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Abstract

The assessment system of Kazakhstani schools is shifting from a “norm-
referenced” approach of comparing students’ results against the achievements of other
students, to a formative assessment belief model. This formative assessment allows
tracking students’ progress and, and provides feedback to students. However, teachers may
experience challenges, due to teacher beliefs and lack of teacher professional development
and therefore, may conduct assessment procedure only for allocating students with grades.
Hence, it is pivotal to explore teachers’ understandings toward formative assessment.

The purpose of this study is to explore teachers' perceptions regarding formative
assessment at one of the schools in Akmola region, Kazakhstan. This study employed a
qualitative case study design. Due to the proximity and accessibility of the site convenient
sampling strategy was used to select the site. Maximal variation within purposeful
sampling was undertaken to select 8 participants within two groups: 4 experienced
teachers, who received courses on assessment and have more than 3 years of teaching
experience and 4 novice teachers, who did not receive courses in assessment. The
participants include males, and females, the participants were teachers of different
subjects. The diversity of research participants enabled to bring different teaching
experiences and perspectives in this study. The data were collected through eight semi-
structured interviews, lesson observations and document analysis. The study found out the
following four major factors affecting teachers’ perceptions: lack of teacher practical
knowledge; inconsistent professional development; contradictions of teacher practices and
teacher understandings; low students’ motivation. There is a discussion of
recommendations and conclusion, which may assist in further implementation of the new
model of classroom assessment.

Key words: formative assessment, case study, Akmola region, teacher learning.
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Angarna
Kazakcran MekrTenTepiHIe OKYIIBUIAPABIH OKYy JKETICTIKTEepiH Oaramay Kyieci
TOCTYpIi «Oara KOK» KYHECIHEH KaJbIITACThIPYIIbl Oarajay MOJEIIHE aybICHIN >KaThIp.
BaranmaynplH kaHa MOJENIH €HTi3y OapbIChIHAAa MyFaliMaep OKYIIbUIApIAbl Oaranay
OOWBIHIIIA 63 TIKIPUOECIH KalTa KapacThIpy, KOCIOM KOJAAYABIH KETKITIKCI3MIr CeKiIl
KHUBIHJIBIKTapFa yIibipaysl MyMKiH. CoraH Koca Oaranay OKyIIbUIapFa Kepi OaiiyaHbIC
Oepy MakcaTbIMEH eMec, TeK 0ara KoK MaKCaThIMEH JKYPri3iilyl MYMKiH.

Ocpnaiiira, Oy1 3epTTeydiH MakcaThl —Akmoia o0mbickl (Kazakcran)
MEKTEeNTepiHiH OipiHAe MyFaliMACpAiIH KaJIbINTACTBIPYIIBI Oarajayabl TYCIHYIH 3epTTey.
Byt sxymbIc GaphIChIHIA 3€PTTEY/IIH CcalaiblK 9JIiCi, KeWC CTaJu KOJIAHBUIIbL. 3epTTENICTIH
OpPBIHABI aHBIKTAY YIIIH THIMII TaHAay KOJJAHBUIABL. 3epTTeyre KarbICaThlH 8
KATBICYIIBIHBI IPIKTEY/Ie MaKCATThl TAHJAY MEH MAaKCHUMAJ/Ibl BapHallus JIiCi OPBIH bl
3eprreyre OapibIFel 8 MyFaliM, OHBIH iTiHAe, Oaranay OOHBIHINA KYpC OTKEH 4 MYFaliM ,
CoHfaili-ak Oaraymay OOWBIHIIA eIIKaHAald Kypc eotTnereH 4 MyFaliM KaThICTHI.
KartbicymbimapaplH opTYpIIUIirt 3epTTeyre TYpill ToKipuOe MEH Typiil HIKIpJIepAl KOocyFa
MYMKIHIIK Oepai. MamimMerTep >kKapThliail KypbUIBIMAANFAH ceri3 cyx0ar, cabaxrapibl
0aKpUIay XKOHE KY)KaTTapbl capajiay HOTHKECIH e )KHHAKTAIIIBI.

3eprTey OapbhIChIHAA MYFATIMIEP/IIH KaJIbITACTHIPYIITBI OaFanayFa KaTbICThI
TYCIHITIHE dCep €TETiH TOpT Heri3ri (akTop alKbIHAAIAbl: MYFAIIMHIH KaJbIITACTHIPYIIbI
Oaranaypl KOJAaHy OOMBIHINA TOXKIPUOECIHIH KETKUTIKCI3AIT, KOCIOU JaMy KypCTapbIHBIH
KyHeci3miri, MyFaliM TYCIHINT MeH ToXipuOeci apachlHIArbl  KaWIIBUIBIKTap,
OKYIIBLIAPJBIH YOXKIHIH TOMEHMIri. bynan opi OepuireH yChIHBICTAp/Abl TAJIKbLIAy >KOHE
KOPBITBIHIBUIAD Oarajiay >KYWECIHIH KaHa MOJCNIH KOJJIaHyFa 30p BIKOAT  jKacaybl
MYMKIH.

Tipek cesnep: Oaranay, kelic ctaau, AKMosa o0JIbICk], KociOu gamy.
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AHHOTaNus

Cucrema oOneHUBAHHUS YYEOHBIX JOCTHXEHUM ywammxcs wmkon Kazaxcrana
MEPEXOJUT OT TPAJAULIUOHHOTO «OTMETOYHOT0» OIICHHBAHHS K MOJEIH (POpMATHBHOTO
olleHMBaHus. B mporecce BHeApeHHUs HOBOM MOJENIM OLICHUBAHUSA YYUTEIS MOTYT
WCIIBITHIBaTh CJIOKHOCTU B IUJIAHE MEPECMOTpPa CBOETO OMbITa OLCHUBAHUS Y4YalUXCs Ha
ypOKe, U OTCYTCTBUSI KypcoB. OIEHHBaHHME YyYalIUXCsi HAa YPOKE MOXKET MPOBOJAUTHCS
TOJIBKO C LI€JIbIO ONPEIEIICHHS YPOBHS 3HAHUM YUEHUKA.

[lenpr0 JMAHHOTO WCCIICIOBAHMS SIBIISICTCS W3YYCHHE MMOHUMAHHS (POPMATHBHOTO
OIICHUBAHUS YYUTEISIMUA OJHOW M3 KO AKMOJIMHCKOM oOnactu, Kazaxcran. B manHoii
paboTe MCIOJIL30BAJICS KAYECTBECHHBIM METOJ HCCIIeoBaHMs, Kehc cramau. J{ns BeIOOpa
0o0BEKTa WCCIEAOBAHUS ObLIa HCIIOJIb30BaHA TOIXOJAINAsl CTPATETHs BBIOOPOYHOTO
Metosna. lleneHampaBieHHBIH OTOOP ¢ MaKCUMAJIBHOW Bapualueil ObLT MCIIOJIB30BAH IS
Ompe/ieJICHUs] YYaCTHUKOB MCCieoBaHMs. B mccineqoBaHUU MPUHSINM y4acTUe 2 TPYIIIbI
yuuTenen: 4 yauTess, KOTOpble MPOIUIA KYPChl 110 OLEHUBAHUIO, , U 4- YUUTENs, KOTOPBIE
He 0o0ydyajquch Ha Kypcax IO OlleHHBaHHWIO. PazHooOpasue y4acTHHUKOB HCCIIEIOBAHUS
MO3BOJIMJIO TIPUBHECTHU Pa3HBI ONBIT U MHEHUs yuutTened. JlaHHple ObUTH cOOpaHBI B
pe3yiabTaTe BOCBMU IOy CTPYKTYPUPOBAHHBIX UHTEPBBIO, HAOIIOIEHNS YPOKOB U aHaIN3a
JTOKyMEHTOB. B wuccienoBanuu ObUTM BBIABJICHBI 4YEThIpe (akTopa, BIMSIONME Ha
MOHUMAHUE YYHUTEIIMH (POPMATUBHOTO OILICHUBAHUS: HEIOCTATOYHOCTH MPAKTHYECKUX
3HAHUN y4YUTENsl; OTCYTCTBHE CHCTEMBI KYpCOB MPO(GECCHOHATBHOTO Pa3BUTHS;
MPOTHBOPEUHS TENarOTUYECKON MPAKTHUKA W TIOHMMAaHUSl YYHTENel; HU3Kas MOTHBAIIHS
yuamuxcs. Jlannas pabota BKIIOYaeT B ce0s pEKOMEHIAIMHN U BBIBOJBI, KOTOPHIE MOTYT
OBITh TOJIE3HBI B JaJbHEWIIEM BHEIPEHWHW HOBOW MOJEIU OICHWBAHHS y4allUXCs.

KittoueBsie cioBa: onjeHMBaHue, Keic cTaauu, AKMOJIMHCKas 00J1acTh, KypChI.
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Chapter 1: Introduction and Background of Study

This study explores teachers' perceptions toward norm-referenced and formative
assessment in hopes of supporting and building upon their skills and confidence in
conducting particularly formative assessment. This study seeks to explain teachers’
perceptions in implementing formative assessment in the context of one of the public
schools in Akmola region, Kazakhstan. The aim of this study is to identify problems
teachers encounter while conducting formative assessment in class and to come up with
recommendations to amend such challenges.

Classroom assessment shapes the teaching and learning process. In an era of
globalization and advancement in technology, competition to keep up with educational and
economic global standards require younger generations to be more pro-active, quickly
make decisions, and critically analyze and interpret information. With this in mind, one of
the ultimate goals of Kazakhstani education presently is to equip students with the skills to
learn how to learn and prepare them for future life. Currently, vast educational reforms are
taking place in the educational system of Kazakhstan, including reforms of the country’s
educational assessment system (Governing Body of the School (GBS), Department for
Education Quality Assessment, 2012).

The concept of assessment, at first glance, seems very easy to perceive, yet an in-
depth analysis illustrates that it involves a wide range of various features, and roles such as
improving teaching and learning. Therefore, it would be helpful for further discussion to
define the notion of assessment. According to the glossary of Education Reform group
located in England, the term assessment in education implies a wide variety of methods or
tools that teachers use to evaluate students’ performance, track their progress, plan further
progress, and make records of teaching and learning (Hidden Curriculum, 2014). 1t is

crucial for teachers to know the purpose of assessment. Assessment procedures provide
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evidence of students’ learning through responses and assessment tasks; however, more
importantly is to consider how to use this data, whether to make a judgment or provide
feedback to inform further learning. This depends on the assessment procedure and on how
the evidence of learning is used by the teachers. Since formative assessment is a relatively
new approach in assessment policy within Kazakhstani context, it most likely requires
teacher preparation. This preparation may better support teachers in implementing the
strategies for undertaking formative assessment in classroom.

Generally, Kazakhstani mainstream schools are applying a norm- referenced
assessment system. According to a norm-referenced assessment system, teachers assess
students’ achievements against the overall median, highest, and lowest level (OECD,
2014). In a norm-referenced assessment system, students’ performances are compared to
one another. Teachers allocate grades on a scale of one to five with five being the highest,
and five is given to students in cases when students demonstrate an excellent knowledge of
the topic. However, these grades do not inform further teaching and learning, nor do they
allow tracking students’ progress. For example, students showed excellent understanding
of the topic, and s/he was given a grade of “five.” This grade does not give any information
to the students on how to improve. As research indicates, in practice teachers tend to skip
levels one to two, because they may fear making a negative impact on students’ motivation
or due to teacher accountability reasons (OECD, 2014). Teachers are accountable for
students’ performance and they have to report to school administration on the quality of
teaching. Research indicates that if students are allocated only grades for their learning
with no feedback students do not benefit (Black & William as cited in Wilson,
2004).Norm-referenced assessment measures student achievements in relation to the
performance of their peers. Norm-referenced assessment, as noted previously, has a more

judgmental nature of assessment with no information for student improvement provided.
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This suggests the need for a new assessment system, such as formative assessment, as it
better contributes to the development of students’ skills by enabling them to set goals, and
plan their further learning (Stiggins, 2004).

The prime goal of formative assessment is to enhance teaching and learning. It
allows teachers to give timely feedback to students, and students in turn, have
opportunities to make adjustments if need be and reflect on their work, which may
contribute to their further learning. Formative assessment allows tracking of students’
progress, and may serve as a guide for learning. When teachers skillfully apply formative
assessment students are engaged in the learning process and take ownership for their
learning.

The process of shifting from norm-referenced to the formative assessment belief
model was launched in 2013 in this particular school. This shift was the result of reforms
in the curriculum design, the focus of which was to align educational practice with the
demands of global standards required for young people of the 21% century. According to
the school programme, assessment is proclaimed as an indispensable part of teaching and
learning (GBS, Department for Education Quality Assessment, 2012). Similarly, formative
assessment is acknowledged as a tool to improve teaching and learning by allowing
students to evaluate their own learning and find out ways in which they could improve
their knowledge via getting feedback from teachers and peers.

Teachers’ perceptions and beliefs about assessment influence what techniques
teachers utilize in their classroom lessons, as well as how they implement these techniques,
and further interpret and provide feedback on students’ performances. With the recent
reforms being undertaken in the system of Kazakhstani classroom assessment, experienced
teachers may face difficulties due to their lack of professional development courses,

practical skills, or workload, and based on their past experiences in assessment may feel
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uncomfortable with the change. At the same time, novice teachers may not perceive the
underlying principles of formative assessment and also feel hesitant, and misinterpret it.
Thus, it is important to understand teachers’ perceptions toward formative assessment
during this assessment reform period in the Kazakhstani educational system.

Personal Journey toward the Proposed Study

This research study contributes to my professional development as a teacher. | have
more than 20 years of teaching experience in different grades: primary, secondary, and
high school. The schools | worked at are different: mainstream schools, rural schools, and
schools for gifted and talented. However, all of these schools have the same system of
norm-referenced assessment. | have always been interested in other systems of classroom
assessment since | witnessed the drawbacks of norm-referenced assessment system,
particularly regarding the lack of feedback and teacher judgments. Therefore, my interest
to explore teacher experiences in conducting classroom assessment has arisen from my
personal teaching experience.

From my experience, formative assessment is new for Kazakhstani schoolteachers,
and | am interested in understanding the challenges teachers experience while
implementing this form of assessment. | have been teaching for more than 20 years, and
have used both norm-referenced and formative assessment within the classroom. Having
more than three years of implementing formative assessment experience, | would say that
during my first years of implementing formative assessment and getting used to the new
way of assessment it was difficult for me to change my mindset, and to accept this new
assessment format, especially because | did not receive guidance in this type of
assessment. It took me some time to perceive the underlying objectives as well as the
benefits of formative assessment. This was predominantly the impact of gradual personal

journey as well as professional trainings on assessment, which were held at school.
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However, through informal discussions with teachers we used to claim that it is
easier for the teacher to make decisions on her/his own and give a grade to the student
without involving the student into the assessment procedure, and justifying the grade.
Quite often despite the professional development courses we had, it was challenging for
teachers to understand the formative assessment strategies and give up norm-referenced
assessment right away. It was difficult for teachers to perceive the concept of formative
assessment, since teachers have a long practice of incorporating norm-referenced
assessment. The challenges were related particularly to understanding and devising rubrics
as well as giving up allocating grades for students’ performance. Likewise, the
environment at school, in the form of a teacher professional community contributed
immensely to my perception of formative assessment. Collaboration with some of my
colleagues, who were experiencing the same difficulties in understanding formative
assessment, enabled us to collaborate and discuss our challenges. These professional
discussions brought about finding ways to understand the process of utilizing formative
assessment.

Thus, gradually, implementing formative assessment in class became a consistent
practice for me. From my personal experience and informal observation, I think that lack
of training impacted the difficulties teachers had in accepting the change when they first
started using formative assessment. From conversations with teachers, | have learnt that
some teachers misunderstand, and frequently are not confident in utilizing formative
assessment techniques in class. In my years as a teacher, | recognize that teacher
professional development training and teacher beliefs have a direct impact on the
educational change process; in this case, reform toward the implementation of a new

assessment system.
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Statement of the Problem

The successful implementation of formative assessment requires teachers to
incorporate different classroom strategies and techniques in order to record, collect,
analyze and track students’ progress. Hughes (2010) suggested various activities such as
activities, which include student self-assessment procedures, exit-cards, group work with
peer feedback, and portfolios as tools to inform teachers on adjusting teaching and
learning. However, the concept of formative assessment is relatively new within
Kazakhstan: GBS schools started to incorporate formative assessment in 2012.In a period
of extensive educational reforms, as Fullan (2001) illustrates, the “change” might lead to
teachers’ anxiety, resistance and disorientation. Therefore, teachers, especially novice
ones, are likely to misunderstand the perception of this concept, due to the lack of teacher
courses feeling unconfident whilst incorporating formative assessment in class.

Studies have also shown teachers implement assessment techniques efficiently if
they consider and believe that these activities are needed for their classroom (Ajzen, 1985).
Consequently, if teachers do not adopt or if they misinterpret the value and importance of
formative assessment this might lead to error correction teaching and learning, where
teachers only correct students’ mistakes and give grades to students and test-driven
teaching, which reduce students’ motivation. Likewise, if teachers consider formative
assessment strategies time-consuming and requiring efforts in terms of resources they may
tend to avoid using them in class.

Black and Wiliam (as cited in Wilson, 2004) highlighted assessment should happen
during the teaching and learning process; meaning that teachers should monitor students’
performance in the course of the lesson, not when the lesson is finished. However, in
reality, teachers may conduct assessment when they finish explaining the topic, since this

is what is applicable to norm-referenced assessment. Another study explored classroom
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practices of teachers from 3" to 12" grade (Frey & Schmitt, 2010). In line with formative
assessment tools (performance-based assessment, teacher-made tests) the frequency of
assessment event in class was considered. According to the research, essays and written
tasks were the most common assessment forms teachers used in class, similarly, traditional
paper-and-pencil testing is classroom assessment format which was used predominantly.
Formative assessment is not common, and only a small proportion of classroom tests are
formative assessments. In accordance with the study, teachers adhered to some traditional
assessment format preferences, however, their preferences varied depending on their
teaching experiences.

Likewise, the study by Black and William (2003) explores the practical issues
teachers face whilst implementing formative assessment strategies. The study underlines
the importance of interventions in the practices of 24 teachers, and follow-up reflections
with the same teachers. As the result of these interventions, teachers involved in the
research as a focus group, had a snowball effect on other teachers’ practices, translating
their findings. Through teacher collaboration and overall, the school environment, teachers,
who were involved in the interventions spread their experiences that further made a
positive impact on the other members of the staff.

A mixed methods research study on assessment involved examining pre-service
teachers’ perceptions and student of classroom assessment in Baghlan Higher Education
Institution, School of Education. The findings, suggested that to increase the knowledge of
classroom assessment, short-term courses, workshops and seminars within  higher
education institutions should be conducted and supported (Mussawy, 2009). The same
study highlighted that students were not satisfied with the assessment practices held in
class since teachers first inform students on possible topics for assessment, and then

teachers might change assessment items. Teachers were not confident in applying
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assessment techniques and hesitated while choosing the assessment tasks. The study
indicated that teachers lacked both practical skills, and theoretical knowledge. Therefore, it
may be concluded that lack of professional development courses on assessment was a
challenge for teachers of that particular school. As can be seen from the research findings,
teachers adhere to the assessment techniques they get used to, and most of these are
knowledge-based and require the answers such as “Yes/No”. The evidence on the
experience of Kazakhstani teachers illustrates that currently few teachers in Kazakhstan
have been trained to use formative assessment effectively (OECD, 2014). Additionally, to
efficiently and proactively implement formative assessment in class, teachers need to
accept and perceive the benefits of formative assessment; professional development and
training may not truly make an impact in teachers' practices toward reform without their
belief in the reform. Hence, it is pivotal to explore the perceptions of teachers towards
formative assessment. Although a great deal of research was carried out in the field of
assessment internationally, there is still a void of research-based evidence on formative
assessment implementation within Kazakhstan.

Purpose of the Study and Research Questions

The purpose of this qualitative case-study research is to explore Kazakhstani
primary and secondary school teachers’ perceptions toward formative assessment
implementation at one public school in the Akmola region. This study aims to investigate
teachers’ experiences, feelings, and understandings of formative assessment, in hopes of
proposing ideas to strengthen the assessment process. Therefore, it is necessary to consider
how Kazakhstani teachers understand formative assessment and techniques, to enhance
students’ learning. To have an in-depth understanding of teacher perceptions toward
assessment, particularly formative assessment, this paper explores the perceptions of

experienced teachers, who received courses on assessment and novice teachers, who did
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not have courses on formative assessment. Likewise, these two groups of teachers vary
according to their age, ethnicity, and gender. In doing so, this study asks: What are
Kazakhstani school teachers’ perceptions regarding assessment, more particularly
formative assessment? Additionally, the following sub- questions are considered:

1. What are teachers’ experiences with assessment, particularly with formative

assessment?

2. How do they implement forms of assessment (formative assessment and/or norm-
referenced assessment) in their classroom?
3. What are the benefits and challenges in implementing formative assessment?
Significance of the Study
This study will be beneficial in terms of contributing to the existing research in the
field of student assessment within the international research arena. The research topic is
relevant to the current innovations in the sphere of educational system of Kazakhstan and
is of particular value to the developers of school assessment policy in Kazakhstan,
teachers, students, practitioners, school administration may also benefit from this study.
Currently, there is a void of research regarding the education system in Kazakhstan,
particularly in the area of classroom assessment. Therefore, internationally, this study will
present knowledge of the educational changes and reform in the Kazakhstani classroom
assessment system. This study may also benefit other educators and researchers from post-
soviet countries, which have educational contexts and classroom assessment systems
similar to that of Kazakhstan. Through exploring the process of formative assessment
implementation in schools, this research may expand Kazakhstani teachers’ perceptions on
assessment, contributing to successful incorporation of formative assessment in their
classroom practices. Likewise, in the period of extensive educational reforms in

Kazakhstan this study may support teachers within Kazakhstani schools context
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experiencing educational change. Taking into consideration teacher workload, new
reforms, the level of experience in assessment, the study will help to build their level of
confidence in implementing formative assessment.

Next, the investigation of different teacher practices, as well as considering teacher
challenges will provide insightful information to Kazakhstani educational policy-makers
and other educational organizations dealing with classroom assessment, offering ideas on
modifying classroom assessment system, to make it efficient and beneficial for both
teachers and students. The findings of the study will empower teachers, and support their
confidence in conducting formative assessment in the classroom, and perhaps reducing
negative feelings related to the new change. Students at Kazakhstani schools will also
benefit from the study regarding their learning outcomes, since teachers are expected to
improve their practices and to better implement formative assessment strategies.

This chapter highlighted the background of the research problem, and the
significance of the problem. It also included the purpose of the study as well as research
questions. Chapter 2 reviews the previous studies on assessment and presents Literature
review connected to the problem. Chapter 3 is devoted to Methodology, it explains the
design of the study, includes description of sampling procedures, describes the setting. It
also includes possible limitations and delimitations of the main points. Chapter 3 presents

collection and data analysis.
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Chapter 2: Literature Review and Theoretical Framework

This chapter examines the literature on teachers’ perceptions of formative
assessment. First, the chapter presents information on the former and current situation of
educational assessment in Kazakhstan. More specifically, it includes an analysis of the
formative assessment role in Kazakhstani schools in accordance with the NIS assessment
documents. The next part describes the review of the existing research related to the study.
Finally, a summary of the literature is presented, highlighting how this literature frames my
study.

An extensive amount of research has been done in the area of classroom assessment
on the international scale; however, there is a gap in the field of classroom assessment
research in Kazakhstan. The focus of this chapter is to provide a critical review of the
existing literature and research pertaining to the study in question. This chapter will also
include a brief overview of the classroom assessment system in Kazakhstan in order to
better understand the current assessment system within the local context.

Formative Assessment

Shepard (as cited in Chappuis, 2009) defines formative assessment as assessment
conducted timely, whilst the teaching and learning process is taking place. The major role
of formative assessment is to improve teaching and learning. In some contexts, formative
assessment is associated with assessment for learning. The reviewed literature highlights
the benefits of formative assessment. Formative assessment compares students’
achievements against success criteria and the learning objectives, which students need to
achieve. Another important feature of the assessment system is that classroom assessment
is closely interrelated with learning objectives (Kurmanbayeva, 2016). What is more,
formative assessment is used to make immediate adjustments in teaching and learning, to

plan further steps. For example, teacher provides feedback to students, indicating good
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areas, and areas for improvement. This constructive feedback from the teacher informs
students about further steps, and allows going back and revising the material needed.

The use of formative assessment enables teachers to better understand how their
students are learning and use evidence of learning to plan what they will do next with
students. The ultimate goal of formative assessment is to enhance “learning to learn” skills
(Sach, 2013). The most common examples of formative assessment are peer-assessment
among students themselves and student self-assessment. Self-assessment and peer-
assessment are important instruments of formative assessment (Herrera, Murry, &Gabral,
2007). As a result of formative assessment strategies such as teacher feedback, and peer-
assessment students acquire skills to improve their learning, develop problem-solving
skills, take ownership for their learning. For instance, students get feedback from their
peers, or teacher and the information in the form of the feedback allows making conclusion
on what needs to be improved and allows planning his or her further progress.

Despite the many benefits of formative assessment, the implementation process
poses challenges. Quite often the concept of assessment is misinterpreted and associated
with ‘testing’ (Cambridge International Examinations, 2015). An undesirable outcome of
this misconception is that teachers use the results of formative assessment to make
judgments and fix students’ progress by giving grades to them. An instance could be the
use of different types of tests and quizzes where teacher as a feedback provides only final
scores to students with no comments. These assessment tasks predominantly encourage
rote and superficial learning, so that students learn in order to get grades and do not get
solid knowledge. In this context, teachers need to clearly understand the purpose of
formative assessment. If teachers apply formative assessment in an inappropriate way this
may trigger the situation where students will be compared with one another, resulting in

students’ competition with each other as well as to students’ low motivation to study.
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Similarly, when teacher focuses on rewarding students with grades, provides praises, this
may stop learning and students will study in order to get best marks, rather than enhancing
their learning (Black and Wiliam as cited in Wilson, 2004).

As it is stated by Black and Wiliam (1998), the improvement of formative
assessment process is a relatively slow process, and takes place through support and
coherent programs of professional development. Inconsistent teacher professional
development is another challenge, which hinders successful implementation of formative
assessment. If the courses are conducted episodically efficient implementation of the
innovation cannot be guaranteed. To administer, and conduct formative assessment in
class, and further interpret evidence of learning, teachers need skills and knowledge.
Formative assessment is to be embedded in the lesson; the lack of teacher learning in
classroom assessment makes the process of devising formative assessment tasks time-
consuming (Angrade & Cizek, 2010).

Sach's (2013) qualitative study using a narrative approach explored facilitators and
barriers in formative assessment implementation in class. The study was conducted in the
United Kingdom. Overall, 67 lower and middle school teachers were involved in the study.
The aim of the study was to identify factors that promoted or hindered formative
assessment practices in teachers’ practices. In order to obtain deep interpretations of
teachers’ responses a semi-structured interview was undertaken. As a result, the study
found out the following constraints and facilitators of formative assessment
implementation: school accountability; school culture, school context; teacher
collaboration, school leadership and management. Ultimately, the study demonstrated that
formative assessment might be implemented efficiently if the government recognized
teachers’ professionalism and autonomy meaning that teachers should be given more

autonomy. Teachers in the same study indicated that quite often classroom assessment is



TEACHER PERCEPTIONS TOWARD FORMATIVE ASSESSMENT 14

used for accountability purposes, and consequently, the implementation of formative
assessment is hindered by these factors. An instance is when student achievements are
measured against the ‘national benchmark’ and teachers are responsible for the students’
grades.

A research-based handbook on formative assessment (Angrade & Cizek, 2010)
pointed out the following challenges: adherence to a purpose for the assessments.
Similarly, resources to support professional development, time for planning will make the
process of implementation, more efficient. Teacher learning is an important factor in
implementing formative assessment, if teachers have both theoretical and practical
knowledge that will guide them in the process of implementation. Teachers are likely to
feel more confident in applying techniques and strategies.

Educational Change

These days, the ‘knowing of knowledge’ is no longer enough to succeed. Thus,
there is a growing acknowledgement that educational system requires change, making a
shift from the focus on rote learning to improving the quality of education (The World
Bank, 2012). The educational system of Kazakhstan is shifting to a more learner-centered
approach. In accordance with the new educational programme, Kazakhstani students will
be able to think critically, have problem-solving skills, and independent life-learning
(Ayubayeva, Bridges & Shamshidinova, 2014). The incorporation of formative assessment
into the classroom, immensely contributes to these changes, since students who are
acquiring the skill of evaluating and conducting peer-assessment and self-assessment are
opting to gain the skill for lifelong learning (OECD, 2005). For example, as practice
reveals, when students reflect on their learning, and plan possible improvements basing on

assessment evidence the students acquire the skills of how to learn.
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However, in an era of extensive reforms in education teachers past teaching
experience in norm-referenced assessment, large amounts of radical changes may influence
teachers’ formative assessment misconception. Similarly, teachers may resist changes;
particularly in cases if they experience lack of training, understand the inconsistency
between everyday classroom and high-stake exam. As illustrated by Fullan (2001) changes
in beliefs and understanding play a crucial role in achieving lasting reform. Thus, it is of
great value to understand teachers’ perceptions to formative assessment in the period when
these changes are taking place.

Scholars from the United Kingdom, collaboratively worked in a group, named the
Education Reform, explored formative assessment, and explained the concept of
assessment. According to their definition formative assessment is used by teachers to
evaluate, keep track of students’ achievements, document them, skill acquisition, or
identify learning gaps of students (Hidden Curriculum, 2014).Thus, there exist a great
number of roles of assessment. The introduction of educational reforms places much
responsibility and workload on teachers; teachers are to master innovations and to
effectively utilize them in class. These pressures may affect teacher confidence in applying
formative assessment strategies.

As reported by Fullan, (1993) change is not only about new innovative strategies,
change requires practice before the expertise is mastered. With this in mind, novice
teachers may face challenges, misunderstand and overall, may not be confident in utilizing
formative assessment techniques without consistent professional development courses and
other professional development initiatives. More importantly, Fullan states that,
competence should be underpinned by values and teacher proposals for change. In this
context it is important to consider experienced teachers’ perceptions toward formative

assessment since they have a long practice of implementing norm-referenced assessment
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therefore, and it may be difficult for them to change their practices and adopt formative
belief model assessment. At the same time, teachers are faced with more demands in terms
of a growing amount of paperwork, pressures to teach to the tests, the disconnection of
curriculum and assessment, and a constant need to defend themselves regarding student
achievements (Kozol, 2008).

These issues may bring about additional burden to teachers and lead to resistance to
change their practices. Similar issues may relate to the Kazakhstani schools context,
particularly if newly hired teachers experience difficulties in providing constructive
feedback from peers and do not get in-service training timely. Perhaps it may be difficult
for experienced to change practices in classroom assessment and make a shift from
allocating grades and making judgments to a different system of informing students about
further improvement. For example, the study of primary school teachers’ conceptions in
Hong Kong illustrated that teachers implemented formative assessment in class; however,
accountability purposes were the prevalent reasons of using formative assessment by some
teachers in class (Dayal & Lingam, 2015).

The Evolving Format of Classroom Assessment in Kazakhstan

Classroom assessment in Kazakhstan involves a variety of formats, including
observation, questioning, and paper-and-pencil tests. In line with these oral presentations,
essays, project work and other assessment tasks provide information on students’ learning.
However, it is important to consider how to use this assessment data, whether its purpose is
to make a critical (and often negative) judgment or to provide feedback to inform further
learning. Therefore, assessment plays a role in students’ level of engagement to learn; it
may either drive education forward through motivating students or may stop students’

desire to learning. This depends on the assessment procedure and on how the evidence of
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learning is used. These are the underlying reasons of why educational assessment in
Kazakhstan has been undergoing changes (Center for Pedagogical Measurements, n.d.).

If to compare, the traditional system of assessment adheres to the norm-referenced
assessment type, which involves grading students from one to five scale, where one is
never used (Rimini, Soltanbekova, Tynybayeva & Winter, 2014). Teachers while applying
norm-referenced assessment predominantly carry out classroom assessment activities to
meet external requirements or to inform teaching and learning. For instance, teachers have
to prepare for exams, and tend to teach to the test in order to get students prepared for the
external exams. Kazakhstani schools are predominantly using norm-referenced assessment,
which comes from the Post-Soviet context.Assessment format activities are focused on
recalling information, where rote learning takes place. The devised tasks include mainly
Multiple —choice questions, and low order of questions which require ‘Yes’/*No’ answers.
Evidence of learning is mainly used as an administrative or control tool, rather than as a
pedagogical or curricular instrument (The World Bank, 2012). This type of assessment is
built on comparing students’ performance with other students in class.

Research studies claim that if students are allocated only grades for their learning,
with no feedback students do not benefit (Black & William as cited in Wilson, 2004).Thus,
when applying norm-referenced assessment, teachers usually allocate grades to students in
order to assess students’ performance. To compare, in formative assessment students are
provided with constructive feedback. The research by Anastasiya A. Lipnevich and Jeffrey
K. Smith (2008) compared the effect of feedback and grades on students’ performance.

The study was conducted in New Zealand. Overall, the experiment involved 464 students
from two universities. In the course of the study, some participants were provided a
detailed feedback, others were given grades. To some of the tasks students received both:

feedback and grades. The results of the study illustrated that students’ performance
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increased when they were given detailed, descriptive feedback with no grades. Thus, it
may be concluded that grades lower students’ intrinsic motivation and therefore, students
are likely to perform worse in their studies.

As the result of the recent educational reforms, similar changes are taking place in
classroom assessment within Kazakhstani context. In the process of formative assessment
implementation, teachers are making a shift from giving grades to students to providing
detailed feedback for improvement. However, in a recent review of research on classroom
assessment in Kazakhstan, it was indicated that many teachers were interviewed, and only
some of Kazakhstani teachers used formative assessment as an assessment tool (Rimini et
al., 2014). The same study illustrated that such concepts as formative assessment, and
reflection had been recently introduced through in-service training for teachers. Thus,
classroom assessment culture of Kazakhstani schools is changing, although it is obvious
that it is always difficult to introduce new reforms, especially at schools, since it involves a
variety of stakeholders and many teachers may experience difficulties. Despite the issues
regarding the implementation of reforms in educational assessment system of Kazakhstan,
still it can be claimed that the country is making advances in this area.

Teachers’ Attitudes, Perceptions, and Beliefs about Assessment

Teaching is an activity where teachers employ their educational beliefs and
philosophies (Harrison, 2013). Therefore, teacher perceptions play a vital role in the entire
process of implementing formative assessment in class. Moreover, teacher perceptions may
have a strong impact on their professional practices in the classroom. Therefore, it is
pivotal to understand how teachers perceive the notion of formative assessment. Although,
formative assessment is considered to be relatively a new change to Kazakhstani classroom
assessment practice, there is an extensive international research highlighting the

importance of teachers’ attitudes, perceptions, and beliefs toward formative assessment.
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The study conducted by Cheng and Yan (2015) illustrated that attitudes and
intentions to applying formative assessment have linear connection. In this study, overall,
450 teachers from 10 primary schools were interviewed. The results drawn from the
research revealed teachers with positive attitude to formative assessment were more likely
to incorporate it in their teaching practice. Likewise, the same research pointed out that if
teachers are under the pressure of accountability and high- stakes exams, they are likely to
give up adopting formative assessment techniques. Under these conditions, teachers will
"teach to test" even if they are aware of formative assessment benefits.

Black and William (1998) in their article about classroom assessment described the
influence of teacher beliefs and conceptions on what and how they organized their
classroom practices. Their study underpins three major purposes for assessment: enhancing
teaching and learning, making students accountable for learning, and accountability of
schools and teachers. When teachers believe assessment is about students’ accountability,
they will possibly have a weak relationship to students’ progress (Black & Wiliam, 1998).
Findings from the study include four main teacher beliefs about assessment. First,
assessment contributes to the improvement of classroom instruction by interpreting the
assessment evidence for decision-making; then, assessment allows learners to take
ownership for their learning; teachers or schools are made accountable; assessment is not
relevant to the work of teachers and the life of students. Therefore, it is highly important to
explore teacher perceptions regarding formative assessment.

As the research study on teacher conceptions in China pinpoints, teacher confidence
in the accuracy of assessment techniques may depend on their own professional judgments
on student learning, as well as it comes from quality assessment instruments. Overall, 1464
teachers participated in this quantitative study. The participants of the research were

teachers from five secondary and four primary schools, the participants had different
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teaching experience, subjects. The study highlighted three major purposes for assessment:
1) assessment as improvement both of teaching and learning; 2) assessment as school
accountability); 3) classroom assessment as student accountability. Hence, in order to
efficiently utilize formative assessment, teachers need to clearly understand the purpose of
formative assessment. The research data illustrated that policy, resource, and professional
development courses toward an assessment for learning paradigm served as a support for
more positive views of assessment (Brown, Hui, Yu & Kennedy, 2010).

Another quantitative study of teachers’ conceptions of assessment was held in New
Zealand by Brown (2004). 525 primary school teachers and managers completed a
questionnaire and according to research findings, assessment improves students’ learning
and students take ownership for their learning. The same research stated that school quality
and teacher efficiency are evaluated through assessment. To compare with previous
studies, teacher conceptions of assessment purposes were dependent neither on assessment
training nor on teacher practices. The study highlighted that the investigation of teachers’
understandings might positively affect teachers’ professional development.

To compare, another study by Black and Wiliam (as cited in Wilson, 2004)
indicated that improvement of formative assessment positively impacts student
performance. In their study, they highlight three major problems: 1) the assessment
methods used by teachers are not efficient in promoting good learning, 2) grading practices
lead to competition rather than improvement, 3) assessment feedback impacts students
negatively. These purposes of assessment should be perceived by teachers and overall,
make an impact on their understandings and beliefs about formative assessment as a
concept.

These problems may be similar to those, teachers face in the context of this

particular school since the process of change is not an immediate process, and “changes in
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education sector are inherently complex.” (Kurmanbayeva, 2016, p. 33). The study by
Rimini et al.,(2014) pointed out that educational assessment in Kazakhstan mainly utilizes
Multiple —choice questions (MCQ), which do not require high-order of thinking. The same
study presents suggestions to review school policy on assessment. Similarly, teachers need
to have an in-depth understanding of formative assessment and be skillful in applying its
techniques. Since most of the teachers have their prior experience with norm-referenced
assessment this experience might impede the process of implementation. Teachers
practices, prior experiences in assessment, and beliefs may impact on the assessment tasks
they devise. In her study, Anastasia Kitiashvili (2014) explored teachers’ attitudes towards
formative assessment in Georgia. Georgia is also a post-soviet country, and there are a
number of commonalities between Kazakhstan and Georgia with regard to educational
assessment. Surprisingly, her research revealed inconsistency between teachers’ attitudes
and their assessment practices. The results of her mixed- method research illustrated
teachers feel positive about using formative assessment methods, particularly those that
require higher order of thinking, however, their assessment practices revealed the lack of
such assessment strategies. Similar to that of Kazakhstani experience of using Multiple
Choice Questions, the assessment techniques of Georgia teachers lack complexity. An
instance is teachers designing activities to monitor and track students’ progress use tests,
tasks that are predominantly knowledge-based.

Implementing formative assessment strategies teachers involve students in
designing assessment criteria, so that students understand what is expected (Black and
Wiliam as cited in Wilson 2004). Additionally, teachers utilize success criteria aligned

with learning objectives to assess students’ performance (Kurmanbayeva, 2016).
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Teacher Learning

Assessment in the context of Kazakhstan has been undergoing significant changes.
However, the successful implementation of formative assessment requires teachers
understandings of the purposes and overall, of its context itself (Hallinger, 2011).
Trainings in assessment as well as teaching experiences are important factors that influence
effective implementation of formative assessment in class. Teacher skills, knowledge and
strategies they use, to a large extent impact effective implementation of formative
assessment (Hatzipanagos & Rochon, 2012).

There are some commonalities in challenges teachers face while incorporating
formative assessment practices. Teachers' prior experience of norm-referenced assessment
may impact their current practices in assessment meaning that teachers have to change and
reconsider their practices. Teachers may feel unconfident in applying formative assessment
and resist change due to their belief that they lack or have insufficient expertise and skills
to implement it (Fullan, 2001). An instance is when, teachers do not understand the
purposes of formative assessment, they may skip conducting an assessment for student
improvement purposes and they can give the score to students as a feedback for their
performance. In such cases, the purpose of assessment will have judgmental character.
Thus, students are given grades or scores, which is rather a fixed assessment that does not
provide information on further improvement. Also, teachers getting used to allocating
grades without comments, may find it time-consuming to provide meaningful feedback to
students. Therefore, professional development courses in assessment may support teachers’
understandings in this area.

Young and Jackman (2014) asserted teachers’ positive attitudes and perceptions to
formative assessment from 20 secondary English teachers. The study posits that in cases,

where teachers perceive the advantages of utilizing formative assessment they are more
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likely to incorporate it in class. Furthermore, they identified considerable discrepancies in
the attitudes and perceptions toward formative assessment of teachers, who underwent
training and those who did not. The study highlighted the importance of teacher training to
equip teachers with mastery skills informative assessment practice “as such experience
plays a crucial role in the formation of self-efficacy” (Young & Kanatman, 2014, p.134).
The research findings illustrated that teachers need consistent carefully planned, holistic
trainings if formative assessment practices are to be effectively incorporated into
classroom practice. Likewise, according to Young and Jackman (2014), professional
development for teachers predominantly is focused on summative or external assessment.

Teachers need to understand the ultimate goals of assessment. According to
Heritage (2007), teachers need to be aware of the variety of formative assessment
strategies so that they can increase the opportunities to collect data on students’
performance. Additionally, teachers need to understand that the concept of validity so that
to assess the relevant items. Teachers need to master skills of aligning learning objectives
with assessment strategies in the lesson. The same study underlines that it is critical for
teachers to understand that along with the teacher, students may also provide assessment to
their peers via peer and self —assessment, and this may also serve as sources for evidence
of learning (Heritage, 2007).

A study by Zhang and Burry-Stock (2003) explored the relationship of teachers’
assessment skills and teacher learning with regard to classroom assessment. The study
involved 297 participants, who were teachers from public schools in Fairfax County, US,
Alabama. It was found out that teachers, who received professional courses on assessment
were confident in applying assessment techniques. Likewise, their expertise in employing
assessment strategies was dependent on their professional development courses rather than

on their teaching experience.
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Theoretical Background of the Study

The theoretical framework of this study is a social constructivist paradigm of
research. As claimed by Schunk (2012) in social constructivism, knowledge is not imposed
from outside, but rather people construct knowledge inside themselves and make meanings
of their social worlds. The present study explores teachers' perceptions regarding the
concept of formative assessment. The researcher will examine the views of teachers, so the
study in question is built on the idea that the construction of meaning is always social, and
is the result of interaction with humans (Creswell, 2014).

From the point of view of social constructivist theory, knowledge emerges from
interaction and negotiation with others (Kim, 2001). The social constructivist theory
adheres to the belief that participants are actively involved in the research and they can
share views from their own experiences and meaning making. From this standpoint, social
constructivist paradigm posits that the researcher does her/his best to portray
interpretations of participants’ meanings of theirs worlds or experiences. Since my research
relies on participants' views of the situation being studied, participants share their opinions
and meanings are constructed through these discussions (Creswell, 2014). Formative
assessment is closely interrelated with social constructivist theory of learning (Assessment
for learning). Vygotsky’s (1978) theory on learning through interaction is of paramount
importance in social constructivist paradigm. This theory underpins the belief that groups
of people play a crucial role in making meanings.

Summary

The review of the existing research revealed that there is a gap in research in the
area of formative assessment teacher practices, particularly within a Kazakhstani context.
A lack of research in teacher practices makes it difficult to understand what purposes

teachers pursue during an assessment event, and what difficulties teachers meet .Similarly,
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an in-depth analysis of the reviewed literature indicated that teachers are challenged to
implement formative assessment in class due to different reasons: lack of professional
trainings, accountability issues, the use of tasks by teachers that are focused on knowledge-
based tasks and former experience on classroom assessment.

Likewise, the above presented research does not include the information on how
teacher perceptions are formulated, and what factors impact their formulation (Vandeyar &
Killen, 2007).Thus, this study will attempt to fill this gap and explore teacher perceptions
of formative assessment as well as the challenges they come across in the process of

formative assessment implementation.
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Chapter 3: Methodology

The previous chapter included a critical review of the existing literature related to
the study of formative assessment in different countries. This section introduces the
methodology used to explore teacher perceptions of formative assessment at one of the
public schools in Akmola region, Kazakhstan. More specifically, this chapter explains the
selection of qualitative research and choice of research design, the empirical procedures,
data collection and analysis. Further, the chapter introduces a section of limitations, which
indicates missing points of the study.

Design of the Study

This section, specifies the research design used in this inquiry and justifies its
choice.

Generally, there exist two research paradigms: quantitative and qualitative.
Creswell (2014) points out that quantitative research paradigm is about numerical data and
is based on the assumption that reality can be tested, measured, and replicated. Quantitative
research paradigm does not allow analyzing data in depth; therefore, this paradigm is not
effective to use for the research topic in question. To compare, qualitative research
paradigm ensures an in-depth understanding of people’s views, and perspectives. A
qualitative approach to research relies on deep meaning making, tends to be interconnected
with interpretive epistemology, and therefore, provides an in-depth understanding of
situations (Creswell, 2014). Similarly, as described by Hiatt (1986), qualitative research is
primarily focused on exploring experiences, views, and thoughts of the research
participants. Therefore, a qualitative study approach best fits the purpose of the study. The
selection of the qualitative research strategy allowed the researcher developing a detailed

understanding of teachers’ perceptions regarding formative assessment.
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To address the research purposes and to generate detailed responses to research
questions this study adopted a case-study design within a qualitative approach. The rational
for using a case study is that it focuses on specific features of a ‘case’, considering the
phenomenon of formative assessment in relation to the context (Yin, 2014). Creswell
(2014) described a case study as part of ethnography, according to Creswell a “case” might
be an individual, a process, which includes a series of events, or event. Interestingly,
Merriam (as cited in Yazan, 2015) pinpoints unique features of case study such as
Particularistic meaning, which is centered on a specific event or situation; Descriptive,
which implies that it involves the description of the phenomenon under study; Heuristic
feature shows readers understand the phenomenon. Similarly, a case study research design,
as illustrated by Yin (2014) explores the phenomenon within its real conditions. Thus, Yin’
approach perfectly fits for this qualitative case study research. Case study focuses on
contemporary events, and posits answering such questions as ‘how’, and why*’ (Yin,
2014). Hence, the researcher employed a single unique case study since the research took
place in one particular school in Akmola region, which had been applying formative
assessment for 5 years. The case-study design aims to critically analyze, understand and
explore the situation and shed light on teacher perceptions of formative assessment at one
of the schools in Akmola region, Kazakhstan.

Participants

Convenience sampling strategy within purposeful sampling for selecting the site
was applied since it allowed the researcher selecting the site based on accessibility and
proximity (Creswell, 2014). The site is convenient for the researcher since it is the school
where the new type of assessment is being implemented. Additionally, the setting is
located in the Northern part of Kazakhstan, Akmola region and the researcher lives close to

this area. Overall, there were 8 participants in this study. Participants were selected through
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purposeful sampling, and more specifically, maximal variation. Purposeful sampling fits
the small-scale nature of the study and was applied to involve diverse perspectives of
individuals, who teach different subjects, have different teaching experiences, and
professional development. Purposeful sampling allows the researcher choosing individuals
and sites intentionally to understand and know more about the central phenomenon; thus,
suiting the purpose of the study (Creswell, 2014). Maximal variation sampling within a
purposeful sampling strategy enables the researcher to select cases or individuals that are
different from each other on particular characteristics or traits to demonstrate a variety of
perspectives (Creswell, 2014). In order to deeply understand teachers’ perceptions the
study involved two different groups of individuals based on particular characteristics/traits.
Thus, the criteria for the selection of participants included: teachers of various subjects,
different teaching experiences, different age range, teachers, who received courses in
assessment, and teachers who did not receive any courses, range of gender, representatives
of different ethnic groups. Thus, the study involved two groups of teachers:

Group One: Experienced teachers in formative assessment at school, who
participated in trainings on assessment. They had more than 3 years of teaching experience
at this particular school. The participants were teachers of different subjects. The age range
varied from 27 years old up to 52, the participants had prior experience in norm-referenced
assessment and formative assessment.

Group Two: Novice teachers, who did not attend any training in assessment.
Participants had at least 1 year of teaching experience at this school. The participants’
overall teaching experience was no more than 3 years. The participants were teachers of
different subjects and their age ranged from 23 up to 26 years old, they implemented

formative assessment in their current practices.
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The reason for selecting two groups is to deeply understand teachers’ perceptions
toward assessment, particularly formative assessment, and whether teachers’ prior
experiences in norm-referenced assessment and professional development courses affect
considerably on teachers’ understandings of formative assessment.

Overall, 8 teachers from the same school participated in the study, 5 male and 3
female teachers, representing different ethnic groups: 4 Kazakhs, 2 Russians, and 2
Ukrainians were interviewed through semi-structured one-on- one in-depth interviews with
open-ended questions.

Procedures

Before the start of the study two main steps were done: getting the approval from
the Ethics Review Committee and then receiving permission to access to the site from the
gatekeeper. Once the approval was obtained, the researcher ensured the permission of the
gate-keeper, who was the principal of the school, to conduct research and select the
participants. The researcher gave a Principal Consent form (see Appendix A) to the gate
keeper, which included the information on the purpose of the study, details of what was
involved. The researcher distributed a recruitment flyer (see Appendix B), which included
details regarding the requirements for the participants, contact details of the researcher,
assurance of confidentiality and anonymity. Then, the interested participants, who matched
the criteria, contacted the researcher on a voluntary basis. During our first meeting the
participants of the research were introduced the procedure, nature as well as the purpose of
the research. They were also told that their participation was voluntary and free. Then, the
participants were given Teacher Consent forms (see Appendix C). The consent forms
described the purpose of the study, recording of data, as well as how the data information
would be used. The participants were informed that they could quit the research any time

they found it necessary. The participants of the research read the consent form, and they
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were provided time to ask any questions. Once the participants agreed to participate in the
research, they were asked to sign the consent form. They returned one consent form to the
researcher before the interview.

The participants were asked to engage in one 45 -minute interview (see Appendix
D). Each participant was individually interviewed. The interviews were conducted, when
all classes were finished to ensure comfortable atmosphere for the interviews. The
interviews took place in one of the secure quiet rooms of the school, and time was
scheduled at convenience of both the researcher and the participant. Overall, 8 semi-
structured private interviews were undertaken to explore perceptions of teachers about
formative assessment in a particular school, in Akmola region, Kazakhstan. All the
interviews were audio taped. Member checking by showing the responses to the
participants, and asking to check their responses helped the participants to make sure that
their responses were interpreted in the correct way (Creswell, 2014). As a compensation
for their participation, the researcher awarded the respondents with the useful brochure,
containing information on formative assessment techniques. Teachers might have also
benefitted from exchanging experiences, discussions with their peers, reflecting over their
teaching practices whilst answering interview questions and sharing their ideas.

Data Collection

Data collection was held via semi-structured one-on-one interviews, lesson
observations and document review were conducted in order to guarantee data validity.
Triangulation was ensured by comparing observational notes, interview data, and school
documents on assessment policy. Triangulation process ensured the accuracy and
credibility of the research data (Creswell, 2014).

Interviews. Semi-structured one-on-one interviews were used to provide useful and

detailed information. Interviews allowed the researcher to ask specific questions.
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According to Creswell (2014), one-on-one interviews are conducted with one participant to
provide more in-depth answers to interview questions. The structure of the semi-structured
interviews enabled the researcher to perceive deeply the perspectives of the respondents,
since it included open-ended questions. As semi-structured interviews are informal, this
will create opportunities to establishing rapport with the participants (Bernard, 1988). The
nature of the semi-structured interviews enabled the researcher to create trustful
atmosphere of the interviews. Each interview lasted around 45 minutes. Before the
interview, the researcher negotiated with the participants the time and date appropriate for
both. An interview protocol (see Appendix E) was completed to coherently organize the
ideas and to record the information. The interviews were conducted in Russian. The
interview questions were coded. The interview protocol included open-ended questions,
allowing space to jot notes and reflections for the researcher (Creswell, 2014). The
researcher asked probing questions to obtain an in-depth understanding of the teacher
perceptions toward formative assessment. The open-ended questions of the interviews
were related to teacher experiences, examples of practices on classroom assessment as well
as benefits and challenges teachers experienced whilst conducting formative assessment in
class.

Observation. Observation is part of a case-study design. Non-participant
observation was aimed at observing teachers’ assessment techniques in the classroom. The
participants were informed that they would be observed while conducting a lesson for
approximately 40 minutes. We arranged a time and date at the convenience of both
participants and the researcher. The participants were sent a reminder two days before the
observation period. The researcher visited the class without participating in the activities;
non-participant observer is an “outsider”, who was not involved in the activities (Creswell,

2014, p. 213). This data collection method enabled the researcher to access further details,
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such as teachers’ skills, their facial expression and intonation and ensured triangulation of
the data. The researcher was making field notes in Lesson Observation Protocol (See
Appendix F) whilst observing participants. Observational protocol (see Appendix G)
included setting, time, length of observation, description of the activities, and reflective
notes of the observer (Creswell, 2014). The documents of the research were collected for
further analysis in a special folder. The researcher kept a reflective journal to track the
research project and analyze data, as well as thoughts, ideas, and any details that might
have arisen during observations.

Document analysis. Document analysis was utilized to provide more richness to
research data. Document analysis ensured ‘triangulation’ of methods and allowed checking
validity and the quality of the data from different perspectives (Creswell, 2014).
Additionally, the purpose of document analysis (see Appendix H) was to understand
formative assessment implementation process in accordance with the regulated documents
related to school assessment policy. The analyzed documents included lesson plans, school
documents with regard to classroom assessment policy.

Data Analysis

This section describes the process of data analysis. The qualitative nature of the
research allowed analyzing the data through interpretations and meanings. The data
analysis stage started once the researcher gained the raw material. The raw material was
obtained through semi-structured interviews, lesson observations and document analysis.
The researcher carefully selected required information since interviews might produce
mixed results. Member checking by showing the responses to the participants, and asking
to check their responses helped the participants to make sure that their responses were
written in the correct way (Creswell, 2014).The data was analyzed to answer specific to

case-study “how” and “why” questions (Yin, 2014).
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According to Yin (as cited in Yazan, 2015), the data analysis process should be
thoroughly planned. Therefore, first, several folders were created in order to store the
gathered data and organize raw material. During the process of data analysis, the researcher
categorized obtained data into themes by combining and summarizing similar things. To
effectively organize the process of summarizing different colours were used for example,
“red” for professional development courses and “green” for educational change. Overall,
the data obtained underwent through the following process: first, initial coding, then
focused coding and finally, there came out major themes. Headings were developed basing
on the major themes. Initially, all the research data was divided into two sections:
interviews and lesson observations with experienced teachers and interviews and lesson
observations with novice teachers. Findings were interpreted, coded, and divided into
themes (Creswell, 2014).Then, since the interviews were conducted in Russian, they were
transcribed for further analysis, compared with notes made during the interview, and only
then translated into English. School assessment policy documents and lesson plans were
analyzed to gain more data as well as for triangulation purposes.

Limitations of the Study

Although current study includes useful findings there exist some limitations of the
study. The first limitation of this study is that the study includes only one school, and
therefore, teacher experiences of this particular school may not reflect experiences of all
other Kazakhstani teachers. Thus, future studies may cover more than one school and
consider a comparative analysis of teacher practices in applying formative assessment.

Likewise, the study selected the participants matching specific criteria, this non-
random participant choice might be another limitation of the study. Finally, the research
takes into account that there may be a variety of external factors, which might have

influenced the implementation of formative assessment in the context of this particular
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school in Akmola region. These limitations might be addressed by future studies. Next
chapter will describe ethical issues, the inquiry process adhered to.

Ethics in Research with Humans

This section presents the adherence of this study to research ethics. Ethical issues
are of paramount importance whilst conducting this research project. Therefore, first, the
school principal was given an official letter asking a permission to conduct research at
school. The recruitment flyer, informed consent form for the principal, informed consent
form for teachers were provided and informed consent forms were signed by the
participants. The researcher informed the participants about the voluntary nature of the
study, as well as about the withdrawal from the research at any time. As soon as the
participants got familiar with the consent form, they signed two copies of consent forms
and returned one to the researcher before the interview started.

The participants were provided with all the information about the study, including
the aims, length of the interview, lesson observation and possible usage of obtained data.
The participants were informed that for confidentiality and anonymity purposes, no names
and identities would be revealed, instead pseudonyms would be used (e.g., Teacher lor
Teacher A). The participants were informed that gathered data would not be used to
evaluate teacher experiences. Also it was indicated that the obtained data might be used for
further publications and possible conferences. All the data prior analyzing was shown to
the participants in order to avoid misinterpretation. The audiotapes, transcriptions and field
notes were kept in a locker at the office, separately from the consent forms.

Regarding the risks, there were no potential risks related to personal and
professional lives of the research participants. The respondents were guaranteed the
confidentiality and anonymity throughout the research and were informed that the name of

the school would not be mentioned.
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A possible benefit for participants might be that teachers would improve on their
teaching practices. For example, teachers while answering questions of the interview had
an opportunity to reflect over their teaching practices. Consequently, students might
benefit from teachers’ best practices. Likewise, the developers of school assessment policy
in Kazakhstan, might also benefit from this study, since the study identified teacher
challenges and benefits whilst incorporating formative assessment. An additional benefit is
a void of research regarding the education system in Kazakhstan, particularly in the area of
classroom assessment. However, the researcher could not guarantee that participants
received any particular benefits from participating in this project. Through the process of
data analysis, only the researcher and the advisor had an access to the data. After data
transcription, the recorded interviews were completely deleted from the tape-recorder and

computer.
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Chapter 4: Findings

This chapter presents the findings of the study that focused on teacher perceptions
regarding formative assessment. The purpose of this study was to explore teacher
perceptions toward classroom assessment at one of the schools in Akmola region,
Kazakhstan. This research explored the perspectives of two participant groups:

One group of teachers are experienced in formative assessment at school, and
participated in trainings on assessment. Their age range varied from 27 years old up to 52,
and they had more than 3 years of teaching experience at this particular school. The
participants taught different subjects. The participants’ overall teaching experience was at
least 7 years and they implemented formative assessment in their current practices.

Another group was novice teachers, who did not attend any training in assessment.
The participants’ overall teaching experience was no more than 3 years. The participants
also taught different subjects and their age ranged from 23 up to 26 years old, currently
they had been implementing formative assessment. The choice of two groups of
participants enabled the researcher to investigate the impact of professional courses and
teachers’ prior experiences in norm-referenced assessment on teachers’ perceptions of
formative assessment.

This chapter describes participants’ understanding of the assessment process, and
more specifically implementing formative assessment in this particular school. Participants
shared their practices with classroom assessment, described their understandings of
formative assessment as well as disclosed benefits and challenges they experienced whilst
implementing formative assessment.

In the course of the research, the following major themes were identified: 1)
Teacher Learning about Assessment 2) Teacher Understandings of Formative Assessment

3) Classroom Assessment Practices 4) Educational Change toward Formative Assessment.
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The first theme, which is Teacher Learning about Student Assessment, will provide
the information about teacher prior experiences with classroom assessment as well as it
will include the information on teacher professional development on classroom assessment
and a lack of teacher learning specifically toward formative assessment. The second
section, which is Teacher Understandings of Formative Assessment, will present how
teachers perceive formative assessment, and implement formative assessment in class.
Section three, which is Classroom Assessment Practices, will cover the information on
how teachers choose and incorporate assessment techniques in the lesson. The last section,
which is Educational Change toward Formative Assessment, will explore the ways
students benefit from formative assessment implementation as well as it will include the
challenges teachers face in the process of formative assessment implementation in this
particular school.

In order to better understand the results of my finding, | will provide detailed
characteristics of my participants in the subsection below.

Characteristics of the Participants

The participants of the study were teachers from one school in Akmola region,
Kazakhstan. This inquiry explored the perspectives of two groups of teachers with
different experiences and backgrounds.

Group One included experienced teachers in formative assessment at school, who
participated in trainings on assessment. They had more than 3 years of teaching experience
at this particular school. The participants were teachers of different subjects. The
participants’ overall teaching experience was at least 7 years. Their age range was from 27
years old up to 52 years old.

Group Two: Novice teachers, who did not attend any training in assessment.

Participants had at least 1 year of teaching experience at this school. The participants’



TEACHER PERCEPTIONS TOWARD FORMATIVE ASSESSMENT 38

overall teaching experience was no more than 3 years. The participants were teachers of
different subjects and their age range varied from 23 up to 26 years old. The study
involved 5 male and 3 female teachers, who represented different ethnic groups: 2
Russians, 2 Ukrainian, and 4 Kazakhs.

Overall, eight teachers, were interviewed through semi-structured one-on- one in-
depth interviews with open-ended questions. The reason for selecting two groups of
teachers was to bring different perspectives of individuals who have different teaching
experiences, backgrounds, and professional development opportunities. The table 1 below
illustrates more detailed description of participants.

Table 1.Information about the Participants

Pseudonym | Teaching | Subject | Grades | Professional | Gender | Ethnicity | Age
Experien Courses on
ce Assessment
Irene 2 years English | 1,2,3,4. No Female | Russian |23
Adil 2 years Russian | 7 No Male Kazakh | 24
Kanat 2 years Maths |7 No Male Kazakh | 25
Ardak 3 years Kazakh |7 No Male Kazakh | 26
Alex 7 years Kazakh | 2 and 4 Yes Male Ukrainia | 30
n
Kairat 20 years | History | 7and 9 Yes Male Kazakh |45
Kate 27 years | English | 10 and Yes Female | Russian |50
7
Ann 30 years | English | 9and 7 Yes Female | Ukrainia | 52
n




TEACHER PERCEPTIONS TOWARD FORMATIVE ASSESSMENT 39

The next section will investigate teacher prior experiences with classroom
assessment as well the information related to teachers’ need in receiving practical courses
on classroom assessment, particularly, formative assessment.

Teacher Learning

This section includes the information on teachers’ experiences with formative
assessment as well as it illustrates the information regarding the lack of practical
professional development on formative assessment for teachers.

Teacher prior experience with classroom assessment. It was found, that all
teachers involved in the current study regardless of their professional experience employed
formative assessment, the main goal of which was to enhance teaching and learning. At the
same time, most of them had previously implemented norm-referenced assessment, where
students’ performance was supposed to be measured compared to one another and teacher
give grades to students for their performance. Curiously, the representatives of both
groups: experienced and novice teachers started to implement formative assessment at this
particular school. However, most of them had previously implemented norm-referenced
form of assessment.

For instance, one of the novice teachers commented, “I had some practice of
implementing norm-referenced assessment, though not a long one. Then... hmm...after
two years of my working here, at this school, I started applying formative assessment”
(Kanat, teacher of Math, 2 years of teaching experience). More experienced teachers
shared a similar sentiment concerning the use of formative assessment. Alex, Kazakh
language teacher, who has 7 years of teaching experience, describes his experience stating,
“When I started working here, at this school there was another type of assessment which is
called traditional, so now I am applying formative assessment...I can’t say I am so

experienced...”
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In addition, all participants stated that they started using formative assessment in
this particular school. Another participant who has 27 years of teaching experience stated
that,

In my previous experience | implemented traditional

norm-referenced assessment. Then | changed the

school, and when | started working here | found

out that this school had another type of assessment.

At first, it was difficult but then gradually 1 started

to understand it, however, | do not have much practice.

(Kate, English teacher)

These responses indicate that teachers have similar experiences with assessment,
and they have some understanding of both types of assessment: norm-referenced classroom
assessment and formative assessment. While more experienced teachers may, in general,
have much more extensive experience in classroom assessment, formative assessment has
been as new for them as it was to novice teachers.

Curiously, it was a novice teacher who shared her views in favor of formative
assessment approach. Ardak, teacher of Kazakh (3 years of teaching experience), claimed,
“I implemented norm-referenced assessment in my previous practice, where we gave
grades to students. But now I got used to formative type of assessment, really...seems more
applicable.” As can be seen, teachers’ views on classroom assessment do not depend on
teachers’ experiences. Although, this novice teacher, Ardak, who has 3 years of teaching
experience, and has not received any courses on assessment, accepts this new type of
assessment and shows basic understanding of formative assessment.

In sum, it can be concluded that teachers are mostly aware of both types of

assessment strategies. Although they did use formative assessment in their current practice,
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the findings revealed teacher’s overall hesitation when it came to their perceived
knowledge and practice of formative assessment.

Teacher professional development. This subsection will present the information
related to the lack of courses for teachers on classroom assessment, particularly, formative
assessment. When asked about courses on classroom assessment, teachers in the study
reported that they did not have sufficient education in assessment. Even though some
teachers received trainings, these trainings were not consistent. For example, if they
worked at this particular school for three years, they received courses on assessment only
once. The inconsistency in teacher courses on assessment is likely to challenge teachers to
utilize formative assessment techniques in the lesson and overall, hinder the process of
formative assessment implementation.

For instance, Anna, one of the English language teachers, shared her story about
formative assessment implementation. She reported that while she was working at the
school for four years, she went through professional development courses on assessment
only once:

My overall experience is more than 30 years, and

at this school I have been working for 4 years ...

Yes, I had some courses; I think... it was only once.

It would have been better if | had more....

Another teacher brought his own example saying “As for professional development
... yes, I had courses in assessment attended some seminars also” (Kairat, History teacher,
20 years of teaching experience). However, very few teachers had an experience with
professional development courses on assessment. For instance, when | asked the question

such as “Did you receive professional training on assessment?” experienced teachers
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responded that they had only once, while all novice teachers responded negatively: “No,
unfortunately I didn’t”( Irene, English teacher, 2 years of teaching experience).

Moreover, lack of practical knowledge on formative assessment has been a
recurring theme in the majority of the interviews. According to these teachers’ comments it
could be concluded that even if some of the teachers had professional development
courses, these courses were not consistent and there was a lack of practical knowledge. For
instance, Kanat, who was a Math Teacher (2 years of teaching experience), acknowledged
that it was difficult for him to work and assess students without practical support. Ardak
(Kazakh Language teacher, 3 years of teaching experience), who did not have any
professional development, and had been working at this school for 3 years, was quite
confident in sharing her experience, and gave examples of her classroom assessment
techniques:“In the classroom we apply formative assessment, for example, graphic
organizers teacher monitoring ... just a variety of them. During lesson planning sessions
we discuss and share techniques and strategies...that helps me a lot.”

However, Adil (Russian Language Teacher), who did not undergo any professional
development on assessment, hesitated while giving responses: “We use different
techniques.... for example ... hmmm....problems...and other tasks... usually...after a new
topic... we conduct formative assessment.” The responses of Adil and Ardak indicated that
some novice teachers, particularly Ardak was gaining new knowledge and was supported
by colleagues during co-planning sessions in terms of utilizing formative assessment
strategies. This informs the researcher that experienced teachers, who had courses on
formative assessment, were more confident in formative assessment strategies compared to
novice teachers, and were translating their knowledge to novice teachers through teacher
collaboration. Another participant, Kairat, History Teacher (20 years of teaching

experience), who received training on formative assessment reported that, “... I always try
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to find new techniques and strategies ... related to classroom assessment myself.” This
response shows that there are teachers, who seek opportunities for professional
development for themselves. And some teachers are likely to enhance their teaching
practices regarding the use of formative assessment through co-planning sessions.

Overall, teachers’ comments indicated that teachers were aware of formative
assessment techniques, however, the experienced teachers pointed out the issues of
inconsistency in professional development courses on formative assessment and lack of
practical knowledge.

Teacher Understandings of Formative Assessment

This section illustrates the ways teachers understand the purpose of formative
assessment and overall, represents teacher understandings of this concept. In order to
explore how teachers utilize formative assessment techniques teachers were asked what the
purpose of formative assessment was. An instance was, more experienced History teacher,
Kairat, who had courses on assessment identified the difference between formative and
norm-referenced assessment and reported that formative assessment was different from
norm-referenced in a variety of ways. For instance, “students are not given grades, and
scores... ”

Other participants explained the purpose of formative assessment stating that,
“Formative assessment is an important part of teaching and learning. Formative assessment
identifies what students know, as well as what needs improvement.” (Adil, Russian
Language Teacher, 2 years of teaching experience). The same ideas were reiterated by
another teacher: “The purpose of classroom assessment is to define the level of students’
knowledge and work toward further improvement.” (Ann, English teacher, 30 years of
teaching experience). These comments indicate that teachers’ understandings are aligned

with the definition provided in school assessment policy and both of these teachers novice
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and experienced one have similar understanding of the goals of formative assessment.
Another set of experienced teachers, who had professional courses on assessment stated
that, “Formative assessment allows students understand expected outcomes, students are
involved in the learning process, and students’ performance is measured against specific
criteria “(Alex, Kazakh language Teacher). “Assessment motivates, stimulates learners for
further success, and measures students’ performance” (Kate, English teacher).

Interestingly, English language teacher, Kate, who had 27 years of teaching
experience, in her interview reported that students were motivated by formative
assessment. However, after lesson observation, she stated that, “I got used to norm-
referenced assessment, it proved its efficiency through years...in my view, there are still
many questions around formative assessment.”Lesson observation data revealed that
teachers experienced and novice ones tended to give scores to students. These scores were
not supported by any descriptive feedback. Lesson observation data revealed that some
teachers in the lesson tried to align lesson objectives with assessment procedures, which
according to school assessment policy was part of the formative assessment.

As can be seen, both experienced and novice teachers in their responses highlighted
important aspects of formative assessment, such as when students knew expected outcomes
of the lesson, they were involved in the learning process through assessment procedures. In
sum, teachers provided clear explanation of the purpose of formative assessment and from
teachers’ explanations it was vividly seen that teachers had some theoretical
understandings of formative assessment. More importantly, all of the teachers provided
similar explanations, which gave me the information that teachers despite their teaching
experiences, prior experiences in classroom assessment, professional development courses

had basic understanding of formative assessment.
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Classroom Practices with Formative Assessment

This section describes teacher practical experiences in the process of
implementation of formative assessment. Teachers reflected on the ways how they chose
formative assessment techniques and strategies to assess students’ performance in the
lesson as well as provided examples of specific techniques.

Selection of assessment techniques. In accordance with school assessment policy
teachers are supposed to select assessment techniques, taking into consideration lesson
objectives. Three teachers, participating in this study, reported that they chose assessment
techniques deliberately. For example, majority of the participants shared similar view that
“assessment techniques are selected in accordance with lesson objectives.”(Adil, Russian
Language Teacher, 2 years of teaching experience). It was important for teachers to
“first... select lesson objectives” (Kairat, History Teacher, 20 years of teaching
experience), and “also take into account the expected outcomes of the lesson” (Alex,
Kazakh Language Teacher, 7 years of teaching experience).

Other teachers revealed that they chose the assessment form “...in accordance with
the topic of the lesson” (Kanat, Maths teacher, 2 years of teaching experience). Kate,
English teacher, also stated, “We usually choose formative assessment tasks according to
the topic we are covering”. Likewise, some teachers in the course of the lesson distributed
tasks to students and named these tasks formative tasks. This informs the researcher that
teachers experience lack of practical knowledge.

However, some participants hesitated to comment on how they chose particular
forms of assessment for their lessons. For instance, Ardak, Kazakh language teacher (a
novice teacher) claimed that assessment technique was chosen, “Usually ... according to
the structure of the lesson plan, we design lesson plan, invent activities...” While another

set of teachers did not seem to have a particular criteria or method for selecting the
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assessment form stating that, “hmm... We usually select strategies .... when we have co-
planning sessions” (Irene, English teacher). This view was seconded by another participant
English language teacher, Anna, who also claimed that strategies were chosen during the
co-planning session. This informs the researcher that effective teacher collaboration plays a
crucial role in translating this knowledge. Novice teachers did not have courses on
formative assessment, however, they were improving their practices through cooperation
with experienced teachers, who had courses on formative assessment.

At the same time, these teacher comments illustrate that not all teachers are
possibly familiar with the accepted approaches of how to choose assessment techniques,
although this information is represented in school policy assessment documents. Similarly,
some teachers were hesitant during the interview, which showed that they felt unconfident
in selecting formative assessment techniques for the lesson. Overall, it may be stated that,
as it was shown in the previous subsection, teachers have some theoretical knowledge, and
are able to provide the purpose of formative assessment, however, when it comes to
practice both experienced and novice teachers do not know how to efficiently use
formative assessment in practice.

Formative assessment techniques in the lesson. This subsection will explore
teachers’ practices with formative assessment, particularly, how teachers use formative
assessment in the classroom. Teachers named formative assessment techniques, such as
teacher observation, peer and self assessment, and stated they had some practices with
formative assessment and shared their strategies and techniques utilized in class. The
findings from the interviews revealed that participants used a variety of methods to
conduct formative assessment.

As it was mentioned by Alex, Kazakh Language Teacher, who was an experienced

teacher: “I use different techniques, for example, One —minute essay, teacher observation,
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and ... a variety of tasks in the lesson.” Some more examples given by Kairat, History
Teacher, included “peer and self assessment and other assessment activities”. These
assessment strategies were also employed by Kate, who further explained that “for
example, if the aim is to monitor listening then | design the tasks related to listening, and if
it is writing then writing...” (Kate, English Language Teacher).

Despite enlisting a variety of ways to undertake formative assessment in the
classroom, some of the responses revealed the need in giving scores or grades to students
for completing the tasks in the lesson. For instance, “Students seek for grades or want to
get scores by the end of the lesson” (Kairat, History teacher, 20 years of teaching
experience). The same ideas were seconded by Anna, English teacher: “Students do not
complete the task perfectly, if I do not give scores to them” (Anna, English language
teacher). Both of these teachers were experienced teachers, who received trainings on
assessment. At the same time both of these teachers in their previous experience applied
norm-referenced assessment and their prior experience with using grades to assess
students’ performance was likely to affect their current teaching practice.

At the same time according to teachers’ responses students were much more
motivated when they were given scores, and when students understood that the scores
contributed to their final grade, they performed better. However, in accordance with school
policy teachers are not supposed to give scores or grades. These responses indicate that
though teachers seem to understand school formative assessment policy, still they
contradict themselves by using scores while assessing students’ performance. For instance,
“I think, each lesson students need to get scores. For example, each lesson should have its
particular score, for example ‘six’ .... and students will do their best to get this score”

(Alex, Kazakh Language Teacher, 7 years of teaching experience).
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Lesson observation data revealed that teachers opted to use assessment activities in
the lesson which required giving scores to students, rather than teacher feedback. For
example, in the Kazakh language lesson, Ardak (Kazakh language teacher, 3 years of
teaching experience), who was a novice teacher, used feedback communicating students on
what should be improved, used peer and self assessment techniques in the lesson.

However, this practice was not common, most of the teachers used scores to assess
students’ performance in the lesson. In sum, although some of the participants in the
interviews said that they applied a variety of assessment techniques, the results of the
lesson observation showed that in practice teachers use assessment tools which werealmost
the same as testing students’ knowledge. For instance, Kairat (History Teacher, 20 years
of teaching experience) indicated a variety of activities while giving an interview, although
during lesson observation he used assessment techniques which required just giving short
responses such as Yes/No and Multiple Choice questions. Regarding the importance of
classroom assessment in general, Kairat, History teacher disclosed accountability issues
stating that,

By the end of the academic school year students are

supposed to take exams, the exams include Multiple

Choice questions, and as a teacher | am responsible

for the result of the exam, so | have to prepare the students

and practice a lot similar tasks with students.

In line with school assessment policy, formative assessment starts the moment
teacher starts the lesson. Formative assessment should be present at all stages of the lesson
and be incorporated in classroom activities. Although, Irene, an English teacher, a novice
teacher, and Alex, Kazakh language teacher, who was an experienced teacher, used

assessment task as an activity only once in the lesson. They indicated the activity in the
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lesson plan as a separate “formative assessment task”. First, teachers covered the topic of
the lesson, then by means of formative assessment checked students’ understanding of the
topic. After completing the task, the students were given scores with no feedback. This
gives me information that teachers used students’ assessment to test students’ knowledge,
but not to improve further learning. Interestingly, experienced teachers’ practices on
classroom assessment were similar to those of novice teachers despite their different
teaching experiences and professional development courses.

Going back to History lesson observation, it needed to be mentioned that when
students were informed that they were going to complete a formative assessment task, that
information made them nervous and anxious. Once the students were introduced the
formative assessment task, they started to look at each other, asking the teacher and their
peers again and again: “Is it formative? ... Formative assessment?” Students started to
behave differently than at the start of the lesson, and overall, it was obvious from their
facial expression and gestures that they were concerned about the task. This evidence
showed that students understood formative assessment undertaken in the lesson as a test.
The same evidence with Alex, Kazakh Language teacher (7 years of teaching experience),
who explained that although teachers were not supposed to give scores to students,
teachers still practiced it. He shared his reflections saying that,

students do not take formative assessment seriously, so

| practice giving scores to students for the particular

activity, although I know that the scores will not

contribute to the students’ final grade, and even some

students tell me about it, still in my view, these scores motivate

students and may serve as an information for parents.
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Teachers’ comments and lesson observation showed that both experienced and
novice teachers applied scores to assess students’ performance, yet according to school
assessment documents teachers were supposed to provide feedback to students, but not
scores. So, this entails the information on contradictions with teacher practices and teacher
understandings of formative assessment.

Educational Change

This section will illustrate the information on the positive impact of formative
assessment on students as well as it will present teacher challenges regarding the
implementation of formative assessment. Overall, teachers pointed out that students
benefited from formative assessment implementation. For instance, formative assessment
provided support to students in the process of learning, as well as students were not
compared against one another. In line with the benefits teachers mentioned the challenges
they faced in their everyday classroom practice.

Opportunities and challenges. This section will present teachers’ perspectives on
benefits and challenges in the process of formative assessment implementation. When
asked about the benefits of formative assessment implementation, all of the teachers
brought a number of ways of how students benefitted from formative assessment
implementation. The majority of participants reported that they understand the need for a
change from norm-referenced assessment to formative belief model. For example, Alex,
Kazakh Language Teacher supported these ideas, saying that “ I am open to the changes in
classroom assessment, I think, it’s good , students are not afraid of grades for the particular
task.” The same ideas were reiterated by Anna, English language teacher,

and I think, it has lots of advantages...This type of assessment is

different from what | got used to, and I understand that we can

not go back to norm-referenced assessment, since as it is told it
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does not support students to further progress in their studies.

Both of these teachers are experienced teachers, who have previously implemented
norm-referenced assessment. Teachers acknowledge that this type of assessment is
advantageous for students, because students’ performance is not measured against one
another in class, it serves as guidance for further improvement. Also, teachers state that
there is no place for traditional assessment because this type of assessment is fixed,
meaning it does not give the information on how to improve.

Alex, Kazakh Language Teacher said that, “Formative assessment enables students
to understand expected outcomes, they are involved in the learning process, and students’
performances are measured against specific criteria.” Anna, English language teacher
enumerated the following things:

Formative assessment has a lot of benefits. Firstly,

we do not compare students against each other, we use

criteria, students reflect, speculate over their learning

... can identify and analyze their own mistakes

and use them as an instrument for further learning.

However, in my view, we need to develop

students’ understanding of formative assessment.

Both Ann, English teacher and Alex, Kazakh language teacher indicated that
formative assessment enabled students to know about the objectives of the learning
process. Likewise, students’ performance was assessed against criteria, which they knew
beforehand. Curiously, Anna, an English teacher pointed out the need to raise students’
awareness in terms of their perceiving the concept of formative assessment. Another
experienced participant, Kairat, who taught History, indicated that, “The existing type of

classroom assessment has a lot of benefits. It involves students’ metacognitive sKills,
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makes a positive impact on the development of students’ self-regulation skills.” Similarly,
another teacher in the study, said that, “students can use this information to improve. I
think this is important...” (Kanat, Maths Teacher).Interestingly, Ardak, who was a novice
Kazakh language teacher, claimed that, “...students reflect over their progress, track their
own progress, and get constructive feedback from their peers for further better
performance.”

Overall, all of these teachers highlighted the significance of formative assessment
and enlisted many benefits of implementing formative assessment that positively affect
students, such as, for example, students improve in their studies through formative
assessment. Both experienced and novice teachers highlighted how students benefitted
from formative assessment implementation. The knowledge on formative assessment
shared by novice teachers might be gained due to efficient collaboration with experienced
teachers. At the same time talking about benefits teachers mentioned the challenges they
faced while incorporating formative assessment.

When teachers were asked about benefits they reflected on their teaching process,
showing how formative assessment was beneficial to students and further expressed their
ideas, related to difficulties they confronted in their everyday practices. The main
challenges were: difficulties in designing formative assessment strategies, another
challenge: formative assessment was time-consuming, meaning that teachers considered
that incorporation of formative assessment in the lesson took too much time in the lesson,
and as a result teachers were not able to cover all of the material planned for the lesson.
Another challenge was low students’ motivation, meaning that according to school
assessment policy students were not allocated grades, therefore according to teachers’

comments it negatively impacted students’ motivation.
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For example, Adil, Russian language teacher agreed that, “We need more practice
on formative assessment, we need to discuss them at school.”Kate, English teacher echoed
Adil, Russian language teacher and described her experience saying that, “ ....when I
started working here I found out that this school had another type of assessment...it was
difficult for me to understand the details of the new assessment system, we did not discuss
such issues at school meetings, unfortunately.” Both of these teachers are novice teachers
and in their comments they expressed lack of support from school administration. School
administration did not address the issues teachers had, and even might not be aware of
them.

Another teacher in the study, Anna, English Teacher shared her experience saying
that,

Honestly...sometimes ... students do no complete home

task... and when I tell them off , they openly say to me

that these tasks do not contribute to the final grade...

I can’t help it... and do not know what to do.

The same ideas were seconded by Adil, Russian language teacher, who said that,
“students are not diligent enough in their studies, because formative assessment does not
contribute to the students’ final grade.”These teachers’ comments indicate low students’
motivation, which gives me the information that students do not perceive the purpose of
formative assessment appropriately. Adil, Russian language teacher continued saying that,
“formative assessment is intangible” and added that, “students are not happy with that,
students want to get a precise information on their performance in the lesson... I mean...
something, they can take and show their parents.” Both of these teachers Adil, Russian
language teacher and Anna, English teacher had similar issues with students’ motivation

despite their different practices and professional development courses.
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It was found that teachers would better cover lesson material than incorporate
formative assessment techniques in the lesson. For instance, Kanat, teacher of Maths said
that, “....it takes too much time to design rubrics, ... and it’s time-consuming in the
lesson..”Kairat, History teacher reiterated Kanat’s ideas saying that, “If to incorporate
formative assessment techniques throughout the lesson, I cannot cover lesson material...
everything I have planned ...”

The recurring challenge of teachers were students’ low motivation, difficulties in
designing assessment tasks, and also teachers perceived that incorporation of formative
assessment in the lesson did not leave time to cover the planned material.

This chapter reported the findings from a qualitative case-study design inquiry. The
purpose of the current study was to explore teacher perceptions towards formative
assessment at one of the schools in Akmola region, Kazakhstan. The data gathered
illustrated that teachers enhanced their practices through collaboration, because many
teachers indicated that they consulted colleagues in case they were challenged. At the same
time, both novice teachers and experienced teachers had basic understanding of formative
assessment since they provided definition, explained the purpose, however, when it came
to practice they did not incorporate that knowledge in their practices. Likewise, from the
data obtained it became obvious that there might be a variety of reasons that possibly
hindered the process of formative assessment implementation. The main findings are as
follows: 1) Inconsistent professional development on formative assessment; 2) Lack of
teacher practical knowledge 3) Contradictions with teacher practices and teacher
perceptions; 4) Low students’ motivation.

Further, in the next chapter the discussion of these results will be explored in depth.
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Chapter 5: Discussion and Recommendations

In this chapter, the researcher will summarize and interpret the data from this study,
dedicated to teachers’ perceptions of classroom assessment, particularly formative
assessment at one of the schools in Akmola region, Kazakhstan. The chapter consists of
two sections. The first section illustrates an in-depth analysis of major findings and the
second section will discuss recommendations.

The researcher interpreted the data generated from the interviews with eight
teachers, including the data entailed from lesson observations and document analysis.
Throughout the research four major factors affecting teacher perceptions regarding
formative assessment were identified: 1) inconsistent professional development, includes
the information on teacher learning, which according to research data, has an episodic
character;) 2) the next major finding, which is lack of teacher practical knowledge,
meaning the need to involve teachers in practical sessions on formative assessment rather
than theoretical ones; 3) the following subsection, which is contradictions of teacher
practices and teacher perceptions, discusses teachers’ practices and teachers’
understandings of formative assessment, which are not aligned; 4) low students’
motivation, came out as another major finding. Finally, the chapter concludes with
recommendations.

Major Findings

This subsection gives a summary of major findings gained in the result of this
research. Research findings illustrate that there are different factors that shape teachers’
perceptions toward formative assessment.

Inconsistent professional development. The major finding of the study reveals
that teachers’ professional development in receiving courses on classroom assessment is

inconsistent. Teacher experiences with formative assessment need support from school
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administration and also there is a need in coherent system of professional development
courses. Teacher professional development needs to be consistent and ongoing, rather than
a quick course (Cambridge International Examinations, 2015). Teachers are likely to
expand their knowledge and enhance their expertise on classroom assessment when they
are consistently supported and guided in the process of implementation of educational
reforms. Many experienced teachers, who received courses on classroom assessment,
emphasized that they had professional development courses once in three years. What is
more, these professional courses, according to the participants, usually were held for a
week or even less days. The participants of the research did not find such courses
beneficial for their practice. This factor is aligned with the statement by Black and Wiliam
(2003) who claim that short-term professional training sessions from one to five days are
not effective.

Teachers in order to efficiently utilize formative assessment techniques need to
perceive the underlying principles of formative assessment and be ready to change or adapt
their teaching practices. Efficient implementation of formative assessment may be ensured,
if teachers are involved in the process of the development of formative assessment belief
model. Accordingly, as Fullan (2001) states, teachers are the agents of educational change,
and therefore, if teachers receive quality ongoing training, as a result they will efficiently
implement it into practice. At the same time, as the findings of the research indicate
teachers need to accept the reforms, change their mindsets toward the reforms and it
requires time. Both novice and experienced teachers had some theoretical knowledge
regarding formative assessment, however, they were hesitant in using formative
assessment strategies in the lesson. This factor aligns with the study toward formative

assessment implementation by Black and Wiliam (1998) which says that  the
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implementation of formative assessment process needs time, support and sustained
programs of professional development.

The research findings of this particular study are in line with the quantitative study
by Young & Jackman (2014), which explored the opinions of 20 English teachers, and
revealed that teachers need thoroughly planned, consistent trainings in case the governing
body of the school or school administration wants it to be efficiently employed by teachers
into their practices. The findings of this quantitative research are similar to the findings of
the current study, since the participants of the study in question also experience the same
challenges as in the research described by Young and Jackman (2014).

Taking these factors into account, it is crucial for teachers to have holistic
professional development on classroom assessment, focused on the development of
practical skills in order to promote this practice in their own and other teachers’ practices.

Lack of teacher practical knowledge. As the result of the research, it is hoped that
a better understanding of teachers’ perceptions toward formative assessment will
contribute to effective implementation of formative assessment. According to research
findings, lack of practical knowledge in teachers’ classroom experience is pointed out as
the core hindrance in the process of formative assessment implementation. Most teachers
highlighted that the courses they had completed were predominantly based on theoretical
knowledge, and not on practical examples and procedures. Most of the research
participants have experience in employing norm-referenced assessment, therefore, this
previous experience in classroom assessment may impede the whole process of
implementation. Teachers, particularly, experienced ones have some content knowledge on
formative assessment and there is a good practice of teacher collaboration at school in the
form of co-planning sessions, which provide support to novice teachers. However, both

experienced and novice teachers struggle in applying their knowledge in  practice.
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Therefore, the need in practical knowledge on formative assessment has been a recurring
factor in most of the interviews.

This finding was consistent with the mixed methods study by Helen Dixon and
Ruth Williams (2001), which was conducted in New Zealand. The study explored 40
primary school teachers’ understandings of formative assessment and the ways teachers
utilized assessment techniques in class. The data from the study showed that teachers
accepted the positive impact of formative assessment; they also provided theoretical
explanations of formative assessment purposes. However, they could not meaningfully
explain how they used formative assessment to improve students’ performance. This
informs the researcher that teachers experienced lack of practical knowledge in
implementation of formative assessment and the need in practical support.

Likewise, the majority of the research participants were hesitant in utilizing
formative assessment techniques in the lesson since the professional development courses
they had were about international practices in classroom assessment, and it was difficult
for teachers to adapt it and bring into their own classroom assessment practice. In line with
study findings, teachers in research have some basic theoretical knowledge on formative
assessment; however, except theory, they need skills and practical knowledge to be more
confident in applying formative assessment techniques. These findings are congruent with
the qualitative study by Young and Jackman (2014), which highlights the importance of
teacher education in order to equip teachers with mastery skills in formative assessment
practice.

As reported by Ofsted (the Office for Standards in Education, Children’s Services
and Skills) (2006), Continuing Professional Development made a positive impact on
improving teachers’ practices. The Ofsted report was based on the survey of 13 secondary,

14 primary and 2 special schools teachers. The major focus of the survey was to investigate



TEACHER PERCEPTIONS TOWARD FORMATIVE ASSESSMENT 59

the effectiveness of Continuing Professional Development (CPD). According to Ofsted
report results (2006), CPD was effective in case school managers identified teachers’ needs
and planned teacher professional development. The same study indicated that professional
development planning for teachers in most of schools was not thoroughly considered. It
was advised that senior school managers needed to find out possible teacher courses to
support teachers of their school. More importantly, these courses should be practice
oriented. To cope with these challenges schools need to create collaborative atmosphere
within school staff and develop trustful relationship between school administration and
teachers.

Hence, these findings illustrate that practical support for teachers in implementing

formative assessment in class is of a special value.

Contradictions of teacher practices and teacher understandings. Another major
finding that came out in the result of the study was contradictions of teachers’ practices
and teachers’ understandings of formative assessment. According to the school-regulated
documents on classroom assessment (School assessment policy, 2016), formative
assessment is an assessment conducted during the teaching and learning process, it ensures
feedback between teachers and students and allows making timely adjustments in students’
performance. The underlying principles of formative assessment are formative assessment
defines the level of students’ mastery in acquiring specific knowledge and skills, helps to
identify gaps in learning and provides support to students in achieving learning objectives.
More importantly, formative assessment involves ongoing feedback, it does not include
scores and grades and the results of formative assessment do not contribute to the final
grade.

According to research findings, teachers in the research have basic understanding of

formative assessment, since they give appropriate definitions of formative assessment as
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well as identify benefits of formative assessment implementation. This may be due to the
professional courses on classroom assessment that were predominantly based on theory.
Having analyzed the responses of these participants, as well as considering school
assessment policy documents, it could be concluded that most of the teachers in class
suggested the techniques and strategies in accordance with school assessment policy.
However, some teachers predominantly utilized Multiple Choice questions, supporting
their practices with argument that they had to prepare students for external exams, that
were based on factual information and include Multiple —Choice questions.

The study by Kitiashvili (2014) in Georgia entailed similar data regarding the
contradictions between teacher practices and teacher understandings. The results of both
studies illustrated that teachers were open to change their practices, however in their
teaching practices, they did not incorporate formative assessment properly. The same study
in Georgia revealed that teachers also use Multiple Choice questions in their practices.
These practices of both Georgia teachers and Kazakhstani teachers indicate that teachers
have the same tendency of assessing knowledge- based content and preparing students for
the test.

The same as in the research, conducted in Georgia, in the interviews, most of the
teacher participants highlighted the benefits of formative assessment However, the
majority of the teachers in the research, both novice and experienced ones in order to
assess students’ performance opted to give scores to students, and did not provide feedback
to students which contradicted school assessment policy. Some teachers by the end of the
interviews admitted that they gave scores to students since scores motivated students,
whereas they named formative assessment as something intangible. Black and Wiliam
(1998) in their review, shared their idea that scores and grades did not contribute to

students’ better learning. This shows that teachers need to have a deeper knowledge
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regarding the benefits of formative assessment. Similarly, it was found that most of the
teachers are unaware of the fact that learning objectives should be aligned with assessment
strategies, which showed that teachers had not mastered properly how to devise assessment
techniques.

According to the findings, it may be claimed that teachers are likely to misinterpret
the purpose of formative assessment. This is a worrisome finding meaning that inconsistent
nature of teacher learning may negatively impact or even worsen the implementation
process.

Low students’ motivation. Low students’ motivation is another major finding of
this study. Teachers in the study frequently mentioned this factor. This finding is likely to
be the result of teachers’ misconception and irrelevant practices regarding formative
assessment in their classroom.

Teacher beliefs play a crucial role in implementing any change in the educational
sphere. Teachers often are imposed these educational reforms, and therefore they need to
change and adjust their practices. In this context, teachers may experience fear to change
and feel inability to gain new skills and understand new approaches. Similarly, teachers
having a long practice of implementing their tried and tested approaches may inwardly
give up or do not accept changes. As stated by Fullan (1992), efficient implementation of
any educational policy is directly dependent on how this policy is understood. This relates
particularly to teachers, who transmit their experience and apply it in their everyday
teaching practice. Teachers in research had their previous practice in classroom
assessment, where they employed norm-referenced assessment and that practice might
impede teachers’ understanding of formative assessment, therefore in practice teachers
opted to take a quick snapshot of students’ learning and made their own judgment on

students’ performance by giving scores. In other words, teachers misinterpreted the
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underlying principles of formative assessment and predominantly corrected the mistakes
and gave scores to students.

Black and Wiliam (as cited in Wilson, 2014) claim that when teachers give scores
or grades to students it hinders getting quality knowledge. Similarly, students are likely to
compare their scores with their classmates and therefore, it leads to students’ low
motivation. Formative assessment is supposed to motivate students, allow them adjusting
their learning and tracking their own progress. However, in conjunction with the research
findings students are not motivated, even more, students feel anxious and concerned about
classroom assessment. As lesson observation data reveal, students are anxious about
formative assessment in the lesson, because teachers undertake assessment as testing.
Teachers in order to measure students’ performance give tasks to students, and then
allocate scores, whereas scores are not a part of formative assessment according to school
assessment policy. Due to the lack of support from school administration in extending
teachers’ understanding of formative assessment, inconsistent courses in the period of
implementing reforms and change teachers are likely to be disoriented and feel anxiety
Fullan,2001). This study found that there was a need to raise students’ awareness regarding
formative assessment since they perceived formative assessment as testing. Students’
understanding of formative assessment might be also the result of teachers’ disoriented
practices.

In line with the major finding, the unexpected finding was that teachers were not
supported by school administration in expanding their expertise in formative assessment.
Lack of teacher support from school administration might negatively affect the process of
formative assessment implementation. School administration when considered teachers’
challenges could implement within the school the initiatives, promoting and supporting the

implementation of formative assessment.
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Recommendations

This section presents recommendations for practice and future research. The current
study aimed at exploring teacher perceptions regarding classroom assessment, particularly,
formative assessment at one of the schools at Akmola region, Kazakhstan. The study
looked at factors that impeded the process of formative assessment implementation and
came up with possible recommendations, which were based on the major conclusions of
the study. The recommendations are targeted at different stakeholders, namely, school
administration, governing body of the school, teachers. Similarly, these recommendations
can be also considered in other developing countries, which have the same experience of
shifting from norm-referenced assessment to formative assessment belief model.
Additionally, the recommendations suggest future direction of research studies on
classroom assessment, particularly formative assessment implementation.

The study suggests recommendations for school administration. First, there should
be included practical professional development courses regarding new reforms,
particularly, formative assessment at school. School administration has to consider the
measures aimed at developing teachers’ awareness in terms of implementing formative
assessment in practice. Thus, if school administration wants to make the teaching and
learning process more efficient, the major regard must be paid to teachers’ learning whilst
implementing new initiatives. School governing body is responsible for building school
social capital. It should acknowledge that there is a need to track the process of policy
implementation in order to analyze teachers’ and students’ challenges and make timely
improvements. At the same time, school governing body needs to make teacher
professional development more consistent and based on practice rather than on theory.

The study did not explicitly explore students’ perceptions of formative assessment,

but it became clear from the interviews and lesson observations that students
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misunderstand the purpose of formative assessment. Therefore, it is important to raise
students’ awareness with regard to formative assessment.

Future Research

Taking into consideration the results of the study as well as considering limitations
of the study in question, which are indicated in Chapter 3 of this study, recommendations
for further research are suggested.

First, the results of this study have proven that students being one of the important
stakeholders of the teaching and learning process play a vital role in promoting and
efficient implementation of formative assessment. Therefore, it would be beneficial for
further research to explore students’ beliefs and understandings of formative assessment.
This investigation will help reduce the level of students’ low motivation.

Second, future studies may include more than one school and compare teachers’

practices that may ensure quality data for further data generalization. Therefore, there is a
need for comparative studies on this topic, which will attempt to include more participants.
Finally, the study involved the participants matching specific criteria, this non- random
participant choice as well as the number of participants may be another limitation of the
study. With this in mind, it is beneficial to engage more participants in the research as well
as utilize other methods to select participants for the research. According to the regulated
documents on school assessments (School assessment policy, 2016) formative assessment
is an assessment conducted during the teaching and learning process, it ensures feedback
between teachers and students and allows making timely adjustments in students’
performance. The research data revealed that teachers were aware of formative assessment
as a notion, and were able to explain the purpose of formative assessment. Document
analysis (see Appendix F) involves the main purposes of formative assessment and

describes its procedures in accordance with school assessment regulated documents.
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According to lesson plan analysis, it can be claimed that some teachers have indicated
formative assessment as a separate task to check and monitor students’ progress. This

informs the researcher about the insufficiency of teachers’ practical knowledge.
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Chapter 6: Conclusion

The purpose of the research was to explore teacher perceptions toward classroom
assessment, more specifically, formative assessment. The researcher examined teachers’
understandings of formative assessment, analyzed challenges teachers faced in the process
of implementation and came up with recommendations. In order to have an in-depth
understanding of teachers’ perceptions regarding formative assessment the study explored
the perceptions of experienced and novice teachers.

Summarizing the results of the study it was found that both groups of teachers ,
experienced and novice ones felt lack of practical knowledge to efficiently implement
formative assessment. Similarly, experienced teachers had inconsistent professional
development on formative assessment, and as a result, there occurred contradictions with
teacher practices and teacher perceptions. Most of the novice teachers were aware of
formative assessment purposes; they worked in collaboration with experienced teachers
and had co-planning sessions, which positively impacted their awareness with regard to
understanding the theory behind formative assessment. However, the barriers in the
process of formative assessment implementation brought about low students’ motivation.

Most of the teachers previously had an experience of employing norm-referenced
assessment to assess students’ performance. At the same time, despite their different
experiences: both novice and experienced ones faced challenges whilst implementing
formative assessment although it was expected that teachers who had more experience
would be more confident in applying formative assessment techniques. Similarly,
according to the results, teachers have some theoretical knowledge; however, teachers are
hesitant to implement these assessment procedures in their practices due to the lack of
practical knowledge. Thus, lack of practical experience came out as a major finding of this

study.
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Teacher professional development shapes the whole process of teaching and
learning. According to the research findings, teachers received courses on classroom
assessment inconsistently. Even experienced teachers, who have been working at this
particular school receive courses only once in three years whereas novice teachers,
working at this school for more than two years do not get any courses on classroom
assessment. However, novice teachers worked in collaboration with experienced teachers,
therefore, that had some basic knowledge regarding formative assessment. Curiously, the
courses on classroom assessment were conducted for a maximum of 5 days. However, to
adapt and change classroom practices regarding assessment teachers need time and
practice.

In the course of the research, it was found that low students’ motivation was
another challenge for teachers. Students expressed anxiety and concern during lesson
observation when they were given assessment tasks. This entails the data that students
perceive formative assessment as a test to assess students’ performance. Students’
misconceptions toward formative assessment may be triggered by teachers’ strategies and
approaches in the lesson with regard to formative assessment.

Thus, the results of this study may contribute to the process of formative
assessment implementation in Kazakhstan and also those countries with similar
background on classroom assessment.

Researcher Reflection

This qualitative case-study design research was my first experience of conducting
research. Previously, | made some attempts to conduct small-scale studies related to my
teaching practice; however, these studies were not so profound. The topic | had chosen to
explore was interesting for me as a teacher, and turned the research process into an exciting

journey for me. In the course of the study, | familiarized myself with the underlying
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principles of conducting research, such as ethical issues, participant recruiting procedures,
research methodology and all of the details of conducting research.

Overall, it was a valuable experience for me to discuss educational initiatives with
other teachers firsthand, since as a teacher, | also faced challenges and hindrances whilst
implementing formative assessment. The research process enabled me to understand that
teachers could make change within schools and overall, that teachers played a central role
in the process of implementation of any educational reform. While doing research, | got
familiar with an extensive amount of research in the area of classroom assessment and
teacher leadership and managed to compare and contrast those studies with teachers’
practices and educational reforms in Kazakhstan. One of the most important things drawn
from these research data analysis was that school context, and school culture needed to be
taken into consideration while implementing any educational reform and analyzing the
effect of these reforms. Similarly, the studies enabled me to reflect over educational
initiatives, which were being implemented in Kazakhstan these days.

Data collection stage was the most interesting moment of the research for me, since
it allowed analyzing different perspectives, getting an in-depth understanding of the
reasons that impeded the implementation process. At the same time | was impressed by
teachers’ openness and willingness towards change with regard to formative assessment
implementation, despite their long practices in norm-referenced assessment most of the
teachers wanted that change to happen; however, it was difficult for them to understand the
principles of formative assessment and change their mindsets in a short period of time. At
the planning stage of the research, | thought that it would be difficult to recruit the
participants. It seemed to me that teachers would try to escape participation in the research
due to a variety of reasons. Conversely, as it turned out in reality, teachers willingly

participated in the research and openly talked about their concerns and shared their



TEACHER PERCEPTIONS TOWARD FORMATIVE ASSESSMENT 69

perspectives. It was amazing that school has a strong teacher collaboration which may
further be used as a vehicle to improve teachers’ practices.

Overall, the investigation of teachers’ perceptions toward formative assessment
enabled me, as a researcher to analyze teachers’ understandings of formative assessment at
this particular school and explore teacher challenges, which would be beneficial for me as
a teacher, and a researcher. It was surprising for me to find out that in the process of
formative assessment implementation, research participants did not engage students and
did not explicitly explain them the purposes and advantages of formative assessment. In
my view, students as important stakeholders of the educational process needed to be
involved and clearly informed about the changes related to the assessment of their
performances. From my perspective, for the next time, the study may be extended by
exploring students’ perceptions of formative assessment at this school. More specifically, |
am interested in students’ understandings of formative assessment, their views on purposes
of classroom assessment, and the real reasons for students’ low motivation.

From my perspective, if the same research is done at this particular school it may
go differently since it may involve other teachers with other experiences, perspectives and
teacher practices. Likewise, the school governing body as well as school administration
may incorporate initiatives to improve teachers’ practices and therefore with the time going
contradictions of teachers’ practices and teachers’ perceptions would be eliminated and the
overall situation may be improved. In sum, | found the process of conducting research
exciting and engaging. | think, the knowledge | gained while conducting the research will

contribute to the improvement of my further practice as a teacher and a researcher.
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Appendices
Appendix A
PRINCIPAL INFORMED CONSENT FORM (English version)
Research Project: TEACHER PERCEPTIONS TOWARD FORMATIVE
ASSESSMENT AT ONE OF THE PUBLIC SCHOOLS IN AKMOLA REGION

Dear Principal,

My name is Botagoz Abdrakhmanova, and | am a graduate student conducting
research as part of my Master degree at Nazarbayev University Graduate School of
Education. Your school teachers are invited to participate in a research study on classroom
assessment. The study will focus on teacher understandings and practices on classroom
assessment. The purpose of the research project is to know more about teacher practices on
classroom assessment. The researcher is interested in understanding teacher practices and
experiences. The purpose of the researcher is to examine teacher practices. It would be
much appreciated if teachers of your school participate in this research.

The researcher will request to observe one of the participants’ lessons, the
participants will be asked to participate in one-on-one 45-minute interview, to be
scheduled at a place and time of your convenience. Participation in the research project is
on a voluntary basis, and participants can withdraw anytime. Interviews will take place in a
private, secure room. If participants find some of the questions challenging they may skip
them and the researcher will continue the interview. The researcher will record the
interviews. Further the tape will be transcribed, after transcribing the tape and the
transcriptions will be kept in a locker at the office, separate from the consent forms. The
interview information will be kept confidential, and the access to the tapes will have only

the researcher and the supervisor.
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Research findings will be included in the final research report and may be used at
potential conferences and/or publications. The audio tape, transcriptions and findings of
the research will be kept for three years, and then removed. Everything discussed will
remain confidential and teacher identity will not be shared. The researcher for
confidentiality purposes will assign numbers to the interviewees or use pseudonyms.

TIME INVOLVEMENT: Teachers’ participation in the interview will take
approximately 45 minutes, and classroom lesson observation will last for 40 minutes.

RISKS:

Regarding the risks, there may be minimal psychological risks, such as fear or
embarrassment to disclose their feelings or idea, or they may have negative experiences in
thinking about previous stories and sharing memories. The researcher will assure the
participants that the purpose of the research is to know more about teacher practices.
Teachers may also fear misinterpretation of their interview answers. They may be
uncomfortable sharing personal information and worry about confidentiality. To minimize
these risks, the researcher will inform the participants that she will return at another date to
conduct member-checking, to review the transcripts and field notes with participants, so
they can edit or revise their responses.

The participants will also be assured of the confidential nature of the interviews.
The researcher will assign pseudonyms to each of the interviewee - no names or personal
information identifying participants will be used in the study. The interviews will be audio
taped and transcribed. Findings of the research will be used in the final research and at
potential conferences or publications, and will be kept for three years in a secure place.
After transcribing the audio tape and the transcriptions will be kept in a locker at the office,
separate from the consent forms. The interview information will be kept confidential, and

the access to the audio tapes will have only the researcher and the supervisor. The
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researcher will read the consent form with the respondents, and remind them of the
voluntary nature of the interviews.

BENEFITS:

A possible benefit for participants is that teachers may improve on their teaching
practices. For example, teachers while answering questions of the interview will have an
opportunity to reflect over their teaching practices. Consequently, students will benefit
from teachers’ best practices. Likewise, the developers of school assessment policy in
Kazakhstan, may also benefit from this study, since the study will examine teacher
challenges and benefits whilst incorporating formative assessment. An additional benefit is
that there is a void of research regarding the education system in Kazakhstan, particularly
in the area of classroom assessment. However, | cannot guarantee that participants will
receive any particular benefits from participating in this project. Likewise, participants will
not be given any compensation for participation and if you reject to participate, it will not
affect you in any way.

CONTACT INFORMATION:

Questions: If you have any questions, concerns or complaints about this research,
its procedures, risks and benefits, contact the Master’s Thesis Supervisor for this student
work, (Dr.Amanda Ajodhia-Andrews, amanda.ajodhia@nu.edu.kz)

The researcher: Botagoz Abdrakhmanova  botagoz.abdrakhmanova@nu.edu.kz

+7 701 559 88 06

Independent Contact: If you are not satisfied with how this study is being
conducted, or if you have any concerns, complaints, or general questions about the
research or your rights as a participant, please contact the NUGSE Research Committee to
speak to someone independent of the research team at +7 7172 709359. You can also write

an email to the NUGSE Research Committee at gse_researchcommittee@nu.edu.kz


mailto:botagoz.abdrakhmanova@nu.edu.kz
mailto:gse_researchcommittee@nu.edu.kz

site.
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Please sign this consent from if you agree and allow conducting this research at this

I have carefully read the information provided;

| have been given full information regarding the purpose and procedures of the
study;

| understand how the data collected will be used, and that any confidential
information will be seen only by the researchers and will not be revealed to anyone
else;

| understand that | am free to withdraw from the study at any time without giving a
reason;

With full knowledge of all foregoing, | agree, of my own free will, to participate in

this study.

Principal Signature:

Date:

Student Researcher Signature:

Date:
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LETTER TO THE PRINCIPAL (Russian Version)
NH®OPMALNOHHOE ITUCBMO JUPEKTOPY HIKOJIbI
Tema ucciienoBanus:

IMOHUMAHUWE YYUTEJAMHU OJHOM U3 IIKOJ AKMOJIMHCKOM
OBJIACTH OLIEHUBAHMS YUYEBHBIX JOCTHUKEHUN YUAIIIUXCA HA
YPOKE

S, boraro3 AGppaxmanoBa, MaructpanT Beicmeir [lkomsr OOpazoBaHus 110
nporpamme ‘JlunepctBo B OOGpa3zoBaHuu’, MPOBOXKY HccienoBanue mo teme ‘OreHuBanue
Y4eOHBIX JOCTHKCHHWM YydYallUXcs Ha ypoke’, oOpamaroch Kk Bam ¢ mpocb0oit math
paspelieHre Ha MPOBEJACHHWE HAYYHOTO MCCIEIOBAaHUS Ha 0a3e IIKOJIBI, PYKOBOJUTEIEM
KoToporo Brl sABisieTecs.

JlaHHOE KCcliel0BaHNE HANpPaBICHO HA U3yYEHUE NMPAKTUKU YUUTENIEeH U U3ydyeHue
MMOHUMAaHUs YUUTENsIMU OLIEHUBaHUsS B Kjacce. Llenpio JaHHOTrO McciaenoBaHus SBIISETCS
M3Y4YE€HHE NPAKTUKU YUYUTEIEeH B IUIaHE MPOBEACHUS MPOLEAYPbl OLEHUMBAHUS YJallluXcst
B Kkiacce. MccnenoBaTenb 3aMHTEPECOBAH ONBITOM YUHTENEW B IUIaHE OLCHUBAHUS
y4eOHBIX JOCTHKEHUN yJalluxcsl.

Komnnexkrus Baiieil mkospl mpyUriamieH OpUHATh y4acTHE B UCCIIEI0BAaHNU Ha TEMY:
OneHuBanue y4eOHBIX JIOCTH)KEHUM YdYallluXcsi Ha YypokaxX. YuacTHUKaM Oyzaer
MIPEJIOKEHO yYacTHE B MHTEPBbHIO, JUIUTEIBHOCTH KOTOPOIO COCTAaBISIET NMpUMEpHO 45
MUHYT, a TaKXe OJUH M3 YPOKOB YYaCTHHMKOB (JIJIMTENbHOCTHh HaOmioaeHus 40 MUHYT),
OyZeT MmocelleH Ucciea0BaTeseM.

VYyactue B HCCIIEJOBaHMM SBISETCS JOOPOBOJIbHBIM, TakXKe, B Clydyae eciu
YYaCTHUKHM  TIOCUMTAIOT HEKOTOpblE BOMPOCHI B  HMHTEPBBIO  CIOKHBIMH MWK

HGKOM(bOpTHI)IMI/I, OHM MOT'YT H€ OTBC€YATb Ha HHUX, B TAKOM CiIydaec HCCICa0BaATCIIb
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IIPOJO/DKUT WMHTEPBBIO Jaibllle. YUYAaCTHUKM MOTYT OTKa3aTbCs OT y4acTHs B
HCCJIEIOBAaHUM U OCTAHOBUTH WMHTEPBBIO, KaK TOJIBKO IMOCUUTAIOT HYXHBIM. MHTEpBBHIO
OyZeT MpoXOoauTh B KaOMHETE, CBOOOHOM OT MTOCTOPOHHUX JIUII.

NuTepBhio OymeT 3almuchIBaTHCS, ayJu0 3alHCh Aajiee OyaeT TpaHCKPUOMpOBaHA.
Bes  uwnpopmanms TO  pesynbraTaM  MCCIEAOBaHHMS — KoH(uAeHUManbHas, Bama
AHOHUMHOCTbH OYJIeT 3allHIleHa, IPY ONMCAaHUU JAHHBIX MCCIEOBAHUS YIacTHUKAM OyIyT
IIPUCBOEHBI IICEBJAOHUMBI WJIM HOMEpPA, K npuMepy, Yuurenb Nel unu Yuurens A. [Tonnas
aHOHMMHOCTb OyJeT coxpaHeHa, Bame umMms win Ha3BaHue MecTa paboOThl He OynyT
packphIThL. B mporecce ananmsa JOCTy K JaHHBIM OyyT UMETh TOJIBKO PYKOBOAUTEIND IO
IIPOEKTY U uccienoBarenab. C 1enblo NOATBEPKACHHUS PaBUIBHOCTY MOHUMaHMs Bammx
OTBETOB U JUIsl YCTPAHEHUsS] BO3MOXHBIX HEIOPa3yMEHUH WJIM COMHEHUH HCCIIE0BaTENlb
npenocTaBUT Bam cBom 3amucu mociie ux OQopMIICHHs. 3amucaHHblE MHTEPBBIO OyayT
XPaHUTBCSA OTACIBHO OT (OPMBI WH(POPMAIMOHHOTO COTJIACHs, B OE30IIacCHOM MeECTe.
JlaHHble WCCTenoBaHUA OYAYT WCIONB30BaHBI B paboTe wucciemoBaTens, U OyayT
XPaHUTBCS TPU TOfa, € IEJIbI0 BO3MOXHOTO y4acTusl B KOH(EPEHLINX, MyOINKaIHIX.

JJIUTEJBHOCTDb UHTEPBbBIO: VYuactue B MHTEpPBBIO OyAeT HThCS 45
MuUHYT U 40 MuUHYT 3aliMeT HaOIt01eHNe Batrero ypoxka.

PUCKMU:

PucKOB, CBSI3aHHBIX C y4acTHEM B MCCIENOBAaHUU HET, 32 MCKJIIOUYEHHUEM TaKHX
PHUCKOB KaK CTpax WJIM CMYLICHHE, WIA BO3MOXKHBIX HE OYEHb NPUATHBIX BOCIIOMUHAHMH.
Taxxe BO3MOKHBIM PUCKOM MOXKET OBITh HENpaBUIIbHOE TOJKOBaHUE Bammx orBeros. Bo
n30exxaHue HTUX PHUCKOB Bam Oyner mpeuioskeHbl 3alHiCcH HCCIEI0BATENs, C LENbIO
IIPOBEPKH MX MPaBWIBHOTO ToJIKOBaHHUA. [locie o3HakomieHus ¢ BammMmu oTBeTamMu BB
BIIpaBe BHECTH M3MEHEHHs B OTBETHI. MccnenoBarens rapaHTupyeT KOHPHUIEHIIMAIHHOCTD

HUHTCPBLIO. Bame pemieHUC O COorjiacuu 1100 OTKase B Y4aCThu HHUKAKHUM 06pa30M HC
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noBnusier Ha Bamm otHomenuss ¢ HaszapGaeB yHuBepcureroM win Bamy paGory.
HccnenoBatens B cBOeil paboTe MCHOIB3YET ICEBIOHMMBI: HUKAKUX MMEH WU JIMYHOU
uHbOpMalMK HCCIe0BaTelb HE YIOMHHAaeT B cBoeil pabore. Byner mpom3BoauThbCs
ayJMo3aluCch MHTEPBBIO W Jajiee MHTEPBBIO OYyAyT TpaHCKpHOMpPOBaHBI. Pe3ynbTarhl
uccieioBaHust OyayT HCIONB30BaHBI B padoTe WCCIENOBATeNs WJIM BO3MOXKHBIX
BBICTYIUICHUAX M myOnukanusx. Ilocne TpaHCKpUOMpOBAaHMS 3alUCh U TPAHCKPHIITHI
UHTEPBBIO OyIyT XPaHHUTHCS OTIACIBHO OT (OpPMBI HHPOPMAIMOHHOTO COTJIACHS B
6e3onmacHoM Mecte, B oduce. JlocTyn K maHHOW MHPOpManuu OyZyT HMETh TOJBKO
WCCIIEIOBATENb M PYKOBOJIUTENb MPOEKTA. YUYacTHE WIM OTKa3 NPHHUMATh Y4acTHE B
MPOEKTE HE MOBIUSAIOT HA OTHOIICHHS yYaCTHUKOB MpoekTa ¢ HazapbaeB YHuBepcuteTom
WU Ha padoTy.

NPEUMYLIECTBA:

B03MOXHBIM MPENMYIIECTBOM SBIISETCS MPO(YECCHOHAIBHOE PA3BUTUE YUUTEIS
MOCPEJICTBOM  y4acTUsi B HCCICAOBAaHMH. YYacTHE€ B HCCIECAOBAHUH IO3BOJUT
YYaCTHHKAM TPOAHATM3UPOBATH CBOIO MPAKTHKH MPENOJaBaHHs, H BO3MOXXHO, TOMOKET
YUUTENSIM elle TIy0ke pacKpbITh CBOM TOTEHIMAT Kak y4WTels. YdacThe B
WCCIIEIOBAaHUH HE MPETyCMaTPUBACT KaKUX-THOO BO3HATPAKICHUN.

KOHTAKTHASI HTH®OPMALIUSL:

Bonpocsi: Eciiu y Bac ectb Bonpochkl, 3aMedaHus U 5KaJIo0bI 110 MOBOY
JAHHOT'O UCCIIEZI0BAHUS, TPOLIEIyphI €r0 MPOBEAECHUS, PUCKOB U IPEUMYIIECTB, BbI
MOJKETE CBA3ATHCS C PYKOBOJIUTENEM UCCIIE0BATENS, UCIIONIb3YS CIEAYIOIINE JaHHbIE:

Dr.Amanda Ajodhia-Andrews, Amanda.ajodhia@nu.edu.kz

Boraro3 Ab6apaxmanosa : botagoz.abdrakhmanova@nu.edu.kz

+7 701 559 88 06
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He3aBucumble KOHTaKTbI: Eciiu Bel HE yZ0BIIETBOPEHBI IPOBEACHUEM JaHHOTO
WCCIIeIOBaHMs, eclii y Bac BO3HUKIM Kakue-muOo MpoOiIeMsbl, 5kajio0bl MM BOIPOCHI,
Ber moxere cBszathess ¢ Komuterom HcecnemnoBanuii Beiciieir [Ikonsr OOpa3oBanHwms
Hazap6aeB YuuBepcurera mo tenedony +7 7172 70 93 59 wnu oTnpaBuTh NMUCHMO Ha
AJIEKTPOHHBIN ajipec gse_researchcommittee@nu.edu.kz.

[Toxkanyiicta, MOANMUINKUTE NaHHYIO GopMmy, eciii Bbl 1aere paspelieHre Ha IPOBEICHIE
HAy4YHOT'0 UCCJIEI0BaHUS.
e S| BHUMATENBHO M3YYHJI MIPEICTABICHHYIO HH(OPMAIIHIO;
e MHe npeaocTaBuiIu MOJHYI0 HHGOPMALIKIO O IENAX U MPoLeaype UCCIeI0BaHNUS;
¢ ] nmoHmmaro, kak OyayT MCIIOIB30BAHBI COOPAHHBIC JaHHBIC, H YTO JIOCTYII K

0001 KoH(bUAeHIMaNEHOW HH(pOopMauK OyJeT UMETh TOJIBKO UCCIIEA0BATENb;

e ] noHumaro, 4To BIpaBe B OO0 MOMEHT OTKA3aThCs OT YYacTHs B JaHHOM

UCCIeIOBaHUH 0e3 00bACHEHUS IPUYUKH;

e ( IOJHBIM OCO3HAHHEM BCET0 BEINICH3JIOKESHHOIO 51 COIJIaceH MNPHUHATH Y4aCTUC B

HUCCICIOBAaHHUHN.

[Toamuce AUPCKTOpaA:

Jara:

[Toanucek uccienoBaTes:

Mara:
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Appendix B
Recruitment Flyer

English version

DEAR TEACHERS!

Who can participate in
the research?

1) Teachers, who had attended
professional development courses
on a sment at least once_ have 3
years of teaching experience
who did not receive
) have at least 1 year of
teaching experience

Whatis invelved?

You will be asked to participate
in:

1) private 45 minute interview in
between December & - 12, 2016
2}  be requested to observe one
of wour classrooms (40 min)
between December 12-27 .

Benefits for Participants

- expand your knowledge on classroom
assessment;

- be able to share vour experiences and
understandings in the area of classroom
assessment;

-receive useful techniques and strategies on
classroom assessment;

PLEASE CONTACT ME BY DECEMBER 5 . 2016
botagoz.abdrakhmanova@nu.edu.kz, 8 701 559 88 06
CONFIDENTIALITY! PARTICIPATION IS FREE AND VOLUNTARY!
Everything discussed will remain confidential and your identity will not be
shared.
It would be much appreciated if you take part and contribute to school changes
regarding classroom assessment.
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Russian version

AJOPOTIHE YUHATE.LA!

KTo Mo:eT OPHHATE MeponpRATHA I.18
vaacTme? YHACTHHKOE

1) ¥uHTe I8, KOTOPble NPONLIH

l'\“'-pl:bl oo OMeHHBAHHI, H Bex ODpEMeTE VIACTHE E HHTEPEBE)
HMEHT ONbIT paboThi 601ee 3 1) J1aETeIbHOCTRI0O 45 MHHYVT, C
JIeT. 8- 12 nexabpn,2016 roga.

2) YauTeNs1, KOTOPhIe He 2) OguH B3 YPoKoE (40 MHHYT)
NpOoNLTH KYyPChl 0 OIeHHBAHHEO, OyVIeT HOCEMEeH HCCIeT0BATEIEM,
HMEIOT ONBIT paboThl IO B mepuod c 12-27nexkabpsa, 2016.
cpaiiaei mepe 1 roa.

IIpenMyImecTEA YIaCTHA
- PACIIHDHTE DOHEMAHHE 0ONcHABRAHAA HA
YpOKax:
- D0JedATHCH 0NEITOM H HOHEMAaHAEeM
OmeHAEAHHAA HA YPOKAX;

-IIOIVHEAT DO Te3HbBIe TEXHHKH H CTPATEeIHH
OHNeHHEAHHA HA YPpOoKaX.

KoHTAKTHAA HH 2

botagoz.abdrakhmanova@nuedu.kz 8 701 559 88 06

YHACTHE JOBPOBOJIBHOE H BECIINIATHOE
KOH®HIEHITHAIIBHOCTE
AnoHEMHOCTE H KoOEGHISHITHATEHOCTE VIaCTHS OVaeT rapaHTHPOBAHHA.
Bymem o9eHb IPH3HATEIbBHEL 38 YIaCcTHE B HCCIeI0BaHHH H BHeCeHHe BKIajda B
H3MeHeHHe CHCTeMEI KIaCCHOTO OIeHHEaHHY.
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Appendix C
TEACHER INFORMED CONSENT FORM (English version)
TEACHER UNDERSTANDINGS ABOUT CLASSROOM ASSESSMENT AT
ONE OF THE PUBLIC SCHOOLS IN AKMOLA REGION

DESCRIPTION: You are invited to participate in a research project on classroom
assessment. The study will focus on teacher understandings on classroom assessment. The
purpose of the research project is to examine teacher perceptions on classroom assessment.
The researcher is interested in understanding teacher perceptions regarding classroom
assessment.

One of your classroom lessons will be observed by the researcher for 45 minutes,
and you will also be asked to participate in private 45-minute interview with me, to be
scheduled at a place and time of your convenience. Participation in the research project is
on a voluntary basis, and you can withdraw anytime. If you find some of the questions
challenging you may skip them and the researcher will continue the interview. The
interviews will be audio taped and further the tape will be transcribed. After transcribing
the tape and the transcriptions will be kept in a locker at the office, separate from the
consent forms. The interview information will be kept confidential, and the access to the
tapes will have only the researcher and the supervisor.

Research findings will be included in the final research report and may be used at
potential conferences and/or publications. The transcriptions and findings of the research
will be kept for three years, and then removed. Everything discussed will remain
confidential and your identity will not be shared. The researcher for confidentiality
purposes will assign numbers to the interviewees or use pseudonyms, for example, Teacher

1 or Teacher A.
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TIME INVOLVEMENT: Your participation in the interview will take
approximately 45 minutes, and classroom lesson observation will be for 45 minutes.

RISKS:

Regarding the risks, there may be minimal psychological risks, such as fear or
embarrassment to disclose their feelings or idea, or you may have negative experiences in
thinking about previous stories and sharing memories. The researcher will assure you that
the purpose of the research is to know more about teacher practices, and the researcher is
not going to evaluate or judge teacher practices. You may also fear misinterpretation of
your interview answers. You may be uncomfortable sharing personal information and
worry about confidentiality. To minimize these risks, the researcher will return at another
date to conduct member-checking, to review the transcripts and field notes with
participants, so they can edit or revise their responses.

The participants will also be assured of the confidential nature of the interviews.
The researcher will assign pseudonyms to each of the interviewee - no names or personal
information identifying participants will be used in the study. The interviews will be audio
taped and transcribed. Findings of the research will be used in the final research and at
potential conferences or publications, and will be kept for three years in a secure place.
The interviews will be audio taped and further the tape will be transcribed. After
transcribing the tape and the transcriptions will be kept in a locker at the office, separate
from the consent forms. The interview information will be kept confidential, and the access
to the tapes will have only the researcher and the supervisor. Your rejection to participate
will not affect in any way to your relationship with Nazarbayev University or your current
employment. The researcher will read the consent form with the respondents, and remind

them of the voluntary nature of the interviews.
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BENEFITS:

A possible benefit for participants is that teachers may improve on their teaching
practices. For example, teachers while answering questions of the interview will have an
opportunity to reflect over their teaching practices. Consequently, students will benefit
from teachers’ best practices. Likewise, the developers of school assessment policy in
Kazakhstan, may also benefit from this study, since the study will examine teacher
challenges and benefits whilst incorporating formative assessment. An additional benefit is
that there is a void of research regarding the education system in Kazakhstan, particularly
in the area of classroom assessment. However, | cannot guarantee that participants will
receive any particular benefits from participating in this project. Likewise, participants will
not be given any compensation.

PARTICIPANT’S RIGHTS:

If you have read this form and have decided to participate in this project, please
understand your participation is voluntary and you have the right to withdraw your
consent or discontinue participation at any time without penalty or loss of benefits to
which you are otherwise entitled. The alternative is not to participate. You have the
right to refuse to answer particular questions. The results of this research study may be
presented at scientific or professional meetings or published in scientific journals.

CONTACT INFORMATION:

Questions: If you have any questions, concerns or complaints about this research,
its procedures, risks and benefits, contact the Master’s Thesis Supervisor for this student

work, (Dr.Amanda Ajodhia-Andrews, amanda.ajodhia@nu.edu.kz)

The researcher: Botagoz Abdrakhmanova  botagoz.abdrakhmanova@nu.edu.kz

+7 701 559 88 06
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Independent Contact: If you are not satisfied with how this study is being
conducted, or if you have any concerns, complaints, or general questions about the
research or your rights as a participant, please contact the NUGSE Research Committee to
speak to someone independent of the research team at +7 7172 709359. You can also write
an email to the NUGSE Research Committee at gse_researchcommittee@nu.edu.kzPlease

sign this consent from if you agree to participate in this study.

| have carefully read the information provided,

| have been given full information regarding the purpose and procedures of the study;

| understand how the data collected will be used, and that any confidential information will
be seen only by the researchers and will not be revealed to anyone else;

| understand that | am free to withdraw from the study at any time without giving a reason;
With full knowledge of all foregoing, | agree, of my own free will, to participate in this

study.

Participant Signature:

Date:

Student Researcher Signature:

Date:

The extra copy of this signed and dated consent form is for you to keep.
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TEACHER INFORMED CONSENT FORM (Russian Version)
®OPMA NTHOOPMALIMOHHOI'O COI'JIACHUA YYACTHHUKA
Tema ucciienoBanus:

IMOHUMAHUWE YYUTEJAMHU OJJHOM U3 IKOJ AKMOJMHCKON
OBJIACTH OLIEHMBAHMS YUYEBHBIX JOCTUKEHUN YUAIIIUXCA HA
YPOKE

OIIUCAHME: Bbl npurnameHsl NpUHATh Y4acTUE B HCCIEIOBAaHUU Ha TEMY:
OneHuBaHue Y4eOHBIX JOCTHIKEHUN ydaluxcs Ha ypoke. Llenbio JaHHOTO mcciaen0BaHus
SBJIAETCS M3Y4YEHHE MPAKTUKHU Y4YUTENed B IJJaHE MPOBEACHMS MPOLEIyphl OLIEHUBAHUS
ydamuxcs B kiacce. MecnegoBarenb 3aMHTEPECOBAH IOHUMAHUEM YUUTENEH OLICHUBAHUS
Y4eOHBIX JOCTIKEHHUH yJaluxcs Ha YpoKe.

Bam Oyner mnpemiokeHO ydacTHe B HMHTEPBBIO, UIMTEIBHOCTH KOTOPOTO
COCTaBJISIET NMpPUMEPHO 45 MUHYT, a Takke OAMH W3 Bamumx ypokoB AJIUTENBHOCTBIO 45
MUHYT OyJeT TOCeImeH HCCiIe/oBaTeieM. Y4YacTHe B  HCCICIOBAHUU  SIBIISICTCS
NO0OpOBOJIbHBIM, TAaKXKe, B cllydae eciii Bbl mocunTaeTe HEKOTOpPbIE BOIIPOCH! B UHTEPBbIO
CIIO)KHBIMU WMJIM HEKOM(OPTHBIMU, BBl MOXkeTe He OTBeYaThb Ha HHUX, B TaKOM CIly4yae
HCCIEeA0BATeNb MPOJOJKUT MHTEPBBIO Jaibllle. Bbl MOXeTe OTKa3aTrbCsl OT ydacTHs B
HCCIIEIOBAaHUH U OCTAHOBUTH MHTEPBbIO, KAK TOJIBKO MOCUUTAETE HYKHBIM.

WuTepBpio OyneT 3amuchIBaThCs, ayJuo 3alMch jaanee OylneT TpaHCKpUOMpOBaHA.
Bes  uHpopmanms 1o pesynbTaTaM  MCCleloBaHMs — KOHUAeHIMaibHas, Barma
AHOHUMHOCTb OyZeT 3allMIIeHa, IPU OMUCAHUU JaHHBIX UCCIIEIOBAHUS YIaCTHUKAM OyIyT
IIPUCBOEHBI TICEBJIOHUMBI UJIM HOMEpPA, K pumepy, Yuurtenb Nel mnn Yuutens A. Ilonnas
aHOHUMHOCTh Oy/eT coxpaHeHa, Bamie uMs Wwin Ha3BaHHWE MecTa paboOThl He OyayT
packphIThl. B mporecce aHanusa J0CTyM K JaHHBIM OyTyT UMETh TOJIBKO PYKOBOAMTEINb I10

MPOCKTY U UCCIICAOBATCIIb. C LEJIBIO MMOATBCPXKACHUS NPABUJIIBHOCTHU MOHUMAaHUWA Bammx
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OTBETOB U JUI YCTPAaHEHHMsS BO3MOXHBIX HEIOpa3yMEHHUIl WM COMHEHMH MCCIIE0BaTEINb
npenocTaBuT Bam cBom 3amucu mociie ux oQopmieHHs. 3anuCaHHbIE MHTEPBBIO OyayT
XpaHUTBCSA OTAEIBHO OT (OpMBI WH(POPMAIMOHHOTO COTJIACHS, B OE30MIacCHOM MeCTe.
JlanHbple WCclenoBaHMs OyAyT WCIOJB30BaHBI B paboTe wuccienoBaTens, U OyayT
XPaHUTBCS TPU TOJ1A, C LENBI0 BO3MOYKHOTO y4acTusl B KOH(pEepeHIUsAX, MyOInKausIX.

JJIUTEJBHOCTb UHTEPBBIO: VYuyactue B WHTEpBBIO OynmeT HUThes 45
MUHYT 1 45 MUHYT 3aiiMeT HaOmoaeHne Barero ypoka.

PUCKMU:

PuckoB, CBSI3aHHBIX C y4acTHEM B HCCIICOBAaHUHM HET, 332 HMCKIIOYCHHEM TaKUX
PHUCKOB KaK CTpax WJIM CMYILIEHHUE, WIM BO3MOKHBIX HE OYCHb MPHUATHBIX BOCIIOMHUHAHUH.
Tax:xe BO3MOKHBIM PHCKOM MOXKET OBITh HENpPaBUIIBHOE TOJKOBaHWE Bammx orBeroB. Bo
n30eKaHUe STHX PHUCKOB Bam OyneT mpeuioskeHbl 3amiCH HCCIENOBATeNs, C LENbIO
MPOBEPKH UX MPABHIBHOTO TOJIKOBAHUSI.

[Tocne o3HakoMieHHsi ¢ BammMmu OoTBeTaMu BBl BIIpaBe BHECTH H3MEHEHHUS B
otBeThl. VMccnenoBarens rapaHTUpyeT KOHQUACHIINAILHOCTh HHTEPBBIO. Baile pemenue o
coryacuu Jubo OTKa3e B y4aCTMM HUKAaKUM 0Opa3oM He MOBJIMSAET Ha Bamu oTHoIIeHU C
HazapbaeB ynuBepcuteTom wunu Bamy pabGoty. HcciaemoBarens B cBoeil pabote
WCTIOJB3YeT TCEBJOHUMBI: HUKAKUX WMEH WM JHYHOW MH(OPMAIIMN HCCIEI0BATENb HE
YIOMHUHAeT B cBoel pabore. Bynaer mpom3BOoAMTHCS ayauo3amuch WHTEPBbIO U Janee
WHTEPBBIO OyIyT TPAaHCKPUOUPOBAHBL. Pe3ynbTaThl MicciaenoBanus OyIyT MCIIOIB30BaHbI B
pabore wuccinenoBaredass WIM BO3MOXHBIX BBICTYIUIEHMSIX U mnyOnukanusx. [locne
TPaHCKPUOWPOBAHUS 3alHMCh W TPAHCKPHUIITHI MHTEPBBIO OYIyT XPAaHUTHCS OTIEIBHO OT
dhopmbl HHOOPMAITMOHHOTO coryiacus B Oe3omacHoM mecTe, B oduce. JlocTyn K maHHOU
nHpopmanuu OyayT UMETh TOJBKO HCCIIEIOBATENb U PYKOBOJUTENb IPOEKTa. YdacTue

WM OTKa3 IPHHUMATb Y4YaCTHEC B IIPOCKTEC HE IIOBIUAKOT Ha Bamm oTHOMmIECHUS C



TEACHER PERCEPTIONS TOWARD FORMATIVE ASSESSMENT 93

Hazap6aeB YHuBepcuterom uinu Ha Bamry paboty. MccnenoBarens BMeCTe ¢ y4aCTHUKaMU

3aunrtatoT MHpopmanmonnyro hopmy cormacusi.

NPEUMYILIECTBA:

B03MOXXHBIM MPEUMYIIECTBOM SBISAETCS MPO(ECCHOHAIBHOE PA3BUTUE YUUTEIS
IIOCPEACTBOM Y4YacTUsi B HCCJIEIOBAaHUU. YUacTHE B HCCIEIOBAHMM I03BOJIUT Bam
CleNaTh aHAIM3 CBOEH IPAaKTUKU IPENOJaBaHUs, U BO3MOXHO, IOMOXET Bawm emie
ry0Ke pacKphiThb CBOM IMOTEHLMAN KaK YYHMTENs. Y4YacTHE B MCCICJOBAHUU HE
IpelycMaTpuBaeT Kakux-J1100 BO3ZHATPAKICHUM.

IMPABA YYACTHHKA:

Eciu Bpl npountanu aaHHyro (GopMy M pelIMId NPUHATH YY4acTUE B JIaHHOM
uccienoBaHuy, Bel 10KHBI MOHUMAaTh, yTO Baie yuyactue siBisercs J0OpOBOIbHBIM U
yT0 y Bac ecTh mpaBo 0TO3BaTh CBOE COIJIaCUE WM NMPEKPATUTh y4acTHUE B JIt000E BpeMsl
0e3 mrpadHBIX CaHKIHMKA B 0€3 MOoTepH KaKoW - TUOO BO3MOXHOW BBITOJBI [Isl Bac. B
KauecTBE aJIbTEPHATHUBBI MOXHO