment

Brookhart (2003) puts forward that classroom assessment information and uses “become a
part of the daily realities of the classroom and can lead to both positive and negative

consequences” (p. 8). Students’ perceptions of assessment are different. Assessment is a
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necessary part of the classroom environment, and students’ assessment conceptions and
perspectives contribute to this environment (Bazemore, 2012). Even if we do not like to
change, our beliefs do change throughout life. They are subject to influences from the
social contexts that we find ourselves in. But at the same time, beliefs do not float around
in our mind aimlessly; they are organized in our minds and build up conceptions. So, every
person’s understanding is an organized system of beliefs that the person has (Remesal,
2011). According to Zaimoglu (2013), there is a relationship between students’ conception
of assessment and participation in the classroom courses. If students do not feel secure
about assessment, they will have difficulty in learning. According to Bazemore (2012), the
literature suggests that students’ perceptions of assessment and their perceptions of their

relationships with their teachers are directly related to each other.

According to Brown and Hirschfeld (2008), students conceive of assessment “in at least
four major ways (i.e., assessment makes students accountable; assessment is irrelevant
because it is bad or unfair; assessment improves the quality of learning; and assessment is
enjoyable)” (p. 3). In other words, they point out that students are reported as conceiving of
assessment as “(a) improving achievement, (b) a means for making them accountable, (c)

being irrelevant, and (d) being enjoyable” (p. 4).

O’Farrell (2009) states that teaching, learning, outcomes assessment, and improvement
may be defined as “elements of a feedback loop in which teaching influences learning, and
the assessment of learning outcomes is used to improve teaching and learning” (p. 42).
Assessment has an important part in learning a topic. It not only shows teachers whether
students learnt a topic enough or not but also shows students their mistakes so they try not
to make them again. Also, things that students learn from assessments last long in their
memory and help them to use knowledge in different ways. Moreover, assessment provides
students to consolidate their knowledge, and this is a better way to be able to learn a topic
(Nasri, Roslan, Sekuan, Bakar, & Puteh, 2010).

In Improvement Conception, according to Zaimoglu (2013), students gain an opportunity

to improve their learning, and teachers try to change or improve their teaching methods
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through assessments. As mentioned previously, concerning External Attribution
Conception, Brown and Harris (2012) state that assessment deals with external objectives
such as questioning the quality of a school or predicting the future success of students both
in educational area and in finding employment in the marketplace. According to Brown et
al. (2009), students have no control over an external locus of control such as the school,
intelligence, and the future. Regarding External Attribution Conception, it will be better if
teachers make students like the idea of exam instead of teaching them how to deal with it.
If teachers understand how difficult is to be assessed and also they understand that
assessment determines students’ future, they will not only be facilitators for the students

but also this situation will take the anxiety of students away (Brown et al., 2009).

Brown and Harris (2012) state that assessment is nice and fun and also helps students
support each other, and this is related to Affective Benefit Conception. In Brown et al.’s
(2009) research, according to students, assessment is liked and fun, it is a benefit to the
classroom environment and improves the social climate of class. In the last conception,
Irrelevance, according to Brown and Harris (2012), assessment is irrelevant because it is
unfair to students and therefore unimportant. Brown and Hirschfeld (2008) state that
assessment can be considered to be irrelevant to students if considered bad or unfair.
According to Zaimoglu (2013), students are afraid of assessment and see it as a negative

part of their education.

In their study, Brown and Hirschfeld (2007) found that the conceptions that “assessment
makes students accountable and was beneficial for students loaded positively on
achievement, while the conceptions that assessment is fun and assessment is ignored had
negative loadings on achievement” (p. 63). The improvement purpose of assessment which
students use its results to see their level always renews and regulates itself. However, on
the other hand, students’ affect to school, their social life and negative thoughts can
influence their assessment results and cause some discordant conclusions (Brown et al.,
2009). At this point, it is also important to mention teachers’ conceptions of assessment, as

well as students’ conceptions of assessment.
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2.2.2. Teachers’ conceptions of assessment

Pajares (1992) states that “teachers’ attitudes about education--about schooling, teaching,
learning, and students--have generally been referred to as teachers’ beliefs” (p. 316).
According to Brown, G. T. L. (2004), teachers’ conceptions are not monotonous and
simple, but versatile and interconnected. Teachers’ assessment styles, which they use to
assess students’ level of knowledge, can show us that assessment types are not stated with
their goals and objectives. Moreover, teachers’ perceptions of what learning is and the
variety of assessment forms can be affected by concerns about keeping students’ attention

constant, collaboration and teachers’ control of classroom (Kahn, 2000).

Brown (2003) states that “the structure of the interrelationships of these conceptions
among a survey population of 525 New Zealand primary school teachers was analyzed
using a structural equation measurement model with good fit to the data, and four main
instructional conceptions were found” (p. 2). In other words, he points out that there is an
ongoing discussion about the use of assessments in schools. Some teachers argue that
assessments are useful, because they improve teacher quality and student learning.
However, if attachments are a final goal (the certification), and are not seen as a part of the
learning process, the use of assessments might be irrelevant. Brown, G. T. L. (2004) adds
that teachers’ conceptions of assessment “can be understood in terms of their agreement or
disagreement with four purposes to which assessment may be put, specifically, (a)
improvement of teaching and learning, (b) school accountability, (c) student
accountability, or (d) treating assessment as irrelevant” (p. 301). According to most
teachers, assessment is for improvement of teaching and learning and school

accountability.

Vandeyar and Killen (2007) put forward that these different conceptions of teachers lead to
different assessment practices. For example, educators who think that assessment is a
useful tool to collect information about basic decisions of learning and teaching use it as an
indispensable part of teaching. Besides, they stress the importance of formative rather than

summative assessment, often use different tools of assessment which are not formal, make
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learners take academic risks and appreciate not only good results but also effort and
working. They are also more likely to take responsibility of the learning process in
classrooms. Cizek, Rachor and Fitzgerald’s (1995) research demonstrates that there is great
diversity in teachers’ assessment viewpoints and practices. They state the following
regarding teachers’ varied perspectives and uses of classroom assessments: There are
different ways to assess students’ progress, different teachers use different methods but the
results of these various methods of assessment are the same. Why? Because all measure
the same things: progress in studying and behavior. The example is two types of
temperature measuring systems, Fahrenheit (America and Britain use) and Celsius (Europe
use) they are different systems but they both measure the same thing-temperature! So,
regardless the system of assessment all teachers measure the same thing and get the same

result.

Davis and Neitzel (2011) say that assessment depends on four characteristics: 1- How
effective and efficient feedback teachers give. 2- How often students use their cognitive
and metacognitive factors in learning process. 3- How they can work in group or
independently, and 4- How teachers realize the function of their daily assessment. Last of
all, Brown, G. T. L. (2004) stated that “teachers’ conceptions of assessment were general
and constant and clearly related to what are commonly seen as classroom assessment
tasks” (p. 312). The analyses in his study indicated ‘“the relative stability and
generalizability of teachers’ assessment conceptions regardless of school or teacher

demographic characteristics” (p. 312).

2.2.3. The relationship between teachers’ and students’ conceptions of assessment

According to Zaimoglu (2013), teachers may be influenced by their personal experience
while using assessment methods or teaching a topic in class, which is a condition that
affects the success of their students in assessments. Rodriguez (2004) states that
assessment influences students through the classroom assessment practices employed by
their teachers. In other words, in his research, he found that classroom assessment practices

were related to student performance and interacted in unique ways with student
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characteristics. In order for teachers to better respond to unforeseen circumstances in a
diverse classroom, they must have a repertoire of activities for such cases. In order to do
so, they need to better understand the nature of these circumstances, the pupil's
characteristics, and the demands of teachers and the elements of assessment (Rodriguez,
2004).

According to the interview results of the study of Brookhart and DeVoge (1999), teachers’
conceptions impact on their students, and students’ perceptions of their tasks come from
their teachers’ instructions. For example, improvement can, of course, “occur if the teacher
provides detailed remedial advice and the student follows it through” (Sadler, 1989, p.
142). In other words, students’ perceptions of assessment are often directly related to their
perceptions of their relationships with their teachers. Teacher tasks can be different from
the tasks that their students adopt. To have a valid test, teachers must alert students to
inconsistencies in information sources and align student and student assignments, taking
into account that students base their expectations on explicit and implicit task information
(Broekkamp, Van Hout-Wolters, Van den Bergh and Rijlaarsdam, 2004). Assessment
practices used in classroom are very important, and teachers use assessment as a tool to
support learning. Moreover, the purpose of assessment is not only showing how clever

students are.

2.3. Giftedness

Because the students participating in this study are gifted learners who attend the English
classes at BILSEM, the theoretical background of giftedness in general will be presented in

the following sections.

2.3.1. Definitions of giftedness

As Miller (2008) stated, although a comprehensible conception of giftedness has important
relevance for pedagogy, as it is around this conception that curricula, teaching practices,

and programming will be based (as cited in Tapper, 2012), there does not still appear to be

23



global agreement on the notion of giftedness. In other words, although there have been
numerous conceptions and definitions of giftedness across the literature over the years,
according to Dai (2010), being gifted or talented is, unusually, even more problematic

today. That is, the definitions of giftedness are still dissatisfying.

Kitano (1999) states that giftedness is genetic in origin, and, while perhaps not fully
evident at an early age, there will be some manifestation of giftedness when the individual
Is a young child (as cited in Reyes, 2004). According to Marland (1972), the initial United
Stated Department of Education definition of giftedness included six different areas: (a)
general intellectual ability, (b) specific academic aptitude, (c) creative or productive
thinking, (d) leadership ability, (e) visual and performing arts, and (f) psychomotor ability
(as cited in Easterly, 2001).

One of the most important definitions of giftedness in the field of gifted education belongs
to Renzulli. Renzulli’s (2012) Three-Ring Conception of Giftedness whose rationale is to
draw on the anticipated social roles of persons with high potential “attempts to portray the
main dimensions of human potential for creative productivity” (p. 153). His Three-Ring
Conception of Giftedness consists of three interacting traits or characteristics: (1) Above
Average Ability, which includes both general and specific performance areas and is “the
most constant of the rings”; (2) Task Commitment representing “a nonintellective cluster of
traits found consistently in creative productive individuals”; and (3) Creativity, a trait
which includes “curiosity, originality, ingenuity, and a willingness to challenge convention
and tradition” (p. 153). According to him, being gifted is related to intersection of three
groups of traits which help people to be gifted. In addition, giftedness is not a definite
position so no one can decide one has a giftedness gene or not. On the contrary, it is a
combination of developable traits and behaviors. Different kinds and levels of gifted
behaviors can be improved and observed in certain people at certain times and under

certain conditions.

Subotnik, Olszewski-Kubilius and Worrell (2011) define giftedness comprehensively as

follows: Giftedness is related to potential success and esteem. Psychosocial conditions
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affect the aspect of giftedness at every developmental stage. However, all of them can be
controlled, and they need to be changed on purpose. They also stress the following
concerning giftedness: Students’ intelligence depends on the outcome and other factors in

society. Family background also influences students’ talent.

2.3.2. Characteristics of the gifted

This section is presented to increase teachers’ knowledge of the gifted. Teachers,
especially classroom teachers must have knowledge of key characteristics of the gifted and
talented to ensure that gifted students are able to lead a productive life for humanity by

enabling them to transfer their giftedness and talents to life in the best way.

Gifted students may demonstrate very different characteristics from their peers. Experts
say that gifted children are curious, tenacious and meticulous. They love learning, and they
are motivated. Their memories are quite good so they can learn many things quickly.
Because of that, they want to get more knowledge. Their critical thinking skills are good,;
they always analyze knowledge and situations. They can focus easily and understand fast,
and they have the ability of working on their own. Gifted students can be bored easily, but
they can also involve in a topic deeply. They are mostly good at mathematics, science,
language arts and literature. They are very good at seeing and noticing the association.
They often think about the things which they have learnt and improve them. They may
have different and unusual interests. Some people can view them as nonconformists. They
mostly read and have a large knowledge. They prefer adult level books to read. Expressing
their ideas and discussing are not hard things to do for them (Meek, 1998). Kaur and
Meenu (2013) argue that gifted children are “the assets of incalculable value to the society.
But they are the forgotten students in the class. The teacher, generally, in regular classroom
cannot take care of gifted children along with the average and the below average” (p. 211).
New Mexico Public Education Department (2008) points out that many students who are
gifted feel isolated and may become alienated underachievers. Feelings of isolation can

increase when attention is given to them because of their giftedness.
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According to Szabos (1989), as it is seen in Table 4, differentiation must first be made
between the “bright child” and the “gifted learner.” Similarly, to Ispinar Ak¢ayoglu (2011),
“beside the common myths about giftedness among the general population, there are
misconceptions about the characteristics of gifted children among teachers, too. Many
teachers define the characteristics of a bright child when they are required to define the
gifted” (p. 20).

Table 4. Differences between bright child and gifted learner (as cited in Frost, 1996, p. 39)

Bright Child

Gifted Learner

Knows the answers

Is interested

Is attentive

Has good ideas

Works hard

Answers the questions
Top group

Listens with interest
Learns with ease

6-8 repetitions for mastery
Understands ideas
Enjoys Peers

Grasps the meaning
Completes assignments
Is receptive

Copies accurately
Enjoys school

Absorbs information
Technician

Good memorizer
Enjoys straightforward,
sequential presentation
Is alert

Is pleased with own learning

Asks the questions

Is highly curious

Is mentally and physically involved
Has wild, silly ideas

Plays around, yet tests well
Discusses in detail, elaborates
Beyond the group

Shows strong feelings and opinions
Already knows

1 -2 repetitions for mastery
Constructs abstractions

Prefers adults

Draws inferences

Initiates projects

Is intense

Creates a new design

Enjoys learning

Manipulates information

Inventor

Good guesser

Thrives on complexity

Is keenly observant

Is highly self-critical




2.3.2.1. Characteristics of gifted foreign language learners

Gifted foreign language learners may demonstrate a range of individual differences in
behaviour and learning. Faulkner (2003) says that gifted students of foreign languages
must have a certain level of competence, linguistically and communicatively, to interact
with native speakers. They must be sensitive and rather intuitive to notice small
differences. She goes on to say that these gifted foreign language learners may have a
number of skills and abilities, like the ability to understand new things, and language
talent. This helps them to make it easier to mentally process, understand and produce the
new language. According to Little (1990), the gifted foreign language learner seems to
know this: The most efficient learners will be those who can use the things they already
know in order to learn new things. They have developed some autonomy. They must be
autonomous to the point where they have enough independence, belief in their ability, and
self-confidence to be able to function in all the different social, psychological situations

that they will find themselves in (as cited in Faulkner, 2003).

Gifted students learn a foreign language according to their cognitive and social skills. They
have their own reasons for learning foreign languages, which is connected with their
motivation and their confidence give the best results for learning a foreign language. This
talent is used by gifted learners in a way that they create situations or opportunities to

speak, plan, monitor, and learn or to evaluate a foreign language (Faulkner, 2003).

2.3.3. The education of the gifted in Turkey

Firstly, in this section, the education of the gifted is presented in general and then in
Turkey. Dai (2010) stated that the field of gifted education started with “Lewis Terman’s
(1925) seminal study of children with high 1Q, and high 1Q has been a gold standard for
identifying the intellectually gifted for the last century” (p. 2). Kaur and Meenu (2013)
state that gifted and talented children are “those who are identified by professionally
qualified persons who by virtue of outstanding abilities are capable of high performance”

(p. 211). Therefore, according to Marland (1972), these are children who require
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differentiated educational programs and services beyond those that are normally provided
by the regular school program in order to realize their contribution to self and society (as
cited in Kaur & Meenu, 2013). There is a risk that we will never be able to benefit from
their abilities if gifted children cannot come up with an education model in which they can
show themselves and take advantage of their abilities during their educational life and
besides if they are not supported by their families and the environment. When gifted
children are identified early and have a chance to be educated with an education model in
which they can develop their abilities well, they will be able to put forth scientific and
artistic products in the future.

Gifted and talented students can use their brain more effectively and more efficiently, and
school should offer to these students the opportunity to develop their abilities in various
fields in order to develop the skills, to be able to apply them in other learning contexts. In
this way, schools will prepare young people for future, because the world of tomorrow is
an Information and Communication Technology (ICT) world, and the gifted children can
manage this future with their abilities (Kaur and Meenu, 2013). Christensen (2006) said
about gifted students that they learn through real experiences using intrinsic motivation,
feelings, cognition and student’s values, through developing their prior knowledge, skills
and strategies to be able to manage their own learning contexts, through structural variety
depending on the degree of abstraction, complexity, organization and subjects covered
necessary in the learning context and through freedom to choose topics, learning

experiences and work strategies.

In Turkey, based on standards for the assessment and identification of gifted learners
published by the Ministry of National Education General Directorate of Special Education
and Counseling Services, BILSEM still go on to employ a three-phase process:
nomination, screening, and selection and placement, however, from the 2014-2015

academic year, there have been several changes in the content of student selection phases.

In Nomination phase, from the 2016-2017 academic year, observation forms aimed to

identify gifted individuals are sent to primary schools every year, and classroom teachers
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only teaching at 1%, 2" and 3" grades (Note: While this process was only implemented in
4™ grades in the past, in 2014-2015 academic year, this process was implemented in 2", 3"
and 4™ grades, and in 2015-2016 academic year, this process was implemented in 1%, 2"
3" and 4™ grades.) are asked to nominate gifted children by using the student observation
forms including characteristic traits of gifted children according to the fields of general
mental, art and music ability. Students who fit within these categories are included in the
nomination process, and student observation forms are filled on e-school system and saved

to this system.

In Screening phase, the identification committee determines which students will proceed to
the second phase: screening. A two-stage process of screening is employed: Group
screening and individual screening. All students who are nominated for general mental,
artistic and musical ability for BILSEM take a group screening test on tablet computers
and on the basis of their performance on this test, the identification committee decides
which students will proceed to further screening. However, students who do not take the
group screening test cannot be taken into individual screening. After the group screening is
completed between specific dates, the national average are determined according to the
results of the ability areas, and the students who are entitled to individual screening are
announced on the internet site of ministry. After the results of group screening are
announced, students who score above the average are assessed individually according to

their ability areas (general mental, art, music).

In Selection/placement phase, students who score above the determined threshold as a
result of the tests implemented are placed in orientation education program. Once the
students finish the orientation program in which they are observed systematically, they are
accepted to the individual training in which they are taught subjects according to their
interests and abilities.

In Turkey, gifted students are not exposed to a challenging curriculum at their regular
schools looking to improve the performance of low achievers. Lacking academically

rigorous curricula, these gifted students fail to develop critical study skills or the
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perseverance to attain high achievement. Therefore, today, a differentiated education
program is implemented for gifted and talented students at BILSEM where they can study
after they score high enough on the test given then qualify for the gifted and talented

program provided to meet their specific needs.

BILSEM are independent special education institutions that have been opened to ensure
that talented pupils (in the field of art, music and general mental ability) studying at
primary school, middle school and high school will be aware of their individual abilities
and use them at the highest level by developing their capacities without disrupting their
education in formal education institutions. Today, there are 117 BILSEM in 81 cities in

Turkey, and around 36,000 students attend these Centers.

At BILSEM, project-based, interdisciplinary, enriched and differentiated educational
programs are implemented, and educational activities are organized in accordance with the
abilities of the students in order to realize original products, projects and productions. At
these Centers, there are five Training Programmes — Orientation, Support, Having students
realize their individual abilities, Developing special abilities and Project production and

management Training Programmes.

Students in the Centers receive project- and activity-based training in their non-school
hours in the direction of their interests and abilities. These trainings are offered with
interdisciplinary course content. In these Centers, students are able to study arts, literature,
drama, software, foreign language, leadership, mechatronics, astronomy and space
sciences, renewable and sustainable energy, aviation, intelligence games, thought
education, archeology, urban culture, and similar fields. Training services at these centers
are conducted as one-on-one and/or group training according to Individualized Training
Programs (ITP), which will be tailored to the performance and training needs of gifted
students. While the teaching programmes applied in the center are planned, all

development areas of gifted students are handled in unity in their education.
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The curricula implemented at the center are planned and student-centered so that they are
integrated with the curriculums of the formal education institutions they attend. Teaching
and learning activities provide students with the ability to gain high-level thinking skills. It
Is aimed to educate the students as individuals who use Turkish correctly, beautifully and
effectively. The educational process is carried out through a cooperation established
between the formal education institution, parents and the center where the student is
registered. Teachers provide more interesting lessons and projects at BILSEM, which can
encourage and support independent thinking of gifted students. Students are also provided
with scientific thinking habits and skills such as being analytical. At BILSEM, no action is
taken to measure academic achievement of students, no examinations are taken by them,
and no points or grades are used in assessment. Monitoring and evaluation are carried out
by using observation forms at each stage of the applied training programs. Besides,
program completion certificate is given to students who successfully complete the program

at the end of the program.

In content of the English activity book (2016 update) specifically designed and published
by Republic of Turkey Ministry of National Education General Directorate of Special
Education and Counseling Services for gifted learners studying in EFL classrooms at
BILSEM, there are subjects including extensive discussion topics rather than disjointed
independent units. The topics have been determined according to the interests of the
students. Through the activities in this book, guidance and directions are actively

conducted to enable the learner to recognize his/her qualifications and boundaries better.
2.3.3.1. Gifted foreign language learning

Some foreign language learners are more successful than others. They can remember
vocabulary easily, speak fluently, and they are more active in lessons, but language

learning is about being able to communicate so learners are often judged by their efficiency

and attitude in classroom (Faulkner, 2003).
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Gifted foreign language behaviour is no exception. Gardner (1983) thinks that linguistic
intelligence (how easily one learns language) is a separate talent in his Multiple
Intelligences model. One has linguistic intelligence if he can use spoken, written and sign
forms of a language, but it is together with other intelligences: logical-mathematical,
musical, bodily-kinesthetic, dimensional and so on (as cited in Faulkner, 2003).

To understand what a good foreign language learner is, we can determine what one learner
can do that is qualitatively better than another learner. Exploring the creative use of the
foreign language is more important because it is the most concrete indication of their
accomplished performance. Critically thinking about recent research into these attributes
should include the ways of assessment, interpreting objective tests and procedures which
can show teachers some behaviors characterized by learner characteristics. A test should
describe related behavior within a range of subsequent learner categories and also quantify

it numerically, in this way it can be more useful for teachers (Faulkner, 2003).

2.3.4. Assessing giftedness in schools

A study of Reyes (2004) revealed that gifted and talented assessment ought to be a
procedure utilizing information gathered after some time rather than a solitary test
implementation. Similarly, a study on giftedness by Bolig and Day (1993) indicated that
with larger data samples, the accuracy and identification of talent in individuals increased
(as cited in Reyes, 2004). Supporting this is the De Vita (2001) study, showing students
from diverse cultural backgrounds having gifts identified with multiple assessments at a

greater rate than without (as cited in Reyes, 2004).

A teacher should take into consideration students’ past experiences and their academic
performance in their native language while evaluating English language learners that may
be selected for the gifted and talented programs. Most of the gifted and talented students
cannot be known exactly because of their being bad at speaking English in this selection
process. Although it is easy to identify an unusual intelligence by using standardized

achievement tests and intelligence tests, there cannot be a clear identification of gifted and
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talented non-English speaking students because these tests are mostly available only in
English. Also, on the other hand, to be able to speak English well is not a clear sign of
being gifted and classifying students into groups according to their English level does not
result in bad performance for the program prepared for the gifted students (Reyes, 2004).

Students may not perform well on a given intelligence test in many cases even if they may
do very well in those areas that are measured by standardized assessment practices. Taking
this into account it may be a cautious, wise, sensible and logical approach for the school
counselor to adapt a different intelligence test. For instance, a non-verbal intelligence test
(language-free) may be more appropriate and more accurate to identify intelligence than a
verbal intelligence test. In other case, the decision may be made by a school counselor such
as retesting a student next year once again by implementing a different intelligence test.
For example, in New Mexico, the traditional assessment that identifies giftedness consists
of three main testing areas: intelligence, achievement and high-order thinking skills, such

as critical thinking and creativity (New Mexico Public Education Department, 2008).

Results of a successful diagnostic assessment provide curriculum planning. Norm-
referenced tests can show us the students who are more qualified than their peers. Non-
specific intelligence tests are still used in schools. They are valuable because they can
detect students who need more support. Some students may be defined according to their
teachers’ checklist or their parents can realise their capabilities. The high-order skills are
difficult to detect, but they are required for creative thinking. 1Q testing is not the only way
for assessing gifted students. Researchers think that intelligence tests which are mostly

related to the product, not the process cannot assess creativity (Faulkner, 2003).

Intelligence is a constant attribute and ability of getting results which are signs of future
potential. Definitions of intelligence are not exact, there are so many varieties. The use of
intelligence tests which assess only academic intelligence should be reviewed. In this way,
we can obtain a wider concept of giftedness because these tests are not specific enough to

assess some qualities, including creativity (Faulkner, 2003).
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3. METHODOLOGY

This chapter will give information on the pilot study, participants, data collection process,

data collection tools and data analysis.

3.1. Pilot Study

Before the main research, just to be able to understand whether the questionnaires SCoA
VI and TCoA-I11A were understood by the participants, a pilot study was conducted, and in
this study, a total of 40 students studying at Seker Elementary School and 32 English
language teachers teaching at different state schools in Burdur, Turkey completed the
questionnaires. The questionnaires TCoA-111A were distributed to the English language
teachers teaching at different state schools in Burdur. Participants were asked to complete
the questionnaire, and half an hour was given to them. Then the answered questionnaires
were collected by the researcher. The surveys were also e-mailed to some other English
language teachers working at state schools in different cities as well. The answers were
received via e-mail. The questionnaire was also uploaded to several groups on Facebook
which English language teachers use to share their innovative ideas on how to teach
English language better. Few people answered the questionnaire and sent them to the

researcher via e-mail.

In order to measure the reliability of the adapted questionnaire TCoA-IIIA, a pilot study
was conducted on 32 teachers. According to the results of the reliability analyses, the
Cronbach’s Alpha for the ‘assessment practices section’ in TCoA was obtained as .97, and
the Cronbach’s Alpha for the ‘statements section’ indicating teachers’ perceptions of
assessment in TCoA was obtained as .79. (The high reliability levels of these parts showed

that the translated form of the parts was understood by the participants.)

Also, in the pilot study, the questionnaires SCoA were distributed to the students studying
at Seker Middle School, Burdur. Participants were asked to complete the questionnaire,

and half an hour was given to them. Then the answered questionnaires were collected by
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the researcher. In order to measure the reliability of the adapted questionnaire SCoA, a pilot
study was conducted on 40 students. According to the results of the reliability analyses, the
Cronbach’s Alpha for the ‘statements section’ indicating students’ perceptions of
assessment in SCoA was obtained as .81, and the Cronbach’s Alpha for the ‘types of
assessment activities section’ in SCoA was obtained as .98. (The high reliability levels of

these parts showed that the translated form of the parts was understood by the participants.)

3.2. Participants

In the main research, the data were obtained from 61 English language teachers from 61
BILSEM and 75 English language learners at BILSEM in Burdur and Isparta, in Turkey.
The participants of the main research were 75 pupils, 37 girls and 38 boys, who were
enrolled in Burdur and Isparta BILSEM. The students, who were identified as gifted as a
result of the test scores they got from the group screening test and international
standardized tests, were attending Burdur and Isparta BILSEM and receiving English
lesson two hours per week. All of the students, whose ages ranged from 11 to 14, were
enrolled in state schools. The demographic information obtained by the survey questions is
presented in Tables 5, 6, 7, 8. The demographic information includes the independent

variables of this research.

Table 5. Distribution of the teacher participants’ gender

Gender Frequency (F) Percent (%)
Female 45 73.8
Male 16 26.2
Total 61 100.0

As stated in Table 5, 45 (73.8%) were female, and 16 (26.2%) were male participants of
the 61 participants.
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Table 6. Distribution of the student participants’ gender

Gender Frequency (F) Percent (%)
Female 37 49.3
Male 38 50.7
Total 75 100.0

It is observed in Table 6 that of the 75 participants, 37 (49.3%) were female, and 38
(50.7%) were male participants. There is almost equal number of female and male student

participants in this study.

Table 7. Distribution of the teacher participants’ years of teaching experience

Years of Teaching Experience Frequency (F) Percent (%)
Less than 2 2 3.3
Between 2 and 5 8 13.1
Between 6 and 10 14 23.0
More than 10 37 60.7
Total 61 100.0

In Table 7, it is seen that people participating in this study revealed the following years of
experience: 2 (3.3%) had less than 2 years of teaching experience, 8 (13.1%) had between
2 and 5 years of teaching experience, 14 (23.0%) had between 6 and 10 years of teaching

experience, and 37 (60.7%) had more than 10 years of teaching experience.

Table 8. Distribution of the teacher participants’ educational background

Educational Background Frequency (F) Percent (%)
Bachelor 29 475
Postgraduate Certificate 4 6.6
Postgraduate Diploma 5 8.2
Master 20 32.8
Doctor 3 4.9
Total 61 100.0
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Table 8 demonstrates the distribution of participants’ educational background. It is
observed that the highest degree of the participants ranged from the following: doctoral
level 3 (4.9%), postgraduate certificate level 4 (6.6%), postgraduate diploma level 5
(8.2%), master level 20 (32.8), and bachelor level 29 (47.5%).

3.3. Data Collection Process

Data was collected in the fall semester, 2016. The interviews were made in two months
period. The questionnaires SCoA were implemented to the students studying at Burdur and
Isparta BILSEM. Participants were asked to complete the questionnaire, and half an hour
was given to them. Then the answered questionnaires were collected by the researcher.
This process lasted two weeks at both Centers. The surveys TCoA-I11A were e-mailed to
English language teachers working at different BILSEM. The answers were received via e-
mail. The interviews with students were made in two months period. The interviews with

several teachers were made as well.

3.4. Data Collection Tools

Chamot, Barnhardt, EI-Dinary and Robbins (1999) suggested using more than one way to
collect data and collecting information on an ongoing basis. Therefore, in this study, both
quantitative and qualitative data collection tools were utilized to collect data. The
researcher adopted both quantitative and qualitative research methods to conduct his study.
According to Nunan (1995), by the help of these research methods, researchers classify,

analyze and interpret the information they gathered.
3.4.1. TCoA-llIA
In this study, to identify English teachers’ conceptions and opinions about the assessment

used in EFL classrooms at BILSEM, as a data collection method, a TCoA-IIIA originally
developed by Brown (2001-2003, 2008) and including three parts was used on receiving
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permission from Brown on 22" February, 2016 (See Appendix 1). The data collected from

the questionnaires was subjected to SPSS version 21.

According to Brown and Michaelides (2011), the TCoA-1I1A (Brown, 2006, 2008) is a
self-report multidimensional survey instrument designed to elicit teachers’ level of
agreement with four competing purposes of assessment (i.e., improvement, school
accountability, student accountability, and irrelevance). In addition to interpreting mean
scores for each of these four scales, the inventory allows for more complex interpretations
by examination of the inter correlations among the four scales and the paths to the

contributing 1st-order factors which make up the irrelevance and improvement scales.

The TCoA-IlIA by Brown (2001-2003, 2008) was as follows: In the first part, there was a
list of 12 assessment tools, and the teachers were asked to indicate the assessment tools
that they had in mind when they thought about assessment. In the second part, there were
27 statements to indicate teachers’ perceptions of assessment using a six-point Likert-type
rating scale, which were Strongly Disagree (1), Mostly Disagree (2), Slightly Agree (3),
Moderately Agree (4), Mostly Agree (5), and Strongly Agree (6). In the third part of it,
there were questions prepared by Brown in order to get the demographic information of the
participants. These questions also elicit the necessary information for the independent

variables (See Appendix A).

After conducting the survey on 61 participants the reliability analyses were administered
again. The results showed that both parts of the questionnaire had high level of reliability
with Cronbach’s Alpha of .95 for the ‘assessment practices part’ and Cronbach’s Alpha of
.87 for the ‘statements part’ indicating teachers’ perceptions of assessment. The adapted
questionnaire was also checked by a lecturer from Department of Foreign Language
Education and several English language teachers working at different state schools. The

original form of this questionnaire is in English (See Appendix A).
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3.4.2. SCoA-VI

In this study, to identify English language learners’ perceptions and opinions concerning
assessment and evaluation processes that they exposed to in EFL classrooms at BILSEM,
as a data collection method, a SCoA-VI developed by Brown (2008) and including three
parts was used on receiving permission from Brown on 24th February, 2016. According to
Brown and Harris (2012), the SCoA-VI elicits attitudes towards four beliefs (assessment:
improves teaching and learning, measures external factors, has affective impact/benefit, is

irrelevant).

The SCoA-VI by Brown (2008) was as follows: In the first part, there were questions
prepared by Brown in order to get the demographic information of the participants. These
questions also elicit the necessary information for the independent variables (See Appendix
B). In the second part, there were 33 statements to indicate students’ perceptions of
assessment using a six-point Likert-type rating scale, which were Strongly Disagree (1),
Mostly Disagree (2), Slightly Agree (3), Moderately Agree (4), Mostly Agree (5), and
Strongly Agree (6). In the third part of it, there was a list of 12 types of assessment
activities, and the students were asked to indicate the kinds or types of assessment
activities that came to their mind when they thought of the word ‘assessment’. In order to
be understood by all students taking this survey, the questionnaire was adapted and
translated into Turkish by the researcher, and the translated questionnaire was also checked
by several language experts. The original form of this questionnaire is in English (See
Appendix B & C).

After conducting the survey on 75 participants the reliability analyses were administered
again. The results showed that both parts of the questionnaire had high level of reliability
with Cronbach’s Alpha of .77 for the ‘statements part’ indicating students’ perceptions of
assessment and Cronbach’s Alpha of .82 for the ‘types of assessment activities part’. The

data collected from the questionnaires was subjected to SPSS version 21.
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3.4.3. Interviews

The researcher performed semi-structured interviews including 8 questions with 5 teachers
to better understand their views (See Appendix D). Also, as data collection methods for
students’ opinions, semi-structured interviews including 11 questions were held with 27
students studying at Burdur and Isparta BILSEM, and open-ended questions were asked to
these students on receiving permission from Burdur and Isparta National Education
Directorates to conduct the interviews at these BILSEM (See Appendix E, F, & H). In the
literature, the interview is deemed as an efficient means to have deeper insights into
someone’s experiences, opinions (Lambert, 2012). The interview questions were checked
by several language experts. The participants were provided with the interview questions
just before the interviews. With the intention that participants can comfortably express
their ideas, the language of the interviews was either English or Turkish depending on the
participants’ preference. Audio-recording technique was used, and the recordings were

transcribed.

After the audio files were transcribed, a peer review was conducted in order to sustain
sound credibility and reliability. Regarding peer review, Creswell and Miller (2000)
claimed that a peer reviewer provides support, plays devil’s advocate, challenges the
researchers’ assumptions and pushes the researchers to the next step methodologically, and
asks hard questions about method and interpretations. In this study, the type of peer review
Is open review. That is, two colleagues of the researcher made reviews on the data obtained
from the interviews made and gave the researcher recommendations as a reference, and
both the reviewers and researcher were familiar with each other during the peer review
process. Moreover, the data collected was peer-reviewed by two independent language
experts in the same field. They read, checked, and gave their opinions about the data that
was collected by the researcher working in the same subject area as them via interviews.
Thus, the researcher added new dimensions and qualifications to his ideas and comments

related to the data that he collected and made clearer comments about the data in this way.
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3.5. Data Analysis

The data collected from the questionnaires was subjected to SPSS version 21. In order to
get results for the independent variables, Frequency analyses were done. To find out the
results in order to answer the research questions, Independent Samples T-test, One-way

ANOVA and Pearson Correlation analysis were used.

Independent Samples T-test was conducted in order to find out the differences related to
gender, since there are two grouping variables. However, since there are more grouping
variables for years of teaching experience, educational background, One-way ANOVA was
done to find out the relationship between dependent variables according to these
independent ones. To look at the relationship among the four components of TCoA-IIIA,

and the four components of SCoA-VI, Correlation analysis was used.
Lastly, the qualitative data collected from the interviews and open-ended questions was

subjected to a peer review. In peer review, the open review technique was used to examine

the qualitative data in this study.
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4. RESULTS

The purpose of this study was to investigate the conceptions of BILSEM English language
teachers and learners regarding assessment in EFL classrooms both quantitatively and
qualitatively. This study also investigated the effects of the factors such as teachers’
gender, years of teaching experience, education levels and students’ gender on their
conceptions of assessment. The research questions for the study were:

1. What are the BILSEM English language teachers’ perceptions of assessment in terms of’
School Accountability, Student Accountability, Improvement, and Irrelevance?

a. Is there a significant difference in teachers’ perceptions of assessment according to their
gender?

b. Is there a significant difference in teachers’ perceptions of assessment according to years
of teaching experience?

c. Is there a significant difference in teachers’ perceptions of assessment according to their
educational background?

2. What is the relationship among the four components of TCoA-111A?

3. What types of assessment practices do the BILSEM English language teachers choose?
4. What are the English language learners’ perceptions of assessment in EFL classrooms at
BILSEM in terms of; Accountability (School Accountability, Student Accountability),
Affect/Benefit (Class Environment, Personal Enjoyment), Improvement (Student
Improvement, Teacher Improves Learning), Irrelevance (Bad, Ignore)?

a. Is there a significant difference in students’ perceptions of assessment according to their
gender?

5. What is the relationship among the four components of SCoA-V1?

6. What are the Burdur and Isparta BILSEM English language learners’ choices of

assessment practices?
This study investigated both students' conceptions and their teachers' conceptions

regarding assessment. The results are organized into two components in this chapter:

quantitative and qualitative.
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4.1. Quantitative Component Analysis

The first part of this study is quantitative. This part of the study has been conducted to
address the research questions as well as the sub-questions associated with these research
questions.

4.1.1. Results of the teachers’ perceptions of assessment

This section presents the BILSEM English language teachers’ perceptions of assessment in

terms of: Improvement, School Accountability, Student Accountability, and Irrelevance.
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Table 9. Factors of conceptions (Brown, 2004, 2007)

Factor Item Statement of conceptions of assessment
Improvement 3 Assessment is a way to determine how much
students have learned from teaching
4 Assessment provides feedback to students
about their performance
5 Assessment is integrated with teaching practice
6 Assessment results are trustworthy
12 Assessment establishes what students have learned
13 Assessment feeds back to students their learning needs
14 Assessment information modifies ongoing
teaching of students
15 Assessment results are consistent
21 Assessment measures students’ higher order
thinking skills
22 Assessment helps students improve their learning
23 Assessment allows different students to get
different instruction
24 Assessment results can be depended on
School Accountability 1 Assessment provides information on how well
schools are doing
10 Assessment is an accurate indicator of a school’s quality
19 Assessment is a good way to evaluate a school
Student Accountability 2 Assessment places students into categories
11 Assessment is assigning a grade or level to student work
20 Assessment determines if students meet
qualifications standards
Irrelevance 7 Assessment forces teachers to teach in a way
against their beliefs
8 Teachers conduct assessments but make little
use of the results
9 Assessment results should be treated
cautiously because of measurement error
16 Assessment is unfair to students
17 Assessment results are filed & ignored
18 Teachers should take into account the error and
imprecision in all assessment
25 Assessment interferes with teaching
26 Assessment has little impact on teaching
27 Assessment is an imprecise process

According to the study of Brown (2007), the improvement conception had four
contributing factors (i.e., assessment describes student learning, assessment is valid,
assessment improves student learning, and assessment improves teaching). Irrelevance had
three contributing factors (i.e., assessment is unfair, assessment is ignored, and assessment
Is inaccurate). Student accountability and school accountability conceptions included
single factors. Table 10 shows the BILSEM English language teachers’ perceptions of

assessment in terms of Improvement.

44



Table 10. Items related to improvement

Items

Frequencies

Percentages (%)

3.Assessment is a
way to determine
how much students
have learned from
teaching
4,Assessment
provides feedback
to students about
their performance
5.Assessment is
integrated with
teaching practice
6.Assessment
results are
trustworthy
12.Assessment
establishes what
students have
learned
13.Assessment
feeds back to
students their
learning needs
14.Assessment
information
modifies ongoing
teaching of
students
15.Assessment
results are
consistent
21.Assessment
measures students’
higher order
thinking skills
22.Assessment
helps students
improve their
learning
23.Assessment
allows different
students to get
different
Instruction
24.Assessment
results can be
depended on

SD MD SA MA

1 4 7
0 1 6
0 2 6
2 8 16
1 2 13
0 2 7
0o 2 12
2 9 21
1 11 17
1 1 13
3 7 15
1 3 20

13

12

15

23

23

20

22

18

20

21

20

17

MA SA
20 16
23 19
22 16
11 1
18 4
16 16
19 6
9 2
10 2
15 10
11 5
16 4

SD MD SA MA MA SA
16 6.6 115 213 328 26.2

33 131

16 33

0 33

0 33

3.3 14.8

1.6 18.0

16 1.6

49 115

16 49

9.8 19.7 37.7 311

9.8 246

26.2 37.7

21.3 377

11.5 328

19.7 36.1

34.4 29.5

279 32.8

21.3 344

246 32.8

32.8 27.9

36.1 26.2

18.0 1.6

295 6.6

26.2 26.2

311 98

148 3.3

164 3.3

246 16.4

18.0 8.2

26.2 6.6

SD= Strongly Disagree
MA= Moderately Agree

MD= Mostly Disagree
MA= Mostly Agree
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As Table 10 presents, items 3, 4, 5, 6, 12, 13, 14, 15, 21, 22, 23, and 24 are related to
Improvement Conception. Table 10 shows that 32.8% of the teachers mostly agreed, and
26.2% of the teachers strongly agreed with Item 3. It means that 59.0% of the teachers use
assessment as one of the ways to determine how much students have learned from
teaching. Likewise, 37.7% of the teachers mostly agreed, and 31.1% of the teachers
strongly agreed with Item 4, and 26.2% of the teachers mostly agreed, and 26.2% of the
teachers strongly agreed with Item 13. These two items are related to feedback to students,
and it can be said that for the majority of the participants, assessment is important as a
means of feedback. In addition to this, the item that was mostly (36.1%) and strongly
(26.2%) agreed by the participants was Item 5. As it is understood, 62.3% of the teachers

see assessment as an integrated process with teaching practice.

The items that were moderately agreed by the participants were Item 6, 12, 14, 15, 22, 23,
24. Among these items, item 6, 15, and 24 are related to assessment results, and 37.7% of
the teachers moderately agreed with Item 6, 29.5% of the teachers moderately agreed with
Item 15, and 27.9% of the teachers moderately agreed, and 26.2% of the teachers mostly
agreed with Item 24. These percentages of agreement showed that assessment results are
perceived as trustworthy, consistent and can be depended on according to most of the

teachers.

Item 12 was moderately agreed by 37.7% of the teachers and mostly agreed by 29.5% of
the teachers. Similarly, 36.1% of the teachers moderately agreed, and 31.1% of the
teachers mostly agreed with Item 14, 34.4% of the teachers moderately agreed, and 24.6%
of the teachers mostly agreed with Item 22, and 32.8% of the teachers moderately agreed
with Item 23. These items indicated that assessment establishes what students have
learned, assessment information modifies ongoing teaching of students, assessment helps
students improve their learning, and assessment allows different students to get different

instruction.
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The item that was mostly disagreed (18.0%) by the participants was Item 21. According to
the participants, assessment does not measure students’ higher order cognitive skills, such

as analyzing and evaluating.

Table 11 shows the BILSEM English language teachers’ perceptions of assessment in

terms of School Accountability.

Table 11. Items related to school accountability

Items Frequencies Percentages (%)

SO MD SA MA MA SA SO MD SA MA MA SA

1.Assessment O 5 13 18 19 6 0 82 213 295 311 98
provides

information on

how well

schools are

doing

10.Assessment 10 6 14 22 9 0 16.4 9.8 23.0 36.1 148 O
is an accurate

indicator of a

school’s

quality

19.Assessment 5 11 15 24 6 0 8.2 180 246 393 98 O
is a good way
to evaluate a

school

As itis seenin Table 11, Items 1, 10, and 19 are related to School Accountability. It can be

seen that 29.5% of the teachers moderately agreed, and 31.1% of the teachers mostly
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agreed with the Item 1. It demonstrated that 60.6% of the teachers supported the idea that

assessment provides information about how well schools do.

23.0% of the teachers slightly agreed, and 36.1% of the teachers moderately agreed but

16.4% of the teachers strongly disagreed with Item 10. It indicates that on the one hand,

59.1% of the teachers partially approve the idea that assessment is an accurate indicator of

a school’s quality, but on the other hand, on the contrary with this conception, 16.4% of the

teachers do not see assessment as an accurate indicator of a school’s quality. Item 19 was

slightly agreed by 24.6% of the teachers and moderately agreed by 39.3% of the teachers.

It shows that 63.9% of the teachers see assessment as a good way to evaluate schools.

Table 12 reveals the BILSEM English language teachers’ perceptions of assessment in

terms of Student Accountability.

Table 12. Items related to student accountability

Items Frequencies Percentages (%)
SD MD SA MA MA SA SD MD SA MA MA SA
2.Assessment 3 7 9 24 13 5 49 115 148 393 21.3 8.2

places students

into categories

11.Assessment 2 9 10 23 16 1 3.3
is assigning a

grade or level

to student

work

20.Assessment 1 8 18 22 10 2 1.6
determines if

students meet

qualifications

standards

148 16.4 37.7 26.2 1.6

13.1 295 36.1 164 3.3
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As it is seen from the table, Items 2, 11, and 20 are related to Student Accountability. Item
2 was moderately agreed by 39.3% of the teachers and mostly agreed by 21.3% of the
teachers. Similarly, 37.7% of the teachers moderately agreed, and 26.2% of the teachers
mostly agreed with the Item 11. Besides, 29.5% of the teachers slightly agreed, and 36.1%
of the teachers moderately agreed with the Item 20.

Table 13 reveals the BILSEM English language teachers’ perceptions of assessment in

terms of Irrelevance.

Table 13. Items related to irrelevance

Items Frequencies Percentages (%)
SD MD SA MA MA SA SD MD SA MA MA SA
7.Assessment 4 10 20 15 10 2 6.6 164 328 246 164 33

forces teachers

to teach in a way

against their beliefs

8.Teachers 4 8 16 17 14 2 6.6 13.1 26.2 27.9 23.0 33
conduct

assessments but

make little use

of the results

9.Assessment 0 2 11 13 17 18 0 33 180 213 279 295
results should be

treated cautiously

because of

measurement error

16.Assessment 11 25 11 7 4 3 18.0 41.0 18.0 115 6.6 4.9
is unfair to students

17.Assessment 5 14 14 17 9 2 8.2 23.0 23.0 279 148 3.3
results are filed

& ignored

18.Teachers 0 3 12 11 21 14 0 49 19.7 18.0 34.4 23.0
should take into

account the error

and imprecision

in all assessment

25.Assessment 4 4 14 25 10 4 6.6 6.6 23.0 41.0 164 6.6
interferes with

teaching

26.Assessment 17 18 12 11 3 0 27.9 295 19.7 180 49 O
has little impact

on teaching

27.Assessment 7 14 21 11 5 3 115 23.0 34.4 18.0 8.2 4.9
is an imprecise

process
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As Table 13 presents, items 7, 8, 9, 16, 17, 18, 25, 26, and 27 are related to Irrelevance
Conception. Table 13 shows that 32.8% of the teachers slightly agreed, and 24.6% of the
teachers moderately agreed with Item 7. Similarly, 26.2% of the teachers slightly agreed,

and 27.9% of the teachers moderately agreed with the Item 8.

Item 9 was mostly agreed by 27.9% of the teachers and strongly agreed by 29.5% of the
teachers. Likewise, 34.4% of the teachers mostly agreed, and 23.0% of the teachers
strongly agreed with Item 18. As it is understood, 57.4% of the teachers agree that
assessment results should be treated cautiously because of measurement error, and teachers

should take into account the error and imprecision in all assessment.

The item that was mostly disagreed (41.0%) by the participants was Item 16. It indicates
that the participants disapprove the idea that assessment is unfair to students. Similarly,
29.5% of the learners mostly disagreed, and 27.9% of them strongly disagreed with Item
26. 23.0% of the teachers slightly agreed, and 27.9% of the teachers moderately agreed but
23.0% of the teachers mostly disagreed with Item 17. It indicates that on the one hand,
50.9% of the teachers partially approve the idea that assessment results are filed & ignored,
but on the other, on the contrary with this conception, 23.0% of the teachers think that

assessment results are not filed and ignored.

Item 25 was slightly agreed by 23.0% of the teachers and moderately agreed by 41.0% of
the teachers. This result demonstrates that the teachers believe assessment interferes with
teaching. Item 27 indicated that 23.0% of the teachers mostly disagreed, and 11.5% of
them strongly disagreed while 34.4% of the teachers slightly agreed, and 18.0% of the

teachers moderately agreed with Item 27.

4.1.1.1. Teachers’ perceptions of assessment according to their gender

First, the results of Independent-Samples T-Test for Improvement Factor are presented in
Table 14. The results demonstrate that there is not a significant difference (p=.58) between

the teachers’ improvement perceptions according to their gender, p>.05, and both groups
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have high levels of perceptions of improvement factor since their means (X) are closer to

the highest score 6.

Table 14. T-Test results for perceptions of improvement factor according to gender

Gender N X SD df t p
Female 45 4.09 0.67 19.49 -.54 0.58
Male 16 4.25 1.05

Second, the results of Independent-Samples T-Test for School Accountability Factor are
given in Table 15. The results indicate that there is not a significant difference (p=.13)
between the teachers’ school accountability perceptions according to their gender, p>.05.

Table 15. T-Test results for perceptions of school accountability factor according to gender

Gender N X SD df t p
Female 45 3.42 0.94 59 -1.53 0.13
Male 16 3.85 1.01

Third, the results of Independent-Samples T-Test for Student Accountability Factor are
presented in Table 16. The results show that there is not a significant difference (p=.63)

between the teachers’ student accountability perceptions according to their gender, p>.05.

Table 16. T-Test results for perceptions of student accountability factor according to

gender

Gender N X SD df t p
Female 45 3.77 0.69 18.65 0.47 0.63
Male 16 3.62 1.21

Lastly, the results of Independent-Samples T-Test for Irrelevance Factor are given in Table
17. The results show that there is not a significant difference (p=.21) between the teachers’
irrelevance perceptions according to their gender, p>.05.
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Table 17. T-Test results for perceptions of irrelevance factor according to gender

Gender N X SD df t p
Female 45 3.53 0.69 59 1.26 0.21
Male 16 3.27 0.75

4.1.1.2. Teachers’ perceptions of assessment according to their years of teaching

experience

First, the results of ANOVA analysis for Improvement Factor are shown on Tables 18 and
19. These tables reveal that there is not a significant difference (p=.60) in the teachers’
improvement perceptions according to their years of teaching experience, F (3, 57) = 0.61,
p>.05.

Table 18. Descriptive statistics for teachers’ perceptions of improvement factor

Years of Teaching Experience N X SD

Less than 2 2 4.16 0.94
Between 2 and 5 8 4.38 0.56
Between 6 and 10 14 4.26 0.77
More than 10 37 4.02 0.83
Total 61 4.13 0.78

Table 19. ANOVA results for perceptions of improvement factor according to teachers’ years of

teaching experience

Source of Variance Sum of Squares df Mean Square F p
Between Groups 1.16 3 0.38 0.61 0.60
Within groups 35.93 57 0.63

Total 37.09 60

Tables 18 and 19 also demonstrate that although there is not a significant relationship
(p=.60) between groups, participants have high levels of perceptions of improvement

factor since the means of their answers (X) are close to the highest score 6.
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Second, the results of ANOVA analysis for School Accountability Factor are shown on
Tables 20 and 21. These tables reveal that there is not a significant difference (p=.83) in
the teachers’ school accountability perceptions according to their years of teaching
experience, F (3, 57) = 0.29, p>.05.

Table 20. Descriptive statistics for teachers’ perceptions of school accountability factor

Years of Teaching Experience N X SD

Less than 2 2 4.16 0.23
Between 2 and 5 8 3.54 0.75
Between 6 and 10 14 3.54 0.86
More than 10 37 3.49 1.08
Total 61 3.53 0.97

Table 21. ANOVA results for perceptions of school accountability factor according to

teachers’ years of teaching experience

Source of Variance  Sum of Squares df Mean Square F p
Between Groups 0.85 3 0.28 0.29 0.83
Within groups 56.31 57 0.98

Total 57.17 60

Third, the results of ANOVA analysis for Student Accountability Factor are shown on
Tables 22 and 23. These tables reveal that there is not a significant difference (p=.41) in

the teachers’ student accountability perceptions according to their years of teaching
experience, F (3, 57) =0.97, p>.05.

Table 22. Descriptive statistics for teachers’ perceptions of student accountability factor

Years of Teaching Experience N X SD
Less than 2 2 3.66 0.00
Between 2 and 5 8 3.91 0.75
Between 6 and 10 14 3.40 0.95
More than 10 37 3.82 0.84
Total 61 3.73 0.85
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Table 23. ANOVA results for perceptions of student accountability factor according to

teachers’ years of teaching experience

Source of Variance ~ Sum of Squares df Mean Square F p
Between Groups 2.12 3 0.70 0.97 0.41
Within groups 41.45 57 0.72

Total 43.58 60

Lastly, the results of ANOVA analysis for Irrelevance Factor are shown on Tables 24 and
25. These tables reveal that there is not a significant difference (p=.79) in the teachers’
irrelevance perceptions according to their years of teaching experience, F (3, 57) = 0.34,
p>.05.

Table 24. Descriptive statistics for teachers’ perceptions of irrelevance factor

Years of Teaching Experience N X SD

Less than 2 2 3.66 0.78
Between 2 and 5 8 3.23 0.50
Between 6 and 10 14 3.48 0.72
More than 10 37 3.49 0.76
Total 61 3.46 0.71

Table 25. ANOVA results for perceptions of irrelevance factor according to teachers’ years

of teaching experience

Source of Variance Sum of Squares df Mean Square F p
Between Groups 0.54 3 0.18 0.34 0.79
Within groups 30.11 57 0.52

Total 30.65 60
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4.1.1.3. Teachers’ perceptions of assessment according to their educational

background

First, the results of ANOVA analysis for Improvement Factor are shown on Tables 26 and
27. These tables reveal that there is not a significant difference (p=.54) in the teachers’

improvement perceptions according to their educational background, F (4, 56) = 0.78,
p>.05.

Table 26. Descriptive statistics for teachers’ perceptions of improvement factor

Educational Background N X SD

Bachelor 29 4.10 0.90
Postgraduate Certificate 4 4.45 0.49
Postgraduate Diploma 5 3.63 0.60
Master 20 421 0.72
Doctor 3 4.33 0.28
Total 61 4.13 0.78

Table 27. ANOVA results for perceptions of improvement factor according to teachers’

educational background

Source of Variance  Sum of Squares df Mean Square F p
Between Groups 1.96 4 0.49 0.78 0.54
Within groups 35.13 56 0.62

Total 37.09 60

Tables 26 and 27 also indicate that although there is not a significant relationship (p=.54)
between groups, participants have high levels of perceptions of improvement factor since

the means of their answers (X) are close to the highest score 6.

Second, the results of ANOVA analysis for School Accountability Factor are shown on

Tables 28 and 29. These tables reveal that there is not a significant difference (p=.40) in
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the teachers’ school accountability perceptions according to their educational background,
F (4, 56) = 1.01, p>.05.

Table 28. Descriptive statistics for teachers’ perceptions of school accountability factor

Educational Background N X SD

Bachelor 29 3.43 1.06
Postgraduate Certificate 4 4.16 0.63
Postgraduate Diploma 5 3.00 0.81
Master 20 3.70 0.86
Doctor 3 3.44 1.26
Total 61 3.53 0.97

Table 29. ANOVA results for perceptions of school accountability factor according to

teachers’ educational background

Source of Variance Sum of Squares df Mean Square F p
Between Groups 3.87 4 0.96 1.01 0.40
Within groups 53.29 56 0.95

Total 57.17 60

Third, the results of ANOVA analysis for Student Accountability Factor are shown on
Tables 30 and 31. These tables reveal that there is not a significant difference (p=.75) in

the teachers’ student accountability perceptions according to their educational background,

F (4, 56) = 0.48, p>.05.

Table 30. Descriptive statistics for teachers’ perceptions of student accountability factor

Educational Background N X SD

Bachelor 29 3.68 0.93
Postgraduate Certificate 4 4.25 0.68
Postgraduate Diploma 5 3.60 0.68
Master 20 3.70 0.80
Doctor 3 4.00 1.00
Total 61 3.73 0.85
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Table 31. ANOVA results for perceptions of student accountability factor according to

teachers’ educational background

Source of Variance ~ Sum of Squares df Mean Square F p
Between Groups 1.44 4 0.36 0.48 0.75
Within groups 42.13 56 0.75

Total 43.58 60

Lastly, the results of ANOVA analysis for Irrelevance Factor are shown on Tables 32 and
33. These tables reveal that there is not a significant difference (p=.16) in the teachers’

irrelevance perceptions according to their educational background, F (4, 56) = 1.68, p>.05.

Table 32. Descriptive statistics for teachers’ perceptions of irrelevance factor

Educational Background N X SD

Bachelor 29 3.47 0.70
Postgraduate Certificate 4 4.05 0.61
Postgraduate Diploma 5 3.24 0.65
Master 20 3.30 0.68
Doctor 3 4.07 0.94
Total 61 3.46 0.71

Table 33. ANOVA results for perceptions of irrelevance factor according to teachers’
educational background

Source of Variance ~ Sum of Squares df Mean Square F p
Between Groups 3.29 4 0.82 1.68 0.16
Within groups 27.35 56 0.48

Total 30.65 60

4.1.2. Correlations among the four components of TCoA-I11A

As it is seen in Table 34, this section presents the relationship among the four components

of TCoA-IllA called as Improvement, School Accountability, Student Accountability, and
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Irrelevance. Pearson Correlation analysis was implemented to reveal the relationship

between these four components.

Table 34. Correlation results for teachers’ perceptions of assessment

IMP SCHACC STUDACC IRR
Pearson Correlation 1 T1** A5** .03
IMP Sig. (2-tailed) .00 .00 .78
N 61 61 61 61
Pearson Correlation J1F* 1 A6** .03
SCHACC  Sig. (2-tailed) .00 .00 .83
N 61 61 61 61
Pearson Correlation 45 A46** 1 32*
STUDACC  Sig. (2-tailed) .00 .00 .01
N 61 61 61 61
Pearson Correlation .03 .03 .32* 1
IRR Sig. (2-tailed) .78 .80 .01
N 61 61 61 61

**_Correlation is significant at the 0.01 level (2-tailed).

*. Correlation is significant at the 0.05 level (2-tailed).

IMP= IMPROVEMENT SCHACC= SCHOOL ACCOUNTABILITY
STUDACC= STUDENT ACCOUNTABILITY IRR=IRRELEVANCE

Table 34 presents correlations among four components of the BILSEM English language
teachers’ perceptions of assessment. In Table 34, it is observed that all correlations among
components are in positive direction. The table demonstrates that there is a strong, positive
and significant correlation between Improvement and School Accountability in perceptions
of assessment, r= 0.71, p<0.01. The correlation between Improvement and Student
Accountability is moderate, positive and significant, r= 0.45, p<0.01. However, the
correlation between Improvement and Irrelevance is so poor, and there is not a significant

difference between these components, r=0.03, p>0.05.
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There is a moderate, positive and significant correlation between School Accountability
and Student Accountability, r= 0.46, p<0.01. However, the correlation between School
Accountability and Irrelevance is so poor, and there is not a significant difference between
these components, r= 0.03, p>0.05. Lastly, the correlation between Student Accountability
and Irrelevance is poor, but there is a significant difference between these components, r=
0.32, p<0.05.

4.1.3. Results of the teachers' perceptions of assessment practices

As it is seen in Table 35, this section presents the BILSEM English language teachers’
perceptions of assessment practices. The teachers were asked to answer the following
question: What types of assessment practices do you have in mind and choose when you
think about assessment? (Unplanned Observation, Oral Question & Answer, Planned
Observation (e.g., Running Record, Checklist), Student Written Work (e.g., activity sheets,
spelling or math facts), Marked Homework, Student Self or Peer Assessment,
Conferencing, Portfolio / Scrapbook, Teacher Made Written Test, Standardized Test, Essay
Test, and 1-3 Hour Examination)
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Table 35. Teachers’ perceptions of assessment practices

Assessment Practices Frequency Percentage (%)
Unplanned Observation 33 54
Oral Question & Answer 46 75
Planned Observation 46 75

(e.g., Running Record, Checklist)

Student Written Work (e.g., 50 82
activity sheets, spelling or math

facts)

Marked Homework 26 43
Student Self or Peer Assessment 44 72
Conferencing 12 20
Portfolio / Scrapbook 44 72
Teacher Made Written Test 32 52
Standardised Test 32 52
Essay Test 21 34
1-3 Hour Examination 19 31

Table 35 demonstrates that Student Written Work (e.g., activity sheets, spelling or math
facts) (82%), Oral Question & Answer and Planned Observation (e.g., Running Record,
Checklist) (75%), Student Self or Peer Assessment and Portfolio / Scrapbook (72%),
Unplanned Observation (54%), and Teacher Made Written Test and Standardized Test
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(52%) are the types of assessment practices commonly preferred by the teachers to assess
their students’ language performances in their classes. However, Conferencing (20%) is

the least preferred assessment practice that is used by the teachers in their classes.

4.1.3.1. Results of the teachers' choices of types of assessment and assessment

practices

In the last part of the survey, the researcher asked the BILSEM English language teachers
five multiple choice questions aiming to learn their choices of daily assessment types and
assessment practices that they generally use in their classes (See Appendix G). More
specifically, the teachers were asked to answer the following questions: Do you use the
alternative assessment methods, such as self- and peer-assessment, portfolio assessment,
etc. properly and effectively to judge your students' English knowledge or to learn whether
they understand the topic or not in your classes at BILSEM?, How are your students'
reactions to the alternative assessment methods used to assess them in English classes at
BILSEM?, Which assessment type is more effective for your students’ gaining four
language skills in English? Traditional or alternative assessment or both of them?, Which
assessment type(s) is/are more effective for your students’ gaining critical thinking skills
and creativity?, and Which assessment method(s) do you prefer and implement in your
classes? These multiple choice questions were asked in order to make the results elicited

through the first and second part of the questionnaire more specific.

As it is clearly seen, related to the first question “Do you use the alternative assessment
methods, such as self- and peer-assessment, portfolio assessment, etc. properly and
effectively to judge your students' English knowledge or to learn whether they understand
the topic or not in your classes at BILSEM?”, Table 36 presents the results of whether the

teachers use the alternative assessment methods in their classes.
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Table 36. Teachers' choices of alternative assessment methods

Answers Frequency Percentage (%)
Yes 33 54.1
No 1 1.6
Partly 25 41.0
| do not use any 2 3.3

alternative assessment
methods in my classes

I am not sure 0 0

Table 36 demonstrates that most of the teachers use the alternative assessment methods,
such as self- and peer-assessment, portfolio assessment, etc. properly and effectively to
judge their students' English knowledge or to learn whether they understand the topic or
not in their classes at BILSEM (54.1% yes, 41.0% partly).

As it is clearly seen, related to the second question “How are your students' reactions to the
alternative assessment methods used to assess them in English classes at BILSEM?”, Table
37 presents the results of students' reactions to the alternative assessment methods used to

assess them in English classes at BILSEM.

Table 37. Students' reactions to the alternative assessment methods

Answers Frequency Percentage (%)
Positive 43 70.5
Negative 3 4.9
Neutral 15 24.6

Table 37 indicates that reaction of most of the students to the alternative assessment

methods used to assess them in English classes at BILSEM is positive (70.5% positive).

As it is clearly seen, related to the third question “Which assessment type is more effective

for your students’ gaining four language skills in English? Traditional or alternative
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assessment or both of them?”, Table 38 presents the effect of types of assessment on

students’ gaining four language skills in English.

Table 38. Effect of types of assessment on students’ gaining four language skills in English

Answers Frequency Percentage (%)
Traditional assessment 0 0
Alternative assessment 34 55.7
Both traditional and alternative assessment 23 37.7
| am not sure 4 6.6

Table 38 indicates that according to the teachers, alternative assessment (55.7%) is more
effective for the students’ gaining four language skills in English. Besides, 37.7% of the
teachers also think that traditional and alternative assessment both are effective for the

students’ gaining four language skills in English.

As it is clearly seen, related to the fourth question “Which assessment type(s) is/are more
effective for your students’ gaining critical thinking skills and creativity?”, Table 39
presents the effect of types of assessment on students’ gaining critical thinking skills and

creativity.

Table 39. Effect of types of assessment on students’ gaining critical thinking skills and

creativity

Answers Frequency Percentage (%)
Traditional assessment 0 0
Alternative assessment 41 67.2
Both traditional and alternative assessment 18 29.5
| am not sure 2 3.3

Table 39 indicates that according to the teachers, alternative assessment (67.2%) is more

effective for the students’ gaining critical thinking skills and creativity.
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As it is clearly seen, related to the fifth question “Which assessment method(s) do you
prefer and implement in your classes?”, Table 40 presents which assessment method(s) the

teachers prefer and implement in their classes at BILSEM.

Table 40. Assessment method(s) the teachers prefer and implement in their classes at
BILSEM

Answers Frequency Percentage (%)

Always "Alternative Assessment" 22 36.1
(Self- and Peer-Assessment, Portfolios,

Journals, Interviews, Discussions,

Observations, etc.)

Always "Traditional Assessment" 0 0
(Multiple-choice, gap-filling, true/false,

matching, etc.)

Mostly alternative assessment but 34 55.7
sometimes traditional assessment

Mostly traditional assessment but 3 4.9
sometimes alternative assessment

| do not use any assessment method(s) 2 3.3

in my classes

Table 40 demonstrates that the teachers prefer and implement mostly alternative
assessment but sometimes traditional assessment in their classes at BILSEM (55.7%).
Besides, 36.1% of the teachers always use alternative assessment, such as self- and peer-
assessment, portfolios, journals, interviews, discussions, observations, etc. in order to
judge their students' English knowledge or to learn whether they understand the topic or
not in their classes at BILSEM.
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4.1.4. Results of the students’ perceptions of assessment

This section presents the BILSEM English language learners’ perceptions of assessment in
terms of: Improvement (Student Improvement, Teacher Improves Learning), External
Attribution/Accountability (School Accountability, Student Accountability), Affect/Benefit
(Class Environment, Personal Enjoyment), and Irrelevance (Bad, Ignore). The subgroups
by Brown (2007, 2009, 2012) were also used to investigate the conceptions of BILSEM
English language learners regarding assessment in EFL classrooms at BILSEM in this
study. These subgroups and their statements are categorized and presented in Table 41.
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Table 41. Factors of conceptions (Brown, 2007, 2009, 2012)

Factor Item Statement of conceptions of assessment

Improvement 1 | pay attention to my assessment results in order to
focus on what | could do better next time

5 Assessment helps teachers track my progress
8 Assessment is a way to determine how much |
have learned from teaching
9 Assessment is checking off my progress against
achievement objectives or standards
10 | make use of the feedback I get to improve my learning
14 I look at what I got wrong or did poorly on to
guide what | should learn next
15 | use assessments to take responsibility for my
next learning steps
19 | use assessments to identify what | need to study next
23 My teachers use assessment to help me improve
27 Teachers use my assessment results to see what
they need to teach me next
30 Assessment shows whether | can analyze and
think critically about a topic
External 4 Assessment results show how intelligent | am
11 Assessment provides information on how well
schools are doing
16 Assessment results predict my future performance
20 Assessment is important for my future career or job
24 Assessment measures the worth or quality of schools
33 Assessment tells my parents how much I've learnt
Affect 2 Assessment encourages my class to work together
and help each other
6 Assessment is an engaging and enjoyable
experience for me
12 Assessment motivates me and my classmates to
help each other
17 Our class becomes more supportive when we are assessed
21 When we do assessments, there is a good
atmosphere in our class
25 Assessment makes our class cooperate more with
each other
28 When we are assessed, our class becomes more
motivated to learn
31 | find myself really enjoying learning when | am assessed
Irrelevance 3 Assessment is unfair to students
7 I ignore assessment information
13 Assessment interferes with my learning
18 Teachers are over-assessing
22 Assessment results are not very accurate
26 Assessment is value-less
29 I ignore or throw away my assessment results
32 Assessment has little impact on my learning

Brown (2011) states that “the SCoA focuses on students’ conceptions of how assessment
functions and what it is rather than on students’ understandings of intellectual ability,

which did not play a statistically significant role in discriminating between high and low
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motivation students” (p. 744). According to the study of Brown (2012), the improvement
conception had two contributing factors (i.e., assessment improves the teacher’s teaching,
and assessment improves the student’s learning). External attribution conception had two
contributing factors (i.e., assessment serves external purposes such as judging a school’s
quality or predicting students’ future educational and employment success). Affect
conception had two contributing factors (i.e., assessment is enjoyable and helps classmates
be more supportive of each other), and irrelevance conception had two contributing factors,
too (i.e., assessment is unfair, and assessment is ignored). Table 42 shows the BILSEM

English language learners’ perceptions of assessment in terms of Improvement.
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Table 42. Items related to improvement

Items Frequencies Percentages (%)
SD MD SA MA MA SA SO MD SA MA MA SA
1.1 pay attention to 3 1 5 9 22 35 40 13 6.7 120 293 46.7

my assessment results
in order to focus on
what | could do better

next time

5.Assessment helps 0 1 4 9 20 41 0 13 53 120 26.7 54.7
teachers track my

progress

8.Assessment is a way 4 3 9 9 21 29 53 4.0 12.0 120 28.0 387

to determine how much

I have learned from

teaching

9.Assessment is 2 5 4 18 23 23 27 6.7 53 240 30.7 30.7
checking off

my progress

against achievement

objectives or standards

10.1 make use of the 4 2 10 14 23 22 5.3 2.7 13.3 18.7 30.7 29.3
feedback | get to

improve my learning

14.1 look at what | got 3 2 4 8 25 33 4.0 27 53 10.7 333 44.0
wrong or did poorly

on to guide what |

should learn next

15.1 use assessments 6 3 7 20 23 16 80 40 93 26.7 30.7 21.3
to take responsibility for

my next learning steps

19.1 use assessments to 4 5 8 16 23 19 53 6.7 10.7 21.330.7 25.3
identify what | need to

study next

23.My teachers use 4 6 7 14 20 24 53 80 93 18.7 26.7 32.0
assessment to help me

improve

27.Teachers use my 8 9 7 9 20 22 10.712.0 9.3 12.0 26.7 29.3
assessment results
to see what they

need to teach me next

30.Assessment shows 6 7 12 19 16 15 8.0 9.3 16.0 25.3 21.3 20.0
whether | can analyze

and think critically
about a topic
SD= Strongly Disagree MD= Mostly Disagree SA= Slightly Agree
MA= Moderately Agree MA= Mostly Agree SA= Strongly Agree

As Table 42 presents, items 1, 5, 8, 9, 10, 14, 15, 19, 23, 27, and 30 are related to
Improvement Conception. As it is seen, 29.3% of the students mostly agreed, and 46.7% of
the students strongly agreed with Item 1. Likewise, 33.3% of the students mostly agreed,
and 44.0% of the students strongly agreed with Item 14, and 30.7% of the students mostly
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agreed, and 25.3% of the students strongly agreed with Item 19. These two items are also
related to significance of assessment results for students’ next studies like Item 1. In
addition to this, the items that were mostly and strongly agreed by the participants were
Item 5, 8, 9, 10, 15, 23, 27. Among these items, item 5, 8, and 9 are related to task of
assessment for tracking students’ progress, and 26.7% of the students mostly agreed, and
54.7% of the students strongly agreed with Item 5, 28.0% of the students mostly agreed,
and 38.7% of the students strongly agreed with Item 8, and 30.7% of the students mostly
agreed, and 30.7% of the students strongly agreed with Item 9.

Similarly, 30.7% of the students mostly agreed, and 29.3% of the students strongly agreed
with Item 10, and 30.7% of the students mostly agreed, and 21.3% of the students strongly
agreed with Item 15. These two items are related to feedback to students. Additionally,
26.7% of the students mostly agreed, and 32.0% of the students strongly agreed with Item
23, and 26.7% of the students mostly agreed, and 29.3% of the students strongly agreed
with Item 27. Item 30 was moderately agreed by 25.3% of the students and mostly agreed
by 21.3% of the students.

Table 43 shows the BILSEM English language learners’ perceptions of assessment in
terms of External.

Table 43. Items related to external

Items Frequencies Percentages (%)
SD MD SA MA MA SA SD MD SA MA MA SA
4.Assessment results 30 13 4 10 14 4 40.0 17.3 5.3 13.3 18.7 5.3
show how intelligent
I am
11.Assessment provides 9 7 7 19 19 14 12.0 9.3 9.3 253 25.3 18.7
information on how well
schools are doing
16.Assessment results 9 7 10 21 18 10 12.0 9.3 13.3 28.0 24.0 13.3
predict my future
performance
20.Assessment is 7 9 16 6 15 22 9.3 12.0 21.3 8.0 20.0 29.3

important for my

future career or job

24 Assessment measures 11 7 10 18 15 14 147 9.3 13.3 24.0 20.0 18.7
the worth or quality of

schools

33.Assessment tells 106 6 11 16 26 13.3 80 8.0 14.7 21.3 34.7
my parents how much

I've learnt
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As Table 43 presents, items 4, 11, 16, 20, 24, and 33 are related to External Conception. It
is seen that 20.0% of the students mostly agreed, and 29.3% of the students strongly agreed
with Item 20. Likewise, 21.3% of the students mostly agreed, and 34.7% of the students
strongly agreed with Item 33.

Item 11 was moderately agreed by 25.3% of the students and mostly agreed by 25.3% of
the students. Similarly, 28.0% of the students moderately agreed, and 24.0% of the
students mostly agreed with Item 16, and 24.0% of the students moderately agreed, and
20.0% of the students mostly agreed with Item 24. These items indicated that assessment
provides information on how well schools are doing, assessment results predict the
students’ future performance, and assessment measures the worth or quality of schools.

The item that was strongly disagreed (40.0%) by the participants was Item 4.

Table 44 reveals the BILSEM English language learners’ perceptions of assessment in

terms of Affect.
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Table 44. Items related to affect

Items Frequencies

Percentages (%)

SD MD SA MA MA SA
2.Assessment 11 8 10 20 16 10
encourages my class
to work together
and help each other
6.Assessment is an 10 10 17 15 11 12
engaging and enjoyable
experience for me
12.Assessment 13 9 20 14 10 9
motivates me and
my classmates
to help each other
17.0ur class becomes 11 14 13 10 17 10
more supportive when
we are assessed
21.When we do 16 18 17 11 7 6
assessments, there is
a good atmosphere
in our class
25.Assessment makes 13 16 15 13 12 6
our class cooperate
more with each other
28.When we are 15 11 11 15 13 10
assessed, our class
becomes more
motivated to learn
31.1 find myself 10 7 11 13 20 14
really enjoying
learning when

| am assessed

SD
14.7

13.3

17.3

14.7

21.3

17.3

20.0

13.3

MD
10.7

13.3

12.0

18.7

24.0

21.3

14.7

9.3

SA
13.3

22.7

26.7

17.3

22.7

20.0

147

147

MA
26.7

20.0

18.7

13.3

14.7

17.3

20.0

17.3

MA
21.3

147

13.3

22.7

9.3

16.0

17.3

26.7

SA
13.3

16.0

12.0

13.3

8.0

8.0

13.3

18.7
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As Table 44 presents, items 2, 6, 12, 17, 21, 25, 28, and 31 are related to Affect
Conception. As it is seen, 26.7% of the students moderately agreed, and 21.3% of the
students mostly agreed with Item 2. Likewise, 22.7% of the students mostly agreed with
Item 17, and 26.7% of the students mostly agreed with Item 31.

Item 6 was slightly agreed by 22.7% of the students and moderately agreed by 20.0% of
the students. Similarly, 26.7% of the students slightly agreed, and 18.7% of the students
moderately agreed with Item 12. These items indicated that assessment is an engaging and
enjoyable experience for the students, and assessment motivates the students and their

classmates to help each other.

The items that were mostly disagreed (24.0% and 21.3% respectively) by the participants
were Item 21 and Item 25 although these items were slightly agreed (22.7% and 20.0%
respectively) by the participants, too. According to the participants, there is not a good
atmosphere in their class when they are assessed, and assessment does not make their class
cooperate more with each other. The item that was strongly disagreed (20.0%) by the
participants was Item 28 although this item was moderately agreed (20.0%) by the

participants, too.

Table 45 reveals the BILSEM English language learners’ perceptions of assessment in

terms of Irrelevance.
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Table 45. Items related to irrelevance

Items Frequencies Percentages (%)
SD MD SA MA MA SA SO MD SA MA MA SA
3.Assessment is 43 12 8 5 4 3 573 16.0 107 6.7 53 4.0

unfair to students

7.1ignore assessment 39 21 4 7 2 2 520 280 53 93 27 27
information

13.Assessment 29 13 15 8 4 6 38.7 173 200 10.7 53 8.0

interferes with

my learning

18.Teachers are 16 14 15 11 10 9 21.3 187 20.0 147 133 120
over-assessing

22.Assessment 21 21 14 8 5 6 28.0 28.0 18.7 10.7 6.7 8.0

results are not

very accurate

26.Assessment is 29 17 8 12 6 3 38.7 22.7 10.7 16.0 80 4.0
value-less

29.1 ignore or 45 10 10 2 3 5 60.0 133 133 27 40 6.7
throw away my

assessment results

32.Assessmenthas 24 21 14 8 6 2 320 28.0 18.7 10.7 8.0 2.7
little impact on my

learning

As Table 45 presents, items 3, 7, 13, 18, 22, 26, 29, and 32 are related to Irrelevance
Conception. As it is clearly seen, all of the items (Item 3, 7, 13, 18, 22, 26, 29, and 32)
were strongly disagreed by the participants. Among these items, item 7, 22, and 29 are
related to assessment results, and 52.0% of the students strongly disagreed with Item 7,
28.0% of the students strongly disagreed with Item 22, and 60.0% of the students strongly
disagreed with Item 29. The other items that were strongly disagreed (57.3%, 38.7%,
21.3%, 38.7% and 32.0% respectively) by the participants were Items 3, 13, 18, 26 and 32.
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4.1.4.1. Students’ perceptions of assessment according to their gender

First, the results of Independent-Samples T-Test for Improvement Factor are presented in
Table 46. The results demonstrate that there is not a significant difference between the
students’ improvement perceptions according to their gender, p>.05, and both groups have
high levels of perceptions of improvement factor since their means (X) are closer to the

highest score 6.

Table 46. T-Test results for perceptions of improvement factor according to gender

Gender N X SD df t p
Female 37 4.62 0.89 73 0.18 0.85
Male 38 4.58 0.89

Second, the results of Independent-Samples T-Test for External Factor are given in Table
47. The results indicate that there is not a significant difference between the students’

external perceptions according to their gender, p>.05.

Table 47. T-Test results for perceptions of external factor according to gender

Gender N X SD df t p
Female 37 3.62 1.24 73 -1.13 0.25
Male 38 3.91 0.95

Third, the results of Independent-Samples T-Test for Affect Factor are presented in Table
48. The results show that there is not a significant difference between the students’ affect

perceptions according to their gender, p>.05.

Table 48. T-Test results for perceptions of affect factor according to gender

Gender N X SD df t p
Female 37 3.35 0.93 73 -0.70 0.48
Male 38 3.52 1.17
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Lastly, the results of Independent-Samples T-Test for Irrelevance Factor are given in Table
49. The results show that there is not a significant difference between the students’

irrelevance perceptions according to their gender, p>.05.

Table 49. T-Test results for perceptions of irrelevance factor according to gender

Gender N X SD df t p
Female 37 2.56 1.00 73 1.68 0.09
Male 38 2.20 0.85

4.1.5. Correlations among the four components of SCoA-VI
As it is seen in Table 50, this section presents the relationship among the four components
of SCoA-VI called as Improvement, External, Affect, and Irrelevance. Pearson Correlation

analysis was implemented to reveal the relationship between these four components.

Table 50. Correlation results for students’ perceptions of assessment

IMP EXT AFF IRR

Pearson Correlation 1 .69** .62** -.59**
IMP Sig. (2-tailed) .00 .00 .00

N 75 75 75 75

Pearson Correlation .69** 1 A6** - 48**
EXT Sig. (2-tailed) .00 .00 .00

N 75 75 75 75

Pearson Correlation .62** A6** 1 -.53**
AFF Sig. (2-tailed) .00 .00 .00

N 75 75 75 75

Pearson Correlation ~ -.59** -.48** -.53** 1
IRR Sig. (2-tailed) .00 .00 .00

N 75 75 75 75

**_Correlation is significant at the 0.01 level (2-tailed).
IMP= IMPROVEMENT EXT= EXTERNAL
AFF= AFFECT IRR= IRRELEVANCE
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Table 50 presents correlations among four components of the BILSEM English language
learners’ perceptions of assessment. In Table 50, it is observed that all correlations among
components except lIrrelevance are in positive direction. The correlation between
Irrelevance and Improvement, External, and Affect is in negative direction. The table
demonstrates that there is a strong, positive and significant correlation between
Improvement and External in perceptions of assessment, r= 0.69, p<0.01. The correlation
between Improvement and Affect is strong, positive and significant, r= 0.62, p<0.01. The
correlation between Improvement and Irrelevance is moderate, negative and significant, r=
-.59, p<0.01.

There is a moderate, positive and significant correlation between External and Affect, r=
0.46, p<0.01. The correlation between External and Irrelevance is moderate, negative and
significant, r= -.48, p<0.01. Lastly, the correlation between Affect and Irrelevance is

moderate, negative and significant, too, r=-.53, p<0.01.

4.1.6. Results of the students' perceptions of assessment practices

As it is seen in Table 51, this section presents the Burdur and Isparta BILSEM English
language learners’ perceptions of assessment practices. The students were asked to answer
the following question: When you think of the word assessment, which kinds or types of
assessment activities come to your mind? (An examination that takes one to three hours, |
score or evaluate my own performance, My class mates score or evaluate my performance,
The teacher asks me questions out loud in class, The teacher grades or marks or scores the
written work | hand in, The teacher grades me on a written test that he or she made up, The
teacher grades me on a written test that was written by someone other than the teacher, The
teacher observes me in class and judges my learning, The teacher scores a portfolio of
work | have done over the course of a term or school year, The teacher scores me on an in-
class written essay, The teacher scores my performance after meeting or conferencing with
me about my work, The teacher uses a checklist to judge my in-class performance, and

Something else)
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Table 51. Students' perceptions of assessment practices

Assessment Practices Frequency Percentage (%)

An examination that takes 33 44
one to three hours

I score or evaluate 60 80
my own performance

My class mates score or 26 35
evaluate my performance

The teacher asks me questions 13 17
out loud in class

The teacher grades or marks or 51 68
scores the written work | hand in

The teacher grades me on a 58 77
written test that he or she made up

The teacher grades me on a 15 20
written test that was written by

someone other than the teacher

The teacher observes me in class 42 56
and judges my learning

The teacher scores a portfolio of 33 44
work | have done over the course

of a term or school year

The teacher scores me on 54 72
an in-class written essay

The teacher scores my performance 25 33
after meeting or conferencing with

me about my work

The teacher uses a checklist to judge 28 36
my in-class performance

Something else 17 23

Table 51 demonstrates that | score or evaluate my own performance (80%), The teacher

grades me on a written test that he or she made up (77%), The teacher scores me on an in-
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class written essay (72%), The teacher grades or marks or scores the written work | hand in
(68%), and The teacher observes me in class and judges my learning (56%) are the types of
assessment practices that come to the students’ mind when they think of the word
assessment. However, the teacher asks me questions out loud in class (17%) is the
assessment practice that comes to the students’ mind least when they think of the word

assessment.

4.2. Qualitative Component Review

The second part of this study is qualitative. This part includes the examination of the
answers given to the interview questions by the English language teachers and learners. In
this study, the qualitative data collected from the interviews and open-ended questions was
used to support the quantitative data.

4.2.1. Review of the answers given to the interview questions by the English language

teachers

The interviews were conducted with 5 teachers working at BILSEM in different cities. The
qualitative data collected from the interviews and open-ended questions was subjected to a
peer review. The open review technique was used to examine the qualitative data in this
study. Two colleagues of the researcher made reviews on the data obtained from the
interviews conducted and gave the researcher recommendations as a reference, and both
the reviewers and researcher were familiar with each other during the peer review process.
Thus, the researcher added new dimensions and qualifications to his ideas and comments
related to the data that he collected, and he made clearer comments about the data in this

way.

The first question in the interview is “What is the first thing that comes into your mind
when you hear “Traditional Assessment” and “Alternative Assessment”?” The results of
the review show that according to the participants, traditional assessment is the process of

checking the progress of the students in an unannounced and informal way while
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alternative assessment can be defined as supportive assessment types, such as self- and
peer-assessment, project work, portfolios, learner diaries, and standardized tests. To the
participants, while traditional is standard, alternative means production. T4 said that
alternative assessment means trendy teachers but traditional assessment represents old
fashioned ones. In addition, when someone says traditional assessment, the participants
think of pen and paper, multiple choice tests that measure students’ success at knowledge
level. Alternative assessment techniques, on the other hand, provide teachers with the

opportunity to see students’ knowledge in various dimensions of a single area.

The second question in the interview is: “Which assessment method(s) do you prefer and
implement in your classes? Why?” The review of the answers given to this question shows
that most of the participants (T2, T3, T4) prefer alternative assessment methods because
they assess students’ performance and increase the motivation of both good and poor
learners. Besides, some of the participants (T1, T5) use both summative and formative and
alternative assessment types for the purpose of achieving the reliability and validity for

evaluating the students’ progress and success.

The third question in the interview is: “Which assessment type is more effective for your
students’ gaining four language skills in English? Traditional or alternative assessment?”
The review of the answers given to this question shows that four participants (T1, T2, T3,
T5) stated that alternative assessment methods helped them to identify their students’
levels from different dimensions, so the answer is “alternative assessment”. Teachers have
a chance of getting evaluation in a broader perspective in alternative assessment, and they
can see the improvements of students in several areas clearly. Furthermore, if teachers
assess and evaluate students from different dimensions, it will be a less likelihood for them
to be referred or claimed as subjective, so the participants think that alternative assessment
is more effective for their students’ gaining four language skills in English and prefer

alternative assessment in their classes.

The fourth question in the interview is: “Which assessment type is more effective for your

students’ gaining critical thinking skills and creativity?” All of the participants stated that
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alternative assessment is more effective because it gives students more opportunities of
research and thinking. While students are searching any information, they read all kinds of
materials that present different and conflicting claims and knowledge. So they think over
them, evaluate and decide. It is clear that traditional assessment methods are not effective
in assessing critical thinking; they assess information at knowledge level. If they are
multiple choice questions, then there is no space for assessing critical thinking. Students
choose among the readily available options. Therefore, it will be an indispensable and
unprejudiced way for a teacher to use alternative assessment types for his/her students, as
they can reflect their own perceptions and skills in the learning process, and alternative

assessment encourages to process Iearning.

The fifth question in the interview is: “What kind of challenges have you experienced
while implementing traditional and alternative assessment methods so far?” The review of
the answers given to this question shows that in traditional, students’ physical situation
such as being ill, sleepy and even tiredness can affect the result, and students may not have
the same chance to get reassessment. In alternative, teachers are tired while grading and
evaluating because such evaluation generally needs long reading or writing or oral
assessment materials. In fact being assessed by a superior knowledge causes some distress,
especially if it is a foreign language class, in the learning environment. So it will be
valuable for a teacher to assess his/her students in a friendly environment. However, as
teachers need to assess their students, they may face some problems in this assessment
process; for example, when they implement traditional assessment for them, students can

feel uneasy and have a lack of motivation.

In alternative assessment methods, teachers usually encounter time constraint problems in
the handing over process. Furthermore, students may also have difficulties when providing
some substances for the alternative assessment types. T4 said that: Sometimes | realize that
my students have not even heard of the word portfolio. And it becomes hard to use
alternative assessment ways. Sometimes it is easier for the teachers to apply the known
rather than the unknown. Besides, T5 stated that traditional assessment methods she used

gave her clues about only the reading skill of her students, maybe grammar or vocabulary
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as well. Although they are components of language knowledge, they are just one side of it.
This is a big problem, it is not reliable. The participant went on to state that when she uses
alternative methods that include various skills/lknowledge types, etc., then she comes
across some criticisms. People say “How come a student who answers all questions right in

tests score lower here?” so it requires a lot of patience and explanations to people.

The sixth question in the interview is “What do you do to cope with the challenges you
have while you are implementing the assessment tools in your classes?” The participants
stated that before deciding on types of assessment, they have to take into consideration the
drawbacks of the classrooms. Especially, these drawbacks arise due to some financial
inadequacies of the students. Then, what they should pay attention to is what they aim to
assess and whether it is the right assessment tool for the purpose. Some of the teachers (T3,
T4) stated that they cope with the challenges by interaction with the students because
seeing someone practising is better than hearing it. In addition to this, 3 teachers (T1, T4,
T5) believe that what they are doing is right in the long term so they do their best about
overcoming the difficulties. They always explain the notion behind their actions to the
administration, students, colleagues, and even parents when necessary. It is not easy, it

takes a lot of time, but it works.

The seventh question in the interview is: “Alternative assessment is the core and main
assessment type used in English classes at BILSEM. Do you think that only the alternative
assessment is sufficient to assess the students’ all language and thinking skills? Or have
you thought using any traditional assessment techniques with the alternative ones to assess
what your students have learnt in English classes up to now?” The review of the answers
given to this question shows that some of the participants (T1, T2) think that in most of the
cases, assessment is a beneficial way for observing and keeping the progress of the
students; yet, what they should take into consideration is that they have to be careful about
its time constraints, students’ learning types and interests rather than the type of
assessment. As a result, they prefer to use the assessment which is suitable for the student

type, time and their purpose.
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According to 2 participants (T1, T2), alternative is mainly sufficient but students may need
traditional assessment such as placement tests when the teachers need to place them in
groups. On the other hand, 2 teachers (T4, T5) have not used the traditional ones up to
now. They think that portfolio assessment comes up with all their students’ improvement,
and they did not need any traditional assessment scores to have idea about their students’
success and knowledge in their lessons. Besides, as for BILSEM, they accept students who
all achieve well in traditional assessment methods, so something more is needed, and they

are alternative assessment methods.

The final question in the interview is: “What are your opinions and suggestions for
‘Assessment’ in English classes at BILSEM?” 3 participants (T3, T4, T5) stated that using
alternative ways of assessment gives students joy and encouragement, learning atmosphere
by doing and learning in process. Students should not be judged by formal projects; instead
their self- assessment should be motivated. 3 participants (T2, T4, T5) suggest that keeping
a portfolio and how to keep it can be told as a webinar to BILSEM teachers. They also
suggest that assessments should be shared with students’ formal school English teachers
and students’ assessment techniques must have the same so that students can have similar
portfolios that can give clear information about students’ English level when they go to
other BILSEM. Furthermore, they believe that any assessment should include all skills.
And students with similar scores should be grouped together in their educational process in
BILSEM.

4.2.2. Review of the answers given to the interview questions by the English language

learners

The interviews were conducted with 27 students studying at BILSEM in Burdur and
Isparta. The first question in the interview is “What is the first thing that comes into your
mind when you hear the word Assessment?” The results of the review show that according
to most of the participants (S2, S4, S7, S9, S13, S16, S21, S23, S24, S25, S26, S27), the
first thing that comes into their mind when they hear the word assessment is exam. In

addition, the other words that come into their mind are scores, marks, grade, school,
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success, repetition of topics they have learned, the method used to measure how much they
understand what is taught in the lesson, a tool that makes it possible to learn about a
community, behavioral evaluations, questionnaire aimed to measure the achievement and
intelligence of the learner, to measure someone’s knowledge, exam topics, an evaluation
made at the end of the topics they have learned, taking notes, evaluating themselves,
lessons and books because of the fact that their exams are formed by lessons and books,
questions, abcd options, teachers, quiz, test, and projects. Besides, some of the participants
(S14, S16, S17, S20, S22) think that assessment is punishment. They say that they have a
lot of trouble during this punishment. After punishment has ended, they get rid of their
troubles. Also, to them, assessment is stress, fear, teachers who walk around the desks,
feeling of inadequacy, anxiety, disappointment, difficult questions, difficulty level, and an

unnecessary thing.

Besides, while answering the questionnaires in the main research, some English language
learners at Burdur and Isparta BILSEM also answered the question by choosing Something
else and expressed their opinions on the other assessment practices that come to their mind
when they think of the word assessment as follows:

S1: Teacher wants me to practice what is being taught and evaluates me.

S2: Exams that are unnecessary. (Because the mood of the learner then affects everything.)
S3: A set of questions that | use my memory rather than logic to answer.

S4: Teacher sets the class level by exam.

S5: Reactions of my family when I get 90-100 from the exams.

S6: Grade average of term.

S7: A 40-minute doom.

S8: Something that helps me to see my deficiencies.

S9: Teacher reflects my behavior towards him/her on the marks.

S10: Teacher measures my participation in the lesson.

S11: Nightmare of a few students but an easy exam for a few.

S12: Students that get high grades are envied by others.

S13: Teacher has an idea about our success and knowledge.

S14: Some teachers are not equal on exams.
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S15: Teacher gives me 1 or 2 points if my grade is 98 or 99.

S16: Anxiety

S17: Teacher teaches me with the method I want.

S18: Teacher takes into account all that I have marked.

S19: Teacher calls and shows us our points.

S20: Some very boring papers.

S21: Teacher often gives me the right to speak during the lesson.

S22: Teacher follows me privately.

S23: Unfair education system

S24: Assessing our abilities (We should be judged by our abilities.)

S25: Nonsense education system and exams (We should not be judged only by exam.)
S26: There should not be any exams, because excitement can wipe out all knowledge.
S27: The main exam is a student’s development, speech, culture and how he/she applies
what he or she learns into real life.

S28: | am very scared when | hear the word EXAM.

S29: | sacrifice everything to get a high grade from the exam.

S30: I do not like the exams, but it is compulsory.

S31: No more exams, I'm going into depression.

S32: An unfair education

S33: Teacher makes quizzes for our learning.

The second question in the interview is: “Is assessment important and necessary while
learning a topic at school?”” The review of the answers given to this question shows that
according to most of the participants (S2, S3, S4, S5, S6, S7, S8, S9, S10, S13, S15, S17,
S18, S19, S20, S23, S24, S25, S26, S27), assessment is important and necessary because it
shows whether the subject is understood or not and how much and how well they
understand and learn a topic, it measures their level and whether they have enough
information about the subject or not, they see their mistakes, and it provides students to
learn a topic easily. Furthermore, it is important and necessary to test how much students
understand a topic, to consolidate their knowledge, and to see their deficiencies and

studying by being aware of them. On the other hand, some of the participants (S1, S11,
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S12, S14, S16, S21, S22) think that assessment may be important and necessary but there
should not be so much assessment anyway. They believe that assessing very often is
nonsense because it is more stress for them. They also think that the lesson’s being

interesting and enjoyable during teaching is more important than assessment.

The third question in the interview is: “Does being assessed in English provide you with
any advantages or disadvantages?” The review of the answers given to this question shows
that considerable number of the participants (S1, S2, S3, S4, S5, S6, S7, S8, S9, S10, S11,
S12, S13, S15, S17, S18, S19, S20, S21, S23, S24, S25, S27) thinks being assessed in
English provides them advantages. It is useful and provides them with advantages because
they know what they learnt and to what extent they understood and learnt a topic with
assessment, they see their mistakes and study them, and according to the mistakes they
make, they correct their deficiencies. In addition, assessment provides them to consolidate
their knowledge, shows how powerful their vocabulary is and how well they keep word
meanings in their memory, provides them to answer the question of What should |
practice?, and also students repeat the topics while they are studying for the exams. On the
other hand, some of the participants (S16, S22, S26) think that it has both advantages and
disadvantages because they have an idea about their learning with assessment, but if they
have low grades, they feel bad and stressful, and it is clear that stress is a really bad thing

for their success and motivation.

The fourth question in the interview is: “Which is better: traditional assessment or
alternative assessment? Which one do you like and prefer? Why?”” Most of the participants
(S1, S2, S3, S4, S5, S6, S7, S8, S9, S11, S12, S13, S14, S18, S19, S20, S23, S25, S26,
S27) stated that alternative assessment is better. They also stated that they like and prefer
alternative assessment because they feel more relaxed and free in alternative assessment
while they have got stress in vain in traditional assessment so they can make mistakes
because of the stress, it is easier to learn something with different activities in alternative
assessment for them, learning by doing is more useful, and it is more instructive. It is clear
that stress does not emerge in alternative assessment as it does in traditional exams, and

alternative assessment makes the learner more active because it allows students to use their
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skills and learnings together. In other words, in traditional assessment, the student is not
active because it only measures what he/she has learned, but in alternative assessment, the
student applies and practices what he/she has learned so in this method the student is
active. The participants also stated that they prefer alternative assessment because it is
more formative and beneficial, more consistent, motivating, has more advantages, lessons
will be more understandable with alternative, and they have a second chance to achieve
something in alternative. On the other hand, some of the participants (S10, S15, S21, S22,
S24) stated that they prefer traditional assessment because they always take traditional
exams at school, parents are doing the alternative exams rather than students according to
them, and if they work regularly, they can get high marks in traditional. Besides, some of
the participants (S16, S17) prefer both of them but in different lessons because while
alternative assessment is more effective in artistic lessons, traditional one is more effective

in science lessons.

The fifth question in the interview is: “What are your concerns about traditional and
alternative assessment?” The review of the answers given to this question shows that
concern of most of the participants (S3, S4, S6, S8, S9, S10, S11, S12, S13, S14, S15, S16,
S19, S20, S23, S24, S26, S27) is to get low marks in traditional assessment because
according to them, marks are very important. Also, their other concerns in traditional
assessment are: they have a fear that they cannot do traditional exams, the copy problem is
too much because they think that students cheating in the exams can get their efforts very
quickly, they are worried about the difficulty level and timing of traditional assessment,
they are afraid of not being able to pass the exams, and they are nervous about giving
wrong answers to questions in traditional exams. In addition, they think traditional
assessment does not evaluate their learning level, it only evaluates their memorizing ability
so using traditional assessment is worrying. Furthermore, some of the students (S1, S7,
S21, S22, S25) have concerns both in traditional and alternative assessment such as the
difficulty of exams, and failure. On the other hand, several participants (S2, S5, S17, S18)
have not got any concerns about traditional and alternative assessment. According to them,

in alternative assessment, lessons are more productive and creative because there is no
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concern about grades, and also they state that they prepare their projects very well, and

thus they have not got any problems in alternative assessment.

The sixth question in the interview is “In which assessment type do you have difficulties?”
Almost all the participants (S2, S3, S6, S7, S8, S11, S12, S13, S14, S16, S18, S19, S20,
S23, S24, S25, S26, S27) stated that they have difficulties in traditional assessment type
because according to them, they can make mistakes with the anxiety the questions give
them especially in traditional, their teachers ask details and do not sometimes give them the
grades they deserve in traditional exams. On the other hand, some of the participants (S4,
S9, S10, S21, S22) stated that they have difficulties in alternative assessment types because

they sometimes have difficulty in providing the materials in alternative assessment.

The seventh question in the interview is: “What kind of challenges have you experienced
in both traditional and alternative assessment methods so far?” Regarding traditional
assessment methods, the participants (S1, S2, S3, S6, S7, S8, S9, S10, S11, S12, S13, S15,
S16, S19, S20, S21, S22, S23, S24, S25, S26, S27) stated that they may not sometimes
remember the topic or how to solve the problem in traditional exams, the exams were
boring and intensive, they felt themselves under pressure, the stress they experienced
caused them to misrepresent their knowledge, and the chance of cheating in traditional
exams is very high. They also stated that they have difficulty in questions in traditional
assessment, making a choice between two options in traditional exams, and out of topic
questions, they have experienced challenges in memorizing the topics, they could not use
the time properly, they have more than one exam in one day, and they have difficulties in
focusing and attention in traditional assessment methods. On the other hand, regarding
alternative assessment methods, some of the participants (S1, S4, S10, S21, S22) stated
that they have challenges in not doing well in things such as size, shape, smoothness, etc.
in alternative assessment. Besides, several participants (S5, S14, S17, S18) stated that they

have not experienced any challenges in both assessment methods so far.

The eighth question in the interview is “What do you do to cope with the challenges you

have while you are being assessed at both your regular school and BILSEM?” Most of the
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participants (S1, S2, S3, S4, S5, S6, S7, S8, S9, S10, S11, S12, S13, S16, S17, S18, S20,
S21, S22, S23, S24, S25, S26, S27) stated that in their regular school, they study harder
because there is traditional assessment, but at BILSEM, they ask help from their teachers
and consult them. In addition, they stated that if they do not know the topic or have not
enough knowledge about it, they make some preliminaries, they repeat the topics and solve
tests at their regular schools, they study regularly but if not enough, they get help from
their families, they think calmly, consider the problem again and try to focus on by
relaxing, they try not to be stressful, and they listen to lessons more carefully, and they do
more homework. S19 stated that: | have been properly assessed at BILSEM, and | have not
encountered any difficulties, but in my regular school, | do what | need to get a high grade,
even if it is wrong. (I memorize, etc.) Few students (S14, S15) said that they do nothing

because there are not any difficulties for them.

The ninth question in the interview is: “How effective are traditional and alternative
assessment methods if you give percentage out of a hundred for gaining four language
skills in English?” As it is seen in Tables 52 and 53, the responses of the participants are
categorized under the effectiveness levels of traditional and alternative assessment methods

for gaining four language skills.

Table 52. The percentages of effectiveness levels of traditional assessment methods for gaining four language
skills (speaking, writing, listening and reading) in English stated by the participants

Effectiveness Number of Participants (27) Percentages of the participants

percentages out of 100%

100% - 91% 0 0
90% - 81% 4 14.8
80% - 71% 2 7.4
70% - 61% 2 74
60% - 51% 2 74
50% - 41% 3 111
40% - 31% 2 74
30% - 21% 7 25.9
20% - 11% 2 74
10% - 0% 3 111
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As it is seen in Table 52, 44.4% of the participants (S1, S4, S5, S6, S8, S11, S12, S14, S16,
S18, S19, S21) think that traditional assessment methods have a very small effect on

gaining four language skills (speaking, writing, listening and reading) in English.

Table 53. The percentages of effectiveness levels of alternative assessment methods for
gaining four language skills (speaking, writing, listening and reading) in English stated by

the participants

Effectiveness Number of Participants (27) Percentages of the participants

percentages out of 100%
100% - 91% 11 40.7
90% - 81% 6 22.2
80% - 71% 2 7.4
70% - 61% 3 11.1
60% - 51% 0 0
50% - 41% 5 18.5
40% - 31% 0 0
30% - 21% 0 0
20% - 11% 0 0
10% - 0% 0 0

As it is seen in Table 53, 70.3% of the participants (S1, S2, S5, S6, S7, S8, S10, S11, S14,
S15, S18, S19, S21, S22, S23, S24, S25, S26, S27) think that alternative assessment
methods have a huge effect on gaining four language skills (speaking, writing, listening

and reading) in English.

The tenth question in the interview is: “How effective are traditional and alternative
assessment methods if you give percentage out of a hundred for fostering your critical
thinking skills and creativity?” As it is seen in Tables 54 and 55, the responses of the
participants are categorized under the effectiveness levels of traditional and alternative

assessment methods for fostering critical thinking skills and creativity.
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Table 54. The percentages of effectiveness levels of traditional assessment methods for

fostering critical thinking skills and creativity stated by the participants

Effectiveness Number of Participants (27) Percentages of the participants

percentages out of 100%

100% - 91% 0 0
90% - 81% 0 0
80% - 71% 3 11.1
70% - 61% 2 7.4
60% - 51% 0 0
50% - 41% 4 14.8
40% - 31% 5 18.5
30% - 21% 3 11.1
20% - 11% 2 7.4
10% - 0% 8 29.6

As it is seen in Table 54, 48.1% of the participants (S6, S7, S8, S11, S13, S14, S16, S17,
S18, S19, S21, S23, S25) think that traditional assessment methods have a very small
effect on fostering their critical thinking skills and creativity. In other words, according to
them, traditional assessment methods do not provide students with capability in critical and
creative thinking because it is so difficult to be able to learn to generate and evaluate

knowledge, consider alternatives and solve problems in this type of assessment.

Table 55. The percentages of effectiveness levels of alternative assessment methods for fostering critical
thinking skills and creativity stated by the participants

Effectiveness Number of Participants (27) Percentages of the participants

percentages out of 100%

100% - 91% 11 40.7
90% - 81% 8 29.6
80% - 71% 1 3.7
70% - 61% 2 7.4
60% - 51% 3 111
50% - 41% 2 7.4
40% - 31% 0 0
30% - 21% 0 0
20% - 11% 0 0
10% - 0% 0 0
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As it is seen in Table 55, 74.0% of the participants (S1, S2, S3, S6, S7, S8, S10, S11, S14,
S15, S17, S18, S19, S21, S22, S23, S24, S25, S26, S27) think that alternative assessment
methods have a huge effect on fostering their critical thinking skills and creativity because
this type of assessment creates opportunities for students to be able to use their imagination
and innovation skills in all learning areas not only at their school but also in their lives
beyond school. In other words, students can develop their critical and creative thinking

through alternative assessment methods very well.

The final question in the interview is: “What are your opinions and suggestions for
“Assessment” in English classes at BILSEM?”” Almost all the participants (S3, S4, S5, S6,
S7, S8, S9, S10, S11, S13, S14, S15, S16, S17, S19, S20, S22, S25, S26) stated that since
assessment and evaluation type in BILSEM is an alternative assessment, it makes their
learning easier and increases comprehension and the level of creativity more. Some of the
participants (S1, S2, S12, S21, S27) suggest that after a topic is discussed, a small
competition on this topic can be made, and teachers can give them feedback about
portfolios every year. Since there are not any traditional exams at BILSEM, the
participants like that, and they think being assessed not with the information they
memorize and forget after a few weeks but with their creativity and abilities contributes to
them and reminds them that everything is not a lesson. They also think that English lessons
at BILSEM are based on speaking, and this is very effective in improving English.
Besides, the participants state that alternative assessment is better at BILSEM because it
provides permanence, and students want to come here, but in traditional assessment,
students only want to get high marks. They also state that traditional assessment should
never be used at schools; alternative one should be used, but in alternative assessment,
their desire to participate in the activities can be taken into consideration. On the other
hand, several participants (S18, S23, S24) think that self- and peer-assessment is not good
because students may hide their real thoughts and feelings.
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5. DISCUSSION AND CONCLUSION

In this chapter, the results related to quantitative component will be discussed relating the
findings with the previous studies mentioned in the literature review. Besides, as it has
been stated before, the qualitative data collected from the interviews and open-ended
questions will be used to support the guantitative data. Each research question will be
presented in sub-titles, and the answers will be given to the questions based on the findings

of this study.

5.1. What are the BILSEM English Language Teachers’ Perceptions of Assessment in
terms of: School Accountability, Student Accountability, Improvement, and

Irrelevance?

The percentages of the teachers’ agreement about School Accountability subgroup showed
that most teachers support the idea that assessment provides information about how well
schools do. Most of the teachers also see assessment as a good way to evaluate schools
while some of the teachers do not see assessment as an accurate indicator of a school’s
quality. This indicates that most of the participants see assessment as a useful and valid
tool to identify schools’ role and function in educational area when they handle the results
of it. It is clear that most of the participants understand whether schools support the
learning of students and enhance it according to the assessment results of students in a
school. In her doctorate thesis, Ludwig (2013) indicates that 88 teachers (55%) expressed a
moderate to strong belief that assessments provide information on how well schools are
doing, and it is clearly seen that teachers agreed that assessment makes it possible to

evaluate schools.

The BILSEM English language teachers’ conception of assessment related to Student
Accountability subgroup generally indicated that the teachers use assessment in their
classes to place students into categories. In other words, they use assessment in their
classes to better understand their students’ intellectual development levels, learning types,

and learning approaches, such as Behaviorist Approach to Learning, Cognitive Approach
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to Learning, etc. Also, they use assessment in their classes to assign a grade or level to
their students’ work and to be able to understand whether their students meet qualifications
standards or not. This indicates that teachers make assessments to be able to understand
whether students in any grade level, such as primary school, middle school, high school or
science and arts center understand the theoretical content of the subject well and turn it into
the practical uses of that subject. However, in his study, Brown (2008) stresses that
assessments of student learning had little contribution to improved outcomes. Information
as to what kind of learning is required by the assessments of student accountability and
how those are conceived of by the teachers is needed to make better sense of this

contribution.

According to the results related to Improvement subgroup, most of the teachers think that
assessment provides feedback to students about their performance, and it is integrated with
teaching practice. Most of the teachers also believe that assessment results are consistent,
trustworthy and can be depended on but according to them assessment does not measure
students’ higher order cognitive skills, such as analyzing and evaluating anyway. Likewise,
in the investigation on conceptions of teachers teaching English to young learners
concerning assessment in English for young learners’ classroom in her master’s thesis,
Ayas (2014), and in her master’s thesis on pre-service English language teachers’
conceptions of assessment, Yiice (2015) also obtained the same results related to
conception of Improvement. This shows that according to most of the participants,
assessment does not support deep cognitive learning, but it provides students to see their
deficiencies in subjects, and it creates good opportunities for students to complete their
deficiencies properly in a very short time in this way. However, this result contradicts with
the answers of the interviewed teachers in this study. One of the questions asked them in
interview was whether an assessment type is effective for students’ gaining critical
thinking skills and creativity, and regarding this question, all interviewed teachers stated
that alternative assessment is more effective because it gives students more opportunities

of research and thinking.
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Lastly, according to the results related to Irrelevance subgroup, it is obvious that
assessment is a force to make teachers teach in a way that is against their beliefs, and
assessment is of little use because teachers make little use of assessment, although they
conduct it. This clearly shows that teachers do not take advantage of assessment results
properly in their classes. This situation may stem from their lack of knowledge about how
to use assessment results as it deserves. Also, teachers think that assessment is fair to
students and has an important impact on teaching. Besides, as it is understood from the
frequency and percentage analyses, while some teachers think that assessment is an
accurate process, most teachers see assessment as an imprecise process. Regarding this
result, in his doctorate thesis, Brown (2002) stresses that the conception of irrelevance
identified that assessment has nothing to do with teaching and therefore not important, it is
something that students will not like, and the results of it are not precise. According to him,
there may be a close connection between this irrelevance conception and student-centered

teaching, too.

5.1.1. Is there a significant difference in teachers’ perceptions of assessment according

to their gender?

The results showed that there is not a significant difference in the teachers’ school
accountability, student accountability, improvement, and irrelevance perceptions according
to their gender. According to the results in Improvement Factor in which both female and
male teachers have the highest mean values, we can say that whatever teachers’ gender is,
they give importance to the function of assessment, which modifies ongoing teaching of
students and helps students improve their learning. On the other hand, in this study it is
found that especially male teachers have the lowest mean values in the Irrelevance Factor,
and we can state that they ignored the Irrelevance Factor as they did not believe that
assessment is unfair to students, and it has little impact on teaching. This difference at this
point may stem from what results the male and female teachers expect from assessment,
and what assessment practices they use to understand learning and teaching level in their
classes. It is obvious that the more various assessment practices teachers use in their

classes, the more they gain knowledge and experience about them, and in this way they can
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identify their good and bad sides. Similar to these results, Zaimoglu (2013) also found that
there was not a significant difference in teachers’ general conceptions of assessment
according to their gender. Both female and male teachers had the highest mean values in
the Improvement conception and the lowest mean values in the Irrelevance conception in

her study, too.

5.1.2. Is there a significant difference in teachers’ perceptions of assessment according

to their years of teaching experience?

Similar to Brown’s findings (2002, 2004), the results in this study showed that there is not
a significant difference in the teachers’ school accountability, student accountability,
improvement, and irrelevance perceptions according to their years of teaching experience.
Brown (2004) had also stated in his study that teachers’ being male or female, their
teaching experience, in which field they teach or their duties in the school do not have any
effect on mean scores of the teachers’ conceptions of assessment scale. On the other hand,
by examining the mean scores especially in the conceptions of Student Accountability,
Improvement, and Irrelevance in their studies, Vardar (2010) and Zaimoglu (2013) reached
the result that teachers may be affected by their previous teaching experiences. For
instance, in Zaimoglu’s study (2013), based on the findings, the less experienced group of
teachers had the highest mean score in level of the Improvement conception when
compared with more experienced groups. Regarding this finding, she stated that this group
of teachers was generally newly graduated, and they were the teachers who try to teach
students with great enthusiasm. She also went on to state that it can be concluded from this
finding that the reason of high mean scores of the less experienced teachers’ improvement
conception might be due to their desire and effort to teach students something new and

unknown.
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5.1.3. Is there a significant difference in teachers’ perceptions of assessment according

to their educational background?

In this study, the results indicated that teachers’ educational background has no effect on
their school accountability, student accountability, improvement, and irrelevance
perceptions of assessment. This shows that not education level of teachers but especially
their teaching experience in the area of education might have an effect on their perceptions
of assessment. On the other hand, in her study, Zaimoglu (2013) found that teachers’
education level made a significant difference only in School Accountability conception. In
other words, teachers who hold doctor’s degree considered using assessment for School
Accountability with a higher value than the ones with master’s or bachelor’s degrees.
According to her, the reason of such result could be due to their perceptions that
assessment makes schools and teachers accountable. Moreover, it is possible to conclude
that this group of teachers saw assessment as an evidence of the quality of the school and

as a good way to evaluate a school.

5.2. What is the Relationship among the Four Components of TCoA-I11A?

The correlation results demonstrated that there is a significant correlation between
Improvement and School Accountability, between Improvement and Student
Accountability, and between School Accountability and Student Accountability in
perceptions of assessment. However, the correlation results also showed that there is not a
significant difference between Improvement and Irrelevance, and between School
Accountability and Irrelevance. On the other hand, the correlation results showed that
although the correlation between Student Accountability and Irrelevance is poor, there is a
significant difference between these components. It can be said that the BILSEM English
language teachers see assessment as a way to determine how much students have learned
from teaching and as a measure of helping students improve their learning in order to
determine if students meet qualifications standards. At this point, the results of this study
are similar to the findings of Yiice (2015) who also found out that pre-service English

language teachers in the group in her study conceived of assessment as diagnosing and
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improving students learning in order to meet standards of student achievement. She also
found that pre-service English language teachers conceived of assessment as a good and
accurate indicator of raising of educational standards. Furthermore, the correlation results
between Improvement and School Accountability in this study are consistent with the
study conducted by Brown (2011). In this study, there was a strong correlation between
Improvement and School Accountability, and according to the results of Brown’s study
(2011), there was a moderate correlation between them. According to him, this correlation
means improving teaching and learning process is directly proportional to assessing
students. Besides, the BILSEM English language teachers see assessment as a good way to

evaluate a school.

In this study, irrelevance is slightly correlated with Improvement, School Accountability,
and Student Accountability. The correlation between Irrelevance and these three other
conceptions demonstrated that the English language teachers in this study also slightly see
assessment as an unfair way to assess students and as an imprecise process in educational
area. Likewise, in the study of Yiice (2015), irrelevance was moderately correlated with
Improvement, School Accountability, and Student Accountability. According to her, the
correlation between Irrelevance and these three other conceptions showed that pre-service
English language teachers also moderately conceived assessment as something that the
students do not enjoy and see its results as imprecise, and therefore they ignore the results
of it.

5.3. What Types of Assessment Practices do the BILSEM English Language Teachers

Choose?

The results showed that the BILSEM English language teachers use the types of
assessment practices such as Student Written Work (e.g., activity sheets, spelling or math
facts), Oral Question & Answer and Planned Observation (e.g., Running Record,
Checklist), Student Self or Peer Assessment and Portfolio / Scrapbook, Unplanned
Observation, and Teacher Made Written Test and Standardised Test to assess their

students’ language performances in their classes. However, Conferencing is the least
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preferred assessment practice that is used by the teachers in their classes. Also, the
interviewed teachers stated that they prefer to use the assessment practices which are
suitable for the student type, time and their purpose in their classes. Teachers’ perceptions
of assessment are important as they influence assessment practices teachers use in the
classroom (Brown, 2004), and these practices may develop teacher instruction and improve
student learning (Hao & Johnson, 2013).

It can be said that the teachers used Student Written Work assessment practice mostly to
assess their students’ language performances and language achievement in their classes.
This shows that language performances of the English language learners studying at
BILSEM were assessed mostly through their own written works, such as activity sheets,
spelling or math facts. In addition, their language performances were also assessed mostly
through Oral Question & Answer and Planned Observation (e.g., Running Record,
Checklist), Student Self or Peer Assessment, and Portfolio / Scrapbook assessment
practices. These results show that the BILSEM English language teachers’ conceptions of
assessment do not contradict with their choices of assessment tasks in practice. In other
words, their conception of assessment is mostly related to improvement of the students,
and in parallel with this result, their choices of assessment tasks in practice are mainly
alternative types of assessment, such as student self or peer assessment and portfolio. The
review of the answers given to the questions about alternative assessment in interviews
also shows that most of the teachers prefer alternative assessment methods in their classes
because they assess students’ performance and increase the motivation of both good and
poor learners in this way. This might be a result of the fact that alternative assessment is
integrated into the curriculum of BILSEM, and thus the school curriculum supports such
an assessment type in particular. In addition to this, this might also be a result of the fact
that most of the English language teachers teaching at BILSEM also have positive
perceptions about alternative assessment, have the necessary and enough information about

the alternative assessment methods, and use them in their classes.

When the results in this study were compared with Vardar’s study (2010), the situation was

different in her study. According to the statistics, in her study, the assessment tools
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commonly used by the sixth, seventh and eighth grade teachers were Multiple Choice,
Performance-Task, Fill-in-the Blanks, True-False, Project, Short Answer, Group-Work,
Matching, Portfolio, and Drama. She stressed that most of the participant teachers in her
study selected the traditional assessment tools. Besides, it was the same situation in Ayas’s
study (2014), too. In her study, conceptions of assessment of the teachers teaching English
to young learners contradicted with their choices of assessment tasks in practice. Their
conception of assessment was mostly related to improvement of the students, but their
choices of assessment tasks in practice were mainly traditional types of assessment, such as
teacher made written test and standardized tests.

According to Ayas (2014), the contribution of alternative assessment practices to education
is clear, so it could be much better to argue that the teachers need to use these assessment
practices to make learning more effective in their classroom courses. Moreover, according
to Fisher and Frey (2014), “only formative assessment practices can deliver timely data
about what students understand. Without formative assessment data, teaching is aimed at
the middle. We’ll never know which students were ready for a stretch, and which needed

reteaching” (p. vii).

It can be clearly stated that Conferencing was the least preferred assessment practice that is
used by the teachers in their classes to assess their students’ language performances
although the teachers can give direct feedback to the students about their works orally or in
a written way easily and quickly by holding a series of meetings or conferences. Similar to
the results in this study, Yiice (2015) also found that pre-service English language
teachers’ language performances were also assessed through Student Written Work
assessment technique, such as activity sheets, and Conferencing technique was the least
preferred assessment tool by their language teachers, too. She also stressed that pre-service
English language teachers think of using Student Written Work and Conferencing

assessment tools more than their teachers did.
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5.4. What are the English Language Learners’ Perceptions of Assessment in EFL
Classrooms at BILSEM in terms of; External/Accountability (School Accountability,
Student Accountability), Affect/Benefit (Class Environment, Personal Enjoyment),
Improvement (Student Improvement, Teacher Improves Learning), Irrelevance (Bad,

Ignore)?

The percentages of the students’ agreement about External/Accountability (School
Accountability, Student Accountability) subgroup showed that most students support the
idea that assessment is important for their future career or job. Likewise, according to most
of the interviewed students, assessment is important and necessary for them, too. It means
that most of the students see assessment as an important element for their future career or
job. Likewise, most students also support the idea that assessment tells their parents how
much they have learnt. It can be said that for the majority of the participants, assessment
provides useful information about their level and quantity of learning to their parents.
However, they think that assessment results do not show how intelligent they are. In other
words, according to the students, assessment does not show their intelligence level. In their
research, Brown et al. (2009) found that the students moderately agreed that assessment
made schools and students accountable. According to Brown and Harris (2012),
assessment measures external factors such as quality of school/teacher, students’ future,
luck, intelligence or the teacher likes me. When the results related to the
External/Accountability conception in this study were compared with Zaimoglu’s study
(2013), the situation was different in her study. According to the statistics in her study, the
External/Accountability conception had the lowest mean scores among other variables.
Regarding this result, she stated that the lowest mean score for this conception among
other conceptions showed that students in her study did not believe that assessments
measure their future, intelligence or the quality of schooling. At this point, Rotter (1982)
emphasized that success attribution in external, uncontrollable factors is associated with
reduced academic achievement; whereas, endorsement of internally-located, consistent,
and controllable causes is associated with increased performance (as cited in Brown &
Harris, 2012). Likewise, Zaimoglu (2013) also emphasized in her study that the students

can be successful in their school life when the external factors are under their control
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because the External/Accountability conception has a very important place in students’
academic achievements. In line with the opinions of Rotter (1982) and Zaimoglu (2013),
the students taking part in this study dominate the external factors except intelligence, and
thus their academic performance is high. The students’ views on this conception point to

this conclusion.

The BILSEM English language learners’ conception of assessment related to
Affect/Benefit (Class Environment, Personal Enjoyment) subgroup indicated that the
students think assessment encourages their classes to work together and help each other. It
means that most of the students see assessment as an encouraging element to work together
and help each other in classes. Likewise, most of the students think that their classes
become more supportive, and they find themselves really enjoying learning when they are
assessed. It can be said that for the majority of the participants, assessment is a useful and
an enjoyable element to learn subjects in school. On the other hand, some of the students
think that when they are assessed, their class does not become more motivated to learn. In
Brown and Harris’s study (2012), older students recorded lower agreement with the
conception of Affect/Benefit than the younger students who endorsed strongly the positive
affective element like personal enjoyment. According to Brown and Harris (2012), the
reason for this situation may be that the older students such as high school students begin
to look at assessment and evaluation processes from a more realistic point of view rather
than emotionally because assessment and evaluation has begun to shape and direct their
lives in a way. They also state that the negative perspectives of students against assessment
may increase in their education lives over the years because students experience and
become more aware of the individual impacts and results of assessment over the years, and
they experience the exams which, like national exams, have a profound impact on their
future lives and constitute a risk for them. Considering Brown and Harris’s (2012) views at
this point, most of the students in this study are young, and perhaps because of this, the

perceptions they have developed against this conception are mostly positive.

According to the analyses of conceptions of assessment related to Improvement (Student

Improvement, Teacher Improves Learning) subgroup, assessment results are important for
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most of the students because they use their assessment results to determine what they can
do better in their future studies. In other words, for the majority of the participants,
assessment results are important as a means of guide for their next studies. Also, the
students think that assessment is a significant tool of tracking their progress. Besides, for
the majority of the participants, assessment is important as a means of feedback, too. When
these results related to the Improvement conception in this study were compared with
Zaimoglu’s study (2013), they were the same in her study, too. According to the statistics
in her study, the Improvement conception had the highest mean scores among other
variables. Regarding this result, she expressed that the highest mean score for this
conception among other conceptions showed that according to the students taking part in
her study, assessment might have the positive effects on their learning. She also stated that
from this point of view, the students in her study think that the purpose of assessment is to
plan, improve and increase, and evaluate their learning in classes. Likewise, in the research
of Brown et al. (2009), taking the correlations and the mean scores together, it would
appear that high school students firstly focused on the conception of improvement of
assessment, thought that assessment increased their learning, and affected it in a positive
way. At this point, Brown and Harris (2012) stress that the more students support and
defend the improvement conception, the more successful they will be in their academic
life. They also added that it is a fact that the improvement conception of assessment is the
most approved and popular among high school students. Therefore, teachers should
actively use assessment in their lessons to facilitate and increase the learning of students as
well as to make their teaching more effective; this is a situation that all students expect

from assessment.

Most of the students in this study also think that teachers see assessment as a useful tool
for teaching them according to its results while the teachers think assessment is a force to
make them teach in a way that is against their beliefs, and assessment is of little use
because teachers make little use of assessment, although they conduct it. Additionally, as it
is understood from the analyses, it is important to state here that while, according to the
teachers, assessment does not measure students’ higher order cognitive skills, such as

analyzing and evaluating anyway, according to the students, assessment measures their
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higher order cognitive skills, such as analyzing and thinking critically. Likewise, according
to the students interviewed, alternative assessment methods have a huge effect on fostering
their critical thinking skills and creativity. They also think that they can develop their
critical and creative thinking through alternative assessment methods very well. This might
be a result of the fact that the students attach great importance to assessment and think that
it plays an active role in preparing themselves for the future by assessing them in every

aspect.

Lastly, according to the analyses of conceptions of assessment related to Irrelevance (Bad,
Ignore) subgroup, the students do not ignore assessment information, assessment results
are very accurate according to them while most teachers see assessment as an imprecise
process, and the students do not ignore or throw away their assessment results, too.
Moreover, according to most of the students, assessment is fair to them in parallel with the
thought of the teachers about this situation, assessment does not interfere with their
learning, teachers are not over-assessing, assessment is important, and assessment has an
important impact on their learning. Similar to the results in this study, Zaimoglu (2013)
found that the students participating in her study did not also ignore information gained
from assessment activities and did not think that assessment is without value or having
little impact on their learning. Likewise, Brown and Hirschfeld (2008) also found that the
students in their research tended to disagree with the conception of Irrelevance generally
including the opinions such as assessment is bad and ignored. Moreover, they state that
according to the results in their research, while students who consider assessment as a
useful process that develops their individual responsibilities and helps them improve their
learning got higher marks in courses, students who do not take assessment seriously or
ignore it, and those who consistently link the responsibility of assessment results to teacher
or schools got lower marks in courses. They also added that students who do not ignore
assessment and its results and consider that assessment plays a constructive role, not
destructive in their learning think very closely to the characteristics of formative self-

assessment which is one of the alternative assessment techniques.
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5.4.1. Is there a significant difference in students’ perceptions of assessment according

to their gender?

The results showed that there is not a significant difference in the students’
external/accountability, affect/benefit, improvement, and irrelevance perceptions according
to their gender. According to the results in Improvement Factor in which both female and
male students have the highest mean values similar to teachers’, we can say that whatever
students’ gender is, they give importance to the function of assessment, which is a guide on
what they should learn next by looking at what they got wrong or did poorly, and
assessment helps teachers track students’ progress. Likewise, in Zaimoglu’s study (2013),
both female and male students had the highest mean values in the Improvement
conception, too. In other words, the students in her study also considered assessment as a
tool to enhance their learning in classes.

In this study it is also found that especially male students have the lowest mean values in
the Irrelevance Factor similar to those of teachers. Moreover, we can also state that both
female and male students in this study, but as it has been stated before, especially the male
students perhaps because of their previous experiences with assessment, ignored the
Irrelevance Factor as they did not believe that assessment is unfair to them, it is value-less,
and it has little impact on their learning. Similar to this result in this study, in their study,
Brown and Hirschfeld (2007) also found that students tended to reject the conceptions that
assessment interferes with their learning, and that they ignore assessment results. However,
when the results related to the Irrelevance conception in this study were compared with
Zaimoglu’s study (2013), the situation was different in her study. In her study, the students,
especially the male students, had significantly high level of conception for Irrelevance.
According to her, the reason of high mean scores of male students’ Irrelevance conception
could be due to the experiences of the students about assessment. The students in her study
probably think that assessment has a little effect on their learning in classes. Also, in her
study different from this study, the lowest mean value for female and male students was

the External/Accountability conception.
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5.5. What is the Relationship among the Four Components of SCoA-V1?

The correlation results demonstrated that there is a positive and significant correlation
between Improvement and External/Accountability, between Improvement and Affect, and
between External and Affect in perceptions of assessment. The correlation results also
showed that there is a significant correlation between Irrelevance and Improvement,
between Irrelevance and External, and between Irrelevance and Affect in perceptions of
assessment although the correlation between these components is in negative direction. It
can be said that the BILSEM English language learners see assessment as a way to
determine how much they have learned from teaching and as a way to inform their parents
about how much they have learnt. What is more, they see assessment as a good way of
enjoying learning, assessment is important for them, and they attach great importance to
assessment information and their assessment results, assessment results are very accurate,

and assessment is fair to them.

In Brown and Hirschfeld’s study (2008), the conception of Affect is correlated very highly
with the school accountability factor and moderately with the student accountability factor
which are the factors of External/Accountability conception. According to them, the
pattern of these correlations indicated that students who had good experience in assessment
and who liked assessment thought that schools rather than themselves were responsible for
the good results of assessment for schools. They also state that if students like assessment,
and if their evaluations about it are positive, their views and opinions about school may be

positive, too, and they will think that schools are doing good things for themselves.

5.6. What are the Burdur and Isparta BILSEM English Language Learners’ Choices

of Assessment Practices?

The results showed that the types of assessment practices that come to the BILSEM
English language learners’ mind when they think of the word assessment are: I score or
evaluate my own performance, The teacher grades me on a written test that he or she made

up, The teacher scores me on an in-class written essay, The teacher grades or marks or
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scores the written work | hand in, and The teacher observes me in class and judges my
learning. However, The teacher asks me questions out loud in class is the assessment
practice that comes to the students’ mind least when they think of the word assessment
although most of the teachers use Oral Question & Answer assessment practice to assess
their students’ language performances in their classes. Brown (2011) states that how
students understand the nature of assessment and its functions or purposes seems to affect
and guide their perspectives and approaches to assessment practices (as cited in Brown &
Wang, 2016). Additionally, Bazemore (2012) expresses that students’ perceptions of
assessment practices are directly related to the feedback, comments and explanations given

to them by their teachers about their lessons and exam results.

It can be said that when the BILSEM English language learners think of the word
assessment, | score or evaluate my own performance assessment practice come to their
mind mostly. This shows that the English language learners’ studying at BILSEM language
performances are assessed mostly through Self-Assessment. Also, their language
performances are assessed mostly through their own written works they hand in and
Planned Observation, such as Running Record, Checklist. This result clearly shows that the
students participating in this study are mostly assessed by alternative assessment
techniques, such as student self-assessment, performance-based assessments, and
observation techniques. Most of the students interviewed stated that alternative assessment
practices are better. Moreover, they also stated that they like and prefer alternative
assessment practices because they feel more relaxed and free in alternative assessment

while they have got stress in vain in traditional assessment.
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6. SUGGESTIONS FOR FURTHER STUDIES

In this study, English language teachers’ and learners’ perceptions concerning assessment
and evaluation processes in EFL classrooms were emphasized. The effect of assessment on
improving higher order thinking skills should also be considered separately and
differentiated, and the effect of this differentiation on the critical and creative thinking
skills of gifted students should be examined. While searching the effect of assessment on
higher order thinking skills, it may be necessary to move the teaching environments out of
the classroom in order to generalize the skills to be learned, and to enable the use of skills
in natural environments. Therefore, time allocated to next studies should be increased.
Furthermore, to be able to understand whether assessment measures students’ higher order
thinking skills, firstly the critical and creative thinking skills of teachers working at
BILSEM should be assessed, experimental programs should be prepared to improve these

skills, and the results should be tested.

In this study, the scale used for students’ perceptions on assessment was applied to 75
English language learners who were identified as gifted only in two BILSEM, Burdur and
Isparta, and 27 students in these two BILSEM were also interviewed about assessment.
However, to better understand students’ views, next studies should be conducted on larger
samples of gifted students in other BILSEM in different cities in Turkey, too, and their
results should be investigated. Besides, next studies should also be conducted on students
who are not identified as gifted in other settings and schools, and their results should be
investigated, too. Moreover, in this study, the scale used for teachers’ perceptions on
assessment was applied to 61 English language teachers in 61 different BILSEM in
Turkey, and 5 teachers in five different BILSEM were also interviewed about assessment.
However, to be able to understand the views and opinions of teachers on assessment better,
next studies should be carried out with more English language teachers working at these
Centers; particularly during the qualitative research phase, more English language teachers
should be contacted and interviewed. In addition to the scales and interviews used in this
study, there is a need to disseminate the use of more open-ended tests in which students

express themselves more easily and think more in next studies, too.
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The researcher had difficulty in writing the literature review part of his study on giftedness
and assessing giftedness due to the lack of data in the related field. Therefore, this reveals a
need in the relevant literature. The number of studies investigating the relationship
between assessment and the students’ academic achievements, critical and creative
thinking skills and the level of creativity should be increased, too. In other words, critical
and creative thinking skills are the most important skills required by our age, and because
of this, the relationship between assessment and higher order thinking skills should be
examined deeply in next studies, and assessment parts of the programs should be organized
in a way that encourages and enhances these kinds of skills. Besides, the effects of
assessment on teaching English to gifted students in both short-term and long-term should

also be investigated.
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Appendix A. Teachers’ Conceptions of Assessment Abridged Scale (TCoA-I11A)

(Original)
THE UNIVERSITY OF AUCKLAND

* *
*

Conceptions of Assessment I11 Abridged Survey

This survey asks about your beliefs and understandings about ASSESSMENT, whatever
that term means to you. Please answer the questions using YOUR OWN understanding of
assessment.

1. Please indicate which of the following assessment PRACTICES you have in mind when

you think about assessment.

When | think about ASSESSMENT these are the kinds of PRACTICES | have in mind
(Tick all that apply)

[J 1Unplanned Observation [1 6Student Self or Peer Assessment
[0 20ral Question & Answer [ 7Conferencing
[0 3Planned Observation (e.g., 01 8Portfolio / Scrapbook
Running Record, Checklist) [1 9Teacher Made Written Test
O] 4Student Written Work (e.g., [] 10Standardised Test
activity sheets, spelling or math [J 11Essay Test
facts) ] 12 1-3 Hour Examination

O 5Marked Homework

2. Please give your rating for each of the following 27 statements based on YOUR opinion
about assessment. Indicate how much you actually agree or disagree with each statement.

Use the following rating scale and choose the one response that comes closest to describing

your opinion.
» Strongly Disagree
» Mostly Disagree
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» Slightly Agree
» Moderately Agree
» Mostly Agree
» Strongly Agree
Note that the ratings are ordered from Disagree on the LEFT to Agree on the RIGHT.

Please continue ...
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Please tick one box for each statement

1. Assessment provides information on how well

schools are doing

2. Assessment places students into categories a g 0 d O ad

3. Assessment is a way to determine how much
students have learned from teaching

4. Assessment provides feedback to students about

their performance

a
a
a
a
a
a

5. Assessment is integrated with teaching practice

a
a
a
a

6. Assessment results are trustworthy a a

7. Assessment forces teachers to teach in a way
against their beliefs

8. Teachers conduct assessments but make little use

of the results

9. Assessment results should be treated cautiously
because of measurement error

10. Assessment is an accurate indicator of a school’s

quality
11. Assessment is assigning a grade or level to

student work

12. Assessment establishes what students have

learned

13. Assessment feeds back to students their learning
needs

14. Assessment information modifies ongoing
) a g ad a g o
teaching of students

Please continue ...

120



Please tick one box for each statement

O o o

15. Assessment results are consistent d d d
16. Assessment is unfair to students a a d d o 0d
17. Assessment results are filed & ignored d d d d o 0
18. Teachers should take into account the error and
) - a g ad a g o
imprecision in all assessment
19. Assessment is a good way to evaluate a school d d d d o 0
20. Assessment determines if students meet
o d g 4d a o o
qualifications standards
21. Assessment measures students’ higher order
o _ d a a a o o
thinking skills
22. Assessment helps students improve their learning | O a d d o 0d
23. Assessment allows different students to get
) ) ) a a a a o o
different instruction
24. Assessment results can be depended on d a d d o 0
25. Assessment interferes with teaching d d a d o 0
26. Assessment has little impact on teaching a g 0 d O ad
27. Assessment is an imprecise process d d d d o 0
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Would you also provide the following personal information?

A) What is your role in education? (Tick one only)
O3 Trainee Teacher
0 Teacher
3 Senior Teacher
O Assistant or Deputy Principal
3 Principal
3 Other:
B) What is your highest degree? (Tick one only)
3 1Bachelor
O 2Postgraduate Certificate

3 3Postgraduate Diploma
O 4Master
3 5Doctor
C) For how many years have you taught? (Tick one only)
1 Less than 2
0 2 Between 2 and 5
O 3 Between 6 and 10
3 4 More than 10
D) What is your specialist teaching subject? (Tick one only)
3 English
O Mathematics
3 Science
3 Other:
E) What is your sex? (Tick one only)

O Female
0 Male
F) What type of school do you teach at? (Tick one only)
3 Single Sex BOYS
3 Single Sex GIRLS

122



O Coeducational
G) What level of school do you teach at? (Tick one only)
O Band 1
0 Band 2
0 Band 3
H) What training in educational assessment have you had? (Tick all that apply)
0 None
0O Some hours as part of pre-service training
3 ' to 1 day Workshop or Seminar
O Completed undergraduate Paper
O Completed postgraduate Paper
O3 Other: (give details)

Thank you for your help. Your cooperation is appreciated.

CoA-III Abridged ©2001-2007, Dr. Gavin Brown, University of Auckland
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Appendix B. Students’ Conceptions of Assessment Scale (SCoA-VI1) (Original)

To Be Completed by the Student

Please help us with some information about yourself.
Your Name:
School:

Sex: Female Male (circle one)
Age:
Ethnicity: ONZ European/Pakeha [IMaori OPasifika [JAsian OOther:

Questionnaire instructions

Please tell us how much you agree or disagree with each statement based on YOUR OWN

opinion. Fill in the box () that comes closest to describing your opinion. Please DON’T
use ticks or crosses as these make the questionnaire hard to scan.
If you want to change your mind, cross out your first choice ( ¥ ), and fill in the box that

comes closest to describing your opinion (] ).
Note that the first column is STRONGLY DISAGREE and the last column is STRONGLY
AGREE, and that the first two columns indicate disagreement, while the last four columns

indicate agreement.

Thank you for participating in this survey.
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Please fill in one box for each statement

Conceptions of Assessment
3 3 © 8 - g
g > = 2 o =
(%] 3] (=2 < o))
3 12 < > < <
= > = © = 2
s £ 2 3 § 2
pasl N o )
& = ° s @
1. | pay attention to my assessment results in
order to focus on what | could do better next ) a a a a
time
2. Assessment encourages my class to work
a d a a d
together and help each other
3. Assessment is unfair to students a a a d d
4. Assessment results show how intelligent |
a d a a d
am
5. Assessment helps teachers track my progress a a a a a
6. Assessment is an engaging and enjoyable
. gaging JOY a a a a A
experience for me
7. I ignore assessment information ) a a a a
8. Assessment is a way to determine how
. d 0 a d 0
much | have learned from teaching
9. Assessment is checking off my progress
. . . a a a a a
against achievement objectives or standards
10. I make use of the feedback | get to improve
] a d a a d
my learning
11. Assessment provides information on how
] a a a d d
well schools are doing
12. Assessment motivates me and my
a a a a a
classmates to help each other
13. Assessment interferes with my learning ] 0 O 0 d
14, I look at what | got wrong or did poorly on
. a a a a d
to guide what | should learn next
15. | use assessments to take responsibility for
. a d a a a
my next learning steps
16. Assessment results predict my future
a 0 d d a
performance

125




Please fill in one box for each statement

Conceptions of Assessment
3 @ ® 3 @
S = o =) 8 o
1%} 1553 (=2} < S >
a = < = < >
- a > 3] > =
= > 2 = 3 2
S 8 = S = 2
= o =
7 = v S n
17. Our class becomes more supportive when
a d a a a
we are assessed
18. Teachers are over-assessing a d a d a
19. I use assessments to identify what | need to
a a a a a
study next
20. Assessment is important for my future
. a d d d a
career or job
21. When we do assessments, there is a good
. d O d 0 d
atmosphere in our class
22. Assessment results are not very accurate d 0 d 0 d
23. My teachers use assessment to help me
. a d a a a
improve
24, Assessment measures the worth or quality
a d d d a
of schools
25. Assessment makes our class cooperate
) d 0 d d d
more with each other
26. Assessment is value-less d d d d d
27. Teachers use my assessment results to see
d d d d d
what they need to teach me next
28. When we are assessed, our class becomes
] d 0 d 0 d
more motivated to learn
29. | ignore or throw away my assessment
O O d O d
results
30. Assessment shows whether | can analyze
) . ) d 0 O 0 O
and think critically about a topic
31 | find myself really enjoying learning when
Y y enjoying g A A A A A
I am assessed
32. Assessment has little impact on my learning a a a a a
33. Assessment tells my parents how much I've
- 0 0 d 0 d
earn
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When you think of the word ASSESSMENT, which kinds or types of assessment activities

come to your mind? (Fill in all that apply)

O1
0?2
O3
04
as
06
a7

08
a9

010
011

012
013
O

An examination that takes one to three hours

| score or evaluate my own performance

My class mates score or evaluate my performance

The teacher asks me questions out loud in class

The teacher grades or marks or scores the written work | hand in

The teacher grades me on a written test that he or she made up

The teacher grades me on a written test that was written by someone other than the
teacher

The teacher observes me in class and judges my learning

The teacher scores a portfolio of work | have done over the course of a term or
school year

The teacher scores me on an in-class written essay

The teacher scores my performance after meeting or conferencing with me about
my work

The teacher uses a checklist to judge my in-class performance

Something else: (print neatly)

Something else: (print neatly)

SCoA-VI ©2008 Gavin T L Brown
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Appendix C. Ogrencilerin Olcme ve Degerlendirme Algilar1 Olgegi

Ogrenci tarafindan doldurulacaktir.

Liitfen kendinizle ilgili birkag bilgiyle bize yardime1 olunuz.
Adimiz:
Okul:

Cinsiyet: Kiz Erkek (Birini yuvarlak igine aliniz.)
Yas:
Etnik kéken: O Avrupa kokenli Yeni Zelandali/Pakeha OYeni Zelanda Yerlisi OPasifikli

OAsyali ODiger:

Anket Yonergesi

Liitfen bize KENDI FIKRINIZE dayali olarak her bir ifadeyle ilgili ne 6l¢iide ayn1 fikirde
oldugunuzu veya olmadiginizi sdyleyiniz. Fikrinizi en yakin sekilde tamimlayan kutuyu ( )

isaretiyle doldurunuz. Anketin taramasini zorlastirdigi igin litfen ¢arp1 veya tick isareti
KOYMAYINIZ.

Fikrinizi degistirmek isterseniz, ilk seceneginize ¢arp1 koyunuz ( ﬂ ) ve fikrinizi en yakin

sekilde tammlayan kutuyu ( [7]) isaretiyle doldurunuz.
Suna dikkat ediniz: Ilk siitun en olumsuz HIC KATILMIYORUM ve son siitun en olumlu
KESINLIKLE KATILIYORUM dur. Ayrica ilk iki siitun katilmadigimiz durumlar: belirtirken,

son dort siitun ise katildiginiz, aym fikirde oldugunuz durumlari belirtmektedir.

Arastirmaya katildiginiz i¢in tesekkiir ederiz.
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Liitfen her bir ifade i¢in bir kutuyu doldurunuz.

Ol¢me ve Degerlendirme Algilari

: 5 |
< = <
S, = £ S, = § X~ § = §
= 22 = g 3 =28 | =8
E =2 E EX EX EZ
= b0 = N Q = 80 5 8=
2 1851y SEESIVIEAN.
— Mok
as M
1. Bir dahaki sefere daha iyi yapabilecegim seye
odaklanmak i¢in 6lgme ve degerlendirme a a a a a d
sonuclarima dikkat ederim.
2. Olgme ve degerlendirme, birlikte calismak ve
birbirimize yardim etmek i¢in sinifinmi a a a a a d
cesaretlendirir.
3. Olgme ve degerlendirme, dgrencilere haksizliktir. 0 d 0 d a a
4. Olgme ve degerlendirme sonuclar1 ne kadar akilli a 0 a 0 a 0
oldugumu gosterir.
5. Olgme ve degerlendirme, 6gretmenlerin 0 0 0 0 0 0
ilerlememi izlemesine yardime1 olur.
6. Olgme ve degerlendirme benim igin ilgi gekici ve 0 O O O O O
keyifli bir deneyimdir.
. a a a a a )
7. Olgme ve degerlendirme bilgisini dnemsemem.
8. Olgme ve degerlendirme, 6gretimden ne kadar 0 0 0 0 0 0
6grendigimi belirlemek i¢in bir yoldur.
9. Olgme ve degerlendirme, basar1 hedefleri ya da 0 0 0 0 0 0
standartlara karsi ilerlememi denetliyor.
10. Ogrenmemi gelistirmek icin aldigim geri doniitten 0 0 0 0 0 0
faydalanirim.
11. Olgme ve degerlendirme, okullarin ne diizeyde ) 0 m| 0 m| 0
oldugu ve neler yaptiklariyla ilgili bilgi verir.
12. Olgme ve degerlendirme birbirimize yardim
etmek i¢in beni ve sinif arkadaglarimi motive O a a a d d
eder.
13. Olgme ve degerlendirme, 6grenmeme miidahale 0 0 0 0 0 0
eder.
14. Bir dahaki sefere 6grenmem gereken seye yol
gOstermesi i¢in kotii yaptigim veya 0 d 0 d d d
anlayamadigim seyi gézden geciririm.
15. Sonraki 6grenme adimlarimin sorumlulugunu
almak i¢in 6l¢me ve degerlendirme sonuglarini 0 a d d d d

kullanirim.
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Liitfen her bir ifade i¢in bir kutuyu doldurunuz.

E g
= 22 ,F s 2§ g5
.. S = > IS Y 3 20 i = 0o
Ol¢me ve Degerlendirme Algilari = )cgn g 5 %* % _E‘ )cgn %’ = _E‘
N M
16. Olgme ve degerlendirme sonuglar1 benim gelecekteki a a a a a a
performansimi tahmin eder.
17. Smifimiz, degerlendirildigimiz zaman daha 0 a a a a
destekleyici olur.
18. Ogretmenler asir1 derecede dlgme-degerlendirme 0 a a a a 0
kullantyor.
19. Bir dahaki sefere ders calismamda gereken seyleri
belirlemek i¢in 6lgme ve degerlendirme sonuglarma a a a a a a
bakarim.
20. Olgme ve degerlendirme benim gelecekteki
kariyerim ve isim i¢in dnemlidir. 0 a o o 0 0
21. Olgme ve degerlendirme yaptigimizda smifimizda iyi g a a a 0 0
bir atmosfer vardir.
22, Olgme ve degerlendirme sonuglar1 ¢ok dogru
degildir. o 0 0 0 0 0
23. Ogretmenlerim gelismeme yardime1 olmak igin g a a a 0 0
6lgme ve degerlendirme kullanir.
24, Olgme ve degerlendirme okullarin degerini veya g a a a g g
kalitesini 6lger.
25. Olgme ve degerlendirme sinifimizda birbirimizle g g 3 g g g
olan isbirligimizi daha da arttir1r.
26.  Olecme ve degerlendirmenin degeri azdir. 0 0 0 0 0 0
217. Ogretmenler bir dahaki sefere bana ders anlatirken
ihtiyag duyduklar1 seyi gérmek igin benim 6lgme ve a d a 0 0 d
degerlendirme sonuglarimi kullanir.
28. Degerlendirildigimizde, siifimiz 6grenmek i¢in daha g a a 0 0 0
motive olur.
29. Olgme ve degerlendirme sonuglarimi dnemsemem ya 0 a a a a 0
da atarim.
30. Olgme ve degerlendirme, bir konu hakkinda elestirel
disiiniip diisiinemedigimi ve analiz yapip ) 0 0 0 d d
yapamadigimi gosterir.
31.  Degerlendirildigimde, gercekten 6grenmeyi
sevdigimin farkima varmrim. 0 0 0 0 0 0
32.  Olgme ve degerlendirmenin dgrenmem iizerinde gok 0 a a a a 0
az etkisi vardir
33.  Olgme ve degerlendirme, ne kadar 6grendigim g a a a a g

hakkinda aileme bilgi verir.
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OLCME ve DEGERLENDIRME kavramini diisiindiigiiniizde, ne tip ve hangi tiir dlgme ve

degerlendirme etkinlikleri akliniza gelmektedir? (Size uyanlarin hepsini doldurunuz.)

1-3 saat arast siiren bir sinav

Puan alirim veya kendi performansimi degerlendiririm

Sinif arkadaglarim puan alir veya benim performansimi degerlendirirler.
Ogretmen bana sinifta yiiksek sesle sorulari sorar.

Ogretmen teslim etti§im yazili eseri derecelendirir veya ona not ya da puan verir.
Ogretmen, olusturdugu bir yazili sinavla bana not verir.

Ogretmen, baskasi tarafindan yazilmis olan bir sinavla bana not verir.

Ogretmen, sinifta beni gézlemler ve dgrenmemi yargilar.

Oo0Oo0oo0oOo0ooogoaoao

Ogretmen, bir ddnem veya egitim-6gretim yili boyunca yapmis oldugum portfdy

calismama puan verir.

O

Ogretmen bana simif i¢indeki yazili smavda puan verir.

O

Ogretmen, yaptigim ¢alismayla ilgili olarak benimle gériisiip konustuktan sonra

performansima puan verir.

a

Ogretmen, sinif i¢i performansimi yargilamak icin bir kontrol listesi kullanir.

O

Bagka bir sey: (diizenli bir sekilde yaziniz)

O

Bagka bir sey: (diizenli bir sekilde yaziniz)

SCoA-VI ©2008 Gavin T L Brown
Ceviri: Hiiseyin Ates
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Appendix D. Interview Questions for Teachers

1. What is the first thing that comes into your mind when you hear “Traditional
Assessment” and “Alternative Assessment”?

2. Which assessment method(s) do you prefer and implement in your classes? Why?

3. Which assessment type is more effective for your students’ gaining four language skills
in English? Traditional or alternative assessment?

4. Which assessment type is more effective for your students’ gaining critical thinking
skills and creativity?

5. What kind of challenges have you experienced while implementing traditional and
alternative assessment methods so far?

6. What do you do to cope with the challenges you have while you are implementing the
assessment tools in your classes?

7. Alternative assessment is the core and main assessment type used in English classes at
BILSEM. Do you think that only the alternative assessment is sufficient to assess the
students’ all language and thinking skills? Or have you thought using any traditional
assessment techniques with the alternative ones to assess what your students have learnt in
English classes up to now?

8. What are your opinions and suggestions for “Assessment” in English classes at

BILSEM?
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Appendix E. Interview Questions for Students

1. What is the first thing that comes into your mind when you hear the word
“Assessment”?

2. Is “assessment” important and necessary while learning a topic at school?

3. Does being assessed in English provide you with any advantages or disadvantages?

4. Which is better: traditional assessment or alternative assessment? Which one do you like
and prefer? Why?

5. What are your concerns about traditional and alternative assessment?

6. In which assessment type do you have difficulties?

7. What kind of challenges have you experienced in both traditional and alternative
assessment methods so far?

8. What do you do to cope with the challenges you have while you are being assessed at
both your regular school and BILSEM?

9. How effective are traditional and alternative assessment methods if you give percentage
out of a hundred for gaining four language skills in English?

10. How effective are traditional and alternative assessment methods if you give
percentage out of a hundred for fostering your critical thinking skills and creativity?

11. What are your opinions and suggestions for “Assessment” in English classes at

BILSEM?
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Appendix F. Ogrenciler i¢in Roportaj Sorular

1. “Olgme ve Degerlendirme” dendiginde akliniza ilk gelen sey nedir?

2. Okulda bir konuyu 6grenirken Olgme ve Degerlendirme énemli ve gerekli midir?

3. Ingilizce dersinde degerlendirilmenin size faydasi veya zarari var m1?

4. Geleneksel 6lgme degerlendirme mi yoksa alternatif 6lgme degerlendirme mi daha iyi?
Hangisini tercih edersiniz? Nigin?

5. Geleneksel ve alternatif 6lgme degerlendirmeye iliskin endiseleriniz nelerdir?

6. Hangi degerlendirme tipinde zorluklar yastyorsunuz?

7. Simdiye dek geleneksel ve alternatif 6l¢cme degerlendirme metotlarinda ne tiir zorluklar
yasadiniz?

8. Hem kendi diizenli okulunuzda hem de Bilim ve Sanat Merkezinde degerlendirilirken
karsilastiginiz zorluklarla basa ¢ikmak i¢in ne yaparsiniz?

9. Yiiz lzerinden bir puan verecek olursaniz, geleneksel ve alternatif Olgme ve
degerlendirme metotlar1, Ingilizcedeki dért dil beceri alanim kazanmada ne kadar etkilidir?
10. Yiiz tlzerinden bir puan verecek olursaniz, geleneksel ve alternatif Olgme ve
degerlendirme metotlari, sizin elestirel diisiinme becerilerinizi ve yaraticiliginizi arttirmada
ne kadar etkilidir?

11. Bilim ve Sanat Merkezinde Ingilizce derslerinde kullanilan 6lgme ve degerlendirmeye

iliskin fikir ve Onerileriniz nelerdir?
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Appendix G. Extra Section Questions Added to TCoA-I11A

Could you answer the following questions, please?

1. Do you use the alternative assessment methods, such as self- and peer-assessment, portfolio
assessment, etc. properly and effectively to judge your students' English knowledge or to
learn whether they understand the topic or not in your classes at BILSEM?

o YES

o NO

o PARTLY

o | DO NOT USE ANY ALTERNATIVE ASSESSMENT METHODS IN MY CLASSES

o | AM NOT SURE
2. How are your students’ reactions to the alternative assessment methods used to assess them
in English classes at BILSEM?

o POSITIVE
o NEGATIVE
o NEUTRAL

3. Which assessment type is more effective for your students’ gaining four language skills in
English? Traditional or alternative assessment or both of them?

o Traditional Assessment

o Alternative Assessment

o Both traditional and alternative assessment

o lam not sure
4. Which assessment type(s) is/are more effective for your students’ gaining critical thinking
skills and creativity?

o Traditional Assessment

o Alternative Assessment

o Both traditional and alternative assessment

o lam not sure
5. Which assessment method(s) do you prefer and implement in your classes?

o Always "Alternative Assessment" (Self- and Peer-Assessment, Portfolios,
Journals, Interviews, Discussions, Observations, etc.)

o Always "Traditional Assessment” (Multiple-choice, gap-filling, true/false,
matching, etc.)

o Mostly alternative assessment but sometimes traditional assessment
o Mostly traditional assessment but sometimes alternative assessment

o | do not use any assessment method(s) in my classes
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Appendix H. Official Permission from Related Institutions
















Appendix I. Permission Mails from Prof. Dr. Gavin T. L. BROWN

(Feb 22, 2016 at 10:36 PM)

Dear Hiiseyin

There is no problem in using the TCoA

I know of 2 studies that have already used it in Turkey, and you should refer to these various

theses. You may find that their translations are sufficient for your purposes.

Vardar, E. (2010). Sixth, seventh and eighth grade teachers’ conception of assessment.
(unpublished masters thesis), Middle East Technical University, Ankara, Turkey.

Zagmoglu, S. (2013). Teachers’ and students’ conceptions of assessment in a university EFL
preparatory school context. (unpublished masters thesis), Cag University, Mersin, Turkey.

I am attaching both the long and short versions of the TCoA and the translation created by Vardar.

Please cite it in the following way depending on which one you use

Brown, G. T. L. (2006). Teachers' conceptions of assessment inventory--Abridged (TCoA-IlIA-
Version 3-Abridged). Unpublished test. Auckland, NZ: University of Auckland.

Brown, G. T. L. (2003). Teachers' conceptions of assessment inventory (TCoA Version 3).
Unpublished test. Auckland, NZ: University of Auckland.

If you do translate it independently of the 2 other versions, please send me a copy

Best wishes in your studies
Prof. Gavin T L Brown, PhD

Director Quantitative Data Analysis and Research Unit
New available: Panadero, E., Brown, G. T. L., & Strijbos, J-W. (2015). The future of student self-

assessment: A review of known unknowns and potential directions. Educational Psychology
Review. Advance online publication. doi: 10.1007/s10648-015-9350-2
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(Feb 24, 2016 at 9:17 PM)

By all means you have permission to use the SCoA

The correct citation is

Brown, G. T. L. (2008). Students' conceptions of assessment inventory (SCoA Version VI).
Unpublished test. Auckland, NZ: University of Auckland.

The inventory is attached

Please note the rating scale is positively packed since | presume that participants tend to

agree with everything. There is good evidence that this is much better than the traditional

Likert scale

You may also wish to consider using the recent Chinese-SCoA which has some different

constructs. You can read about it in the attached paper and questionnaire.

The rules are the same. Please send me a copy of your finished report and your translation

upon completion.

Sincerely
Prof. Gavin T L Brown, PhD
Director Quantitative Data Analysis and Research Unit

New available: Panadero, E., Brown, G. T. L., & Strijbos, J-W. (2015). The future of
student self-assessment: A review of known unknowns and potential directions.
Educational Psychology Review. Advance online publication. doi: 10.1007/s10648-015-
9350-2
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