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Abstract

Criteria-Based Assessment in Kazakhstani Mainstream Schools:
Teachers’ Perspectives and Experiences

The focus of this research was on a recent large-scale reform in Kazakhstani
secondary education in particular on teachers’ perspectives and experiences regarding
criteria-based assessment (CBA). Although several studies have been conducted
concerning this topic, for most Kazakhstani stakeholders, criteria-based assessment is
rather novel and its implementation in mainstream schools has not been sufficiently
explored.

The qualitative research with the phenomenological design was carried out to gain
insights into the CBA implementation process through teachers’ perspectives and
experiences, as key players of the reform implementation. The question stated for this
research was: What are mainstream schoolteachers’ perspectives on and experiences with
criteria-based assessment? Nine teachers from several mainstream schools in central

Kazakhstan participated in the interviews,

In accordance with the conceptual framework, changes in assessment system and
professional development programs led teachers through the new experiences which
changed their perspectives on many aspects of teaching. Most of the current results support
the findings of previous studies. However, there are some unexpected findings which could
contribute to new knowledge in the field of CBA implementation: 1) teachers perceived
summative assessment as more significant than formative assessment; 2) teachers tried to
influence students’ final grades according to their understanding of fairness in assessment;
3) teachers perceived that one of the benefits of the new assessment system is equity as it
allows all the learners (extroverts and introverts) to succeed academically; and 4) teachers

perceived that CBA positively affected the teacher-student relationship.
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This research can be beneficial to all stakeholders: policymakers, school
administrations, teachers, parents, and learners since it can contribute to a better
understanding of the reform implementation with its challenges and successes. In addition,
it could be helpful to the global community as well since the research could give other
countries the ability to avoid similar problems in their own reform efforts.

Keywords: criteria-based assessment, teachers’ perspectives and experiences, mainstream

school
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AHaaTna
KazakcTanasbIk kajansl 0i1iM OepeTiH MeKTenTep/ie KpUTepuaabl 6aranay:
Myranimaepain ke3Kapacbl MeH TI:Kipuoeci

By 3epTTey ®KYMBICH Ka3aKCTaHABIK OpTa OuTiM OepyIeri KybIpAaFbl ayKbIMIbI
pedopmanapra, atan aTKan1a KpuTepuan sl 0aranayaarsl (Kb) myramiMaepin
KO3Kapachl MEH TaXipuOecine apHaiFad. OChl TaKbIPHITT OOHBIHIIA OipHEIIe 3epTTeyIep
JKYpri3iice Jie, KONnTereH Ka3akCTaHIbIK MYJIeT KaThICYIIbUIAp YIIiH Oaranay kaHa
00JIBIT TaOBLTABI )KOHE OHBI JKANIIBI OLTIM OepeTiH MEKTENTepIe SHT13Y JKETKITIKCI3
3epTTEIMETeH.

DeHOMEHOIIOTHSUTBIK An3aiiHMeH canaiisl 3eprrey Kb eHri3y mporeci Typais
TYCIHIK ajy YIIiH, peOpMaHbIH HETi3r OHBIHIIBUIAPHI PETIHAE MyFaTIMICPIiH KO3Kapacsl
MEH TOKipuoOeci apKbUIbI KYprizinai. OchiFaH OalIaHBICTHI 3ePTTEY CYpPaK KOHBLIIBL:
Kpurepuanapl Oaranayra KaThICTBI KaIIbI OLTIM OEpeTiH opTa MEKTEN MyFaIiMIepiHiH
Ke3Kapackl MeH TaxipuoOeci Kannan? Cyxo6atka Optanbik KazakcTaHHbIH OlpHEIe Kabl
O111M GEpeTiH OpTa MEKTENTEPIHEH TOFbI3 MYFaIiM KaThICTHI.

TyxeIppiMIamMansIK HeHOep aschiHAa, Oaranay »KyHeciHIer kKoHe KociOu Jamy
OarlapiaMachIHIaFbl ©3TrePICTEP MYFATIMACP/Il OKBITY IBIH KONITETeH aCTIeKTIIEpiHe
KO3KapachlH ©3T€PTKEH kKaHa ToHKIprOere aybIm Keai. AFbIMIaFbl HOTHXKEIEPI1H
KOTILLTIr aJAbIHFbI 3epTTeyIep/AiH KOPBIThIHBUIAPBIH pacTaiiapl. Anaiina, Kb eHrizy
caJlachlH/a KaHa OTiMre e3 yJIeciH Koca ajaThIH KelOip KyTrnereH KOopbIThIHAbLIap 6ap: 1)
MyFaJliMZIep KUBIHTBIK Oaranayibl GopMaTHBTI OaranayMeH CallbICThIPFaHIa aca MaHbI3/IbI
Jen KaObu1azsl; 2) MyFaaimaep OaranayabiH 9IIAITIH TYCIHYiHE COMKEC OKYIIBLIApIABbIH
KOPBITHIH/IBI OaFasiaybIHa bIKIA €TyTe THIPBICTHI;, 3) MyFaiM/ep Oaranay/biH jkaHa
XKYHECIHIH apThIKIIBUIBIKTAPBIHBIH 01pi — TeH KYKBIKTBUIBIKTHI aTal oTTi, ©UTKEeHI OJ1

OapJIbIK OKYyIIbLUIApFa (IKCTpaBEPT MEH HHTPOBEPTTEPre) OKy1a TAOBICKA JKETyTe
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MYMKIHJIK Oepeni; 4) MyFaimimMaep KpuTepuasl 6aranayblH MyFailiM MEH OKYIIbIHBIH
KapbIM-KAaThIHACBIHA OH OCEep €TKEHIH aTam OTTi.

Byt 3eprrey GapibIK Myzeni TapanTtap YUIiH naiaans 00Iysl MyMKIH:
JTUPEKTUBAIBIK OpraHiap, MEKTEI OKIMIILTIKTEPi, MyFalIiMaep, aTa-aHaiap MeH
OKYIIIbLIAP, OUTKEH1 011 pehopMa eHTi3y MPOIIECiH, OHBIH MpobiieMaapbl MEH
TaOBICTAPBIMEH KAKCHI TYCIHYTe bIKHal eTe anaabl. COHbIMEH KaTap, OyJ1 oJeMIiK
KaybIMJIACTBIKKA J1a TIaii1aiel 00ybl MYMKIH, ce0ebi 3epTTey 6acka enaepre 6iutiM O6epy i
pedopMaray opekeTTepiHe yKcac mpodiieManapasl O0IIpIpMayFa MyMKIHIIK Oepe/ti.
Tipex co30ep: KpUTepUAIIBI OaFranay, MyFaTIMICPIiH Ko3Kapackl MCH Taxipubeci, opta

MCEKTCII
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AOcTpakT
Kpurepuaabnoe OuennBanne B Kazaxcranckux O0meodpa3oBare/ibHbIX
Hxonax: Bunenue u OnbIiT Yuuresei

JlanHas uiccienoBarenbckas padoTa MOCBsIIeHa HelaBHEH MaciiTabHOM pedopme B
Ka3axCTaHCKOM cpeqHeM 00pa30BaHUH, @ UMEHHO BUJCHHIO U OTIBITY YUHUTENEH B
kputepuanbHoM otienuBaHuu (KO). Xots mo 3Toil Teme OblI0 IPOBEIEHO HECKOIBKO
UCCIICIOBaHMIA, 17151 OOJIBIIMHCTBA Ka3aXCTAHCKUX 3aMHTEPECOBAHHBIX YYAaCTHUKOB
OLICHMBAHME SABJIIETCS J10BOJIbHO HOBBIM M €0 BHEIPEHUE B 00111€00pa30BaTEIbHBIX
IIKOJIaX HEJJOCTaTOUYHO U3YUYEHO.

KagecTBenHoe rccienoBanne ¢ PEeHOMEHOIOTHIECKAM JAU3aiHOM OBLIO IIPOBECHO
JUTSL TOTO, YTOOBI OJTYYHTh IpEACTaBIeHue 0 pouecce BHeapeHus KO, yepe3 BuaeHue u
OTIBIT yUUTENEH, KaK KIIFOYEBBIX UTPOKOB peanu3annuu peopMel. B cBs3u ¢ 3THM,
uccieI0BaHleM ObL 3a7aH Borpoc: KakoBo BUJEHHE U OMBIT yUuTENIEeH
0011e00pa30BaTEIbHBIX CPEAHHUX IIKOJI B OTHOIIEHWH KpUTEpUAIbHOIO OlleHUBaHus? B
MHTEPBbIO MPUHSAIN yYacThe AEBATh YUUTENEH U3 HECKOJIbKUX 00111e00pa30BaTeIbHbIX
cpennux mkon LenrpaneHoro Kazaxcrana.

B cooTBeTcTBHY C KOHIIENITYaJIbHBIMU paMKaMU, U3MEHEHHUS B CUCTEME
OLICHUBAHMSI U IPOrPaMMBbI IPOPECCUOHANBHOTO PA3BUTHS MPUBEIHN YUUTECH K HOBOMY
OIBITY, KOTOPBIA M3MEHMJ UX B3IVISIbI HA MHOTHE acleKThl IpenoaaBanys. boabIMHCTBO
TEKYIIMX Pe3yJbTaTOB MOATBEPKIAI0T BBIBOJIBI IPEABIAYLINX HcciIeqoBaHui. OqHaKO
€CTb HEKOTOPBIE HEOXKHIAHHBIE BBIBOJIbI, KOTOPHIE MOT'YT BHECTH CBOM BKJIaJ] B HOBBIE
3HaHus B obnactu BHeApeHus KO: 1) yunresns BOCIpUHUMAIN CyMMaTHBHOE OLIEHUBAHHE
Kak 0oJjiee Ba)KHOE B CPABHEHUU ¢ ()OPMATUBHBIMM OLIEHUBAHHEM; 2) YUUTENS MbITAIUCh
BJIMSITh HA NTOTOBBIE OLICHKYU YYalllUXCsl B COOTBETCTBUHM C UX IOHUMaHUEM

CHpaBEIJIMBOCTH B OLICHMBAHUH, 3) YUUTCIIA OTMETHUIIN OAHUM U3 TPCUMYILICCTB HOBOM
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CUCTEMBI OLIEHUBAHUS PaBHOIIPABUE, IOCKOJIbKY OHO ITO3BOJISIET BCEM yUaIIUMCS
(9KCTpaBepTaM U UHTPOBEPTAM) MpEyCIeBaTh B yucOe; 4) yuuTeNst OTMETHIIN
[I0JIO)KUTEIBHOE BIMSHUE KPUTEPUATILHOTO OLIEHUBAHUSI HA OTHOLIEHMSI YUUTENS U
yYEHHUKa.

OT0 HUccIe10BaHUE MOXKET OBbITh IOJIE3HBIM JJI BCEX 3aMHTEPECOBAHHBIX CTOPOH:
JUPEKTUBHBIX OPraHOB, IIKOJIbHBIX aAMUHUCTPALIUI, YUUTEIECH, pOJUTENIEH U yUalluxcs,
MOCKOJIBKY OHO MOJKET CIIOCOOCTBOBATH JIy4IlIEeMy NOHUMAHHIO MPOLECCAa BHEAPCHUS
pedopMEI ¢ ee podiiemMamu U ycriexamu. KpoMe Toro, 3To MOKeT OBITh TIOJIE3HO U
MHPOBOMY COOOIIECTBY, IOCKOJIbKY UCCIEI0BAHUE MOXKET JaTh IPYTUM CTpaHaM
BO3MO>KHOCTb M30€KaTh aHAJIOTUYHBIX MPOOJIEM B UX HOMBITKAX peOpMUPOBATH
obOpasoBaHue.

Kniouegvie cnosa: xputepraibHOE OLICHUBAHKE, BUJICHUE U ONBIT YUUTENIEH, CpEaHSISA

IKOJIa
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Chapter 1: Introduction

One of the most important recent events in Kazakhstani education was the
introduction of the updated curriculum for secondary education. In 2016, a renewed
curriculum was adopted in all Kazakhstani mainstream schools. This was a large-scale
reform as modifications addressed curriculum, assessment, and instruction. The reform had
five phases of introduction, gradually involving all grades, and by 2020-2021 this process
IS coming to an end. This means that almost all schoolteachers have now practiced criteria-
based assessment (CBA) and can share their experience from the four years of CBA
implementation. Thus, the current research seeks to reveal mainstream schoolteachers’
perspectives towards assessment changes and aims to gain insights into teachers’
experiences with CBA. To date, only a limited number of studies have been conducted on
CBA implementation in the Kazakhstani context, which makes this study significant and
timely. The implications of this research can be beneficial to all stakeholders as they shed
light on teachers’ experiences as direct reform implementers contributing to a better
understanding of the CBA implementation processes and issues. Since the study
conclusions are based on realities and challenges of the reform in action, the study can be
also helpful for future reform efforts both in Kazakhstan and abroad.

The chapter presents the background of the study, statement of the problem,
purpose of the study, research questions, significance of the study, and definition of the

central phenomena. At the end of the chapter, the outline of the research is provided.
1.1 Background of the study

At present, assessment is considered one of the key aspects in learning, which aims
at evaluating learners’ understanding of the material and ability to utilize the knowledge
(Biggs, 2003; Brown, 2005; Green, 2002; Hornby, 2003). Thus, if used properly,

evaluation can affect the process of learning in a positive way and can benefit students’
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outcomes (Crooks, 1988; Xavier & Mehta, 2006). Ni Chroinin and Cosgrave (2013) assert
that assessment is important, not only for learners but also for teachers, since it helps them
to follow students' learning progress, show timely support if necessary, insert actual
changes or additions into the lesson plan, and involve students and their parents in the
learning process.

Currently, the approach to the evaluation of learning processes has undergone a
radical transformation at all levels from local to national (Crooks, 1988). In the past, the
priority focus of teaching has been mostly on reproductive knowledge which means
memorizing facts (Shamatov, 2012); however, with sustainable technological
development, the process of rote learning has become much less useful. Therefore, at
present there is a shift in educational priorities towards functional literacy, critical thinking,
and creativity which has made changes in educational assessment inevitable. Also, the
processes of globalization and digitalization all over the world have set new demands for
education and a call for updating pedagogical approaches (Stromquist & Monkman, 2014).

Kazakhstan, being a young independent country with a need to determine its own
way of educational development in a period of drastic changes in the economy, policy, and
social area, was also influenced by the previously mentioned tendencies (Yakavets, 2014).
Additionally, the 5-point grading system used in classroom assessment until 2016
conformed to the purposes of the Soviet period when the main requirement for education
was to prepare specialists for definite spheres (Webber, 2000). However, at present when
independent Kazakhstan intends to enter the world arena as a competitive country, the
education goals have undergone changes as well (Shamshidinova, Ayubayeva & Bridges,
2014). Thus, the traditional assessment system could not satisfy such new goals of
education as developing functional literacy, critical thinking, and creativity. Also,

according to some research literature (Shamatov, 2012; Shamshidinova et al., 2014;
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Winter, Rimini, Soltanbekova, & Tynybayeva, 2014) the five-point grading system was
considered as lacking objectivity. For instance, Shamatov (2012), who studied pedagogical
approaches used by teachers in Kyrgyzstani schools, claimed that most teachers assessed
their students depending on their own criteria, which they sometimes could not explain.
This could lead to a misunderstanding between teachers, students, and their parents.
Moreover, the system was not actually 5-point since grading as one mark was never used.
In an interview study carried out by Winter, et al (2014), one of the principals from a rural
secondary school agreed that four grades were not enough to show the real performance of
the learning process. For example, teachers were confused with the issue of how to
evaluate essays; as a result, they had to award two separate marks, one for the content and
one for grammar. Another issue was how to grade students when the knowledge was
between the grading points, since there were no such marks as 4.5 or 3.5. This can be
exemplified by such a situation where 4 is not enough, yet 5 is too much for defining the
level of student's knowledge (Winter et al., 2014, p.136). As a result, teachers had to take
responsibility and decide on their own how to grade such students, which led to a degree of
subjectivity in the assessment.

In 2008, policymakers introduced a project for educating gifted children, which led
to establishing Nazarbayev Intellectual Schools (NIS) in 2009 (Shamshidinova et al.,
2014). The top priority of these institutions was to facilitate the introduction of modern
management models in the educational area and the approbation of innovative educational
programs with further transferring this practice to mainstream schools (Yakavets, 2014).
For about 5 years, there was a period in which the new updated curriculum of Kazakhstan
was used in all Nazarbayev Intellectual schools (Yakavets, 2014).

In 2016, the Ministry of Education and Science (MoES) started new educational

reforms throughout the country which included system modifications in content,
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instruction, and assessment (Informational and Analytical Center (IAC), 2017). According
to this reform, criteria-based assessment (CBA) substituted for the five-point grading
system. Having started alterations in secondary education with a purpose to successfully
implement these modifications in mainstream schools, the Kazakhstan government
initiated the preparation of mainstream schoolteachers for incorporating these changes.
Earlier, in May 2011, policymakers approved new methods of professional development
programs (PDP) for Kazakhstani teachers; in this regard, the Center of Excellence (CoE)
was established to introduce teachers to new approaches in education (McLaughlin et al.,
2016). The priorities of these programs were not only to develop knowledge and skills but
also to alter teachers’ beliefs, values, and attitudes (Turner et al., 2014).

Although, four years have passed since the first introduction of the updated
curriculum to mainstream schools, and despite different professional development
programs, its implementation in Kazakhstan mainstream schools still raises stakeholders’
concerns. The main reasons for this are lack of CBA understanding; loss of students’
motivation to study; increased workloads; and inapplicability to mainstream schools since
they service “non-gifted” students (Abdrakhmanova, 2017; Bondarenko, 2019;
Suyundikova, 2019). In this regard, some teachers still do not believe in CBA potential for
success (Bondarenko, 2019). However, professional development and everyday practices
influence teachers continuously. Taking this into consideration, a new study is needed to

address current challenges and issues with CBA implementation.
1.2 Problem statement

CBA is a rather recent phenomenon in Kazakhstani education; therefore, there are
not enough studies that have explored teachers’ experiences with implementing CBA in the
Kazakhstani context. This, as a result, produces a rather serious gap in this field. Moreover,

there are still disputes on CBA applicability to mainstream schools, which could be
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interpreted as a sign that further research in this field is necessary and might provide
insight into the issues of CBA implementation in mainstream schools.

Furthermore, reform implementation is an ongoing process that is influenced by
different factors such as implementers' willingness, knowledge, and skills (Fullan, 2006),
as well as development programs and daily classroom practices (Guskey, 2002;
Richardson, 1997; Villegas-Reimers, 2003). Investigating teachers’ experience was
decided to be beneficial, since this group is inside the process of CBA implementation and
can immediately observe the consequences and reveal vital issues that could have
appeared. Also, exploring teachers’ experiences and perspectives towards CBA on
different stages is important for gaining a better understanding of reform implementation
periods. Teachers are currently experiencing the final phase of CBA introduction to
mainstream schools, which allows them to look at their experiences in retrospect and
compare them with their current perspectives and practices. In this regard, only a few
studies have presented findings concerning the initial and middle phases of CBA
implementation stages (e.g., Abdrakhmanova, 2017; Bondarenko, 2019). Moreover, most
of them are focused on the entire updated curriculum and only mention the new assessment
as an integral part (e.g., Gimranova, 2018; Suyundikova, 2019). All of them indicated
various challenges and issues with CBA.

Therefore, to identify the outcomes of development programs in terms of their
intended objectives and investigate the realities of CBA implementation processes in the
context of mainstream schools’ on the final phase of reform adoption, there is a need to

explore teachers’ perspectives and experiences.
1.3 Purpose of the study

The purpose of this research is to explore the lived experiences of Kazakhstani

mainstream schoolteachers in relation to CBA in order to gain a better picture of the
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reform implementation processes. This study, therefore, focuses on teachers’
understanding of the rationale for assessment changes and new evaluation system features
and tools, as well as indicates teachers’ challenges during CBA implementation and

changes in their classroom practices.
1.4 Research question

In order to address this purpose, the following question will guide this research:
What are mainstream schoolteachers’ perspectives on and experiences with criteria-based

assessment? This overarching research question embraces the following sub-questions:

1) What are the mainstream schoolteachers' perspectives towards changes in
assessment?

2) What are the benefits and drawbacks of CBA?

3) What were the teachers' challenges and changes in teachers' assessment

practices while implementing CBA?
1.5 Significance of the study

Since criteria-based assessment is still in the process of implementation, there are
debates from some of the stakeholders on its applicability in mainstream schools. This can
be due to misunderstanding or lack of information on this topic. For instance, according to
Malakshinova (2018), the majority of teachers and parents consider that summative
assessments for the units and terms cause stress for students and overload schoolteachers
with extra work. Investigating teachers' experiences and perspectives towards CBA could
be beneficial since teachers actively participate in the process of assessment, have the
opportunity to immediately observe the consequences and reveal vital issues in the period

of the reform implementation. Shedding light into the insight of teachers' perspectives and
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experiences could be useful to find out the blind spots in CBA and provide teachers a
chance to have their voices heard.

Thus, this study could inform policymakers and society about the challenges
encountered during the CBA implementation and indicate the measures that could be taken
to ensure success in classroom assessment. Therefore, this research can be beneficial to all
stakeholders: policymakers, school administrations, teachers, parents, and learners and
contribute to improving the quality of secondary education and relieve tension in Kazakh
society. Moreover, it could also be helpful to the global community, since the research

could offer other countries the ability to avoid similar problems in their own reform efforts.
1.6 Operational definitions of the terms

Assessment is the process of evaluating students’ performance and current progress
during the learning process (Harlen, 2005; Sadler, 2005).

Assessment tools include various tests, activities, tasks, peer and self-assessment,
observation, feedback, marking and etc. (Hunter, Mayenga & Gambell, 2006).

Criteria-based assessment is an assessment approach where students are provided
with some specific criteria according to which they are going to be assessed (Sadler, 2005).

Formative assessment (FA) is conducted during lessons and considered to be a
tool for better understanding students’ learning needs (McMillan, 2014). Therefore, it is
used to correlate students’ learning process to aimed outcomes and can be also referred to
as assessment for learning, as learning, or low stake assessment.

Summative assessment (SA) is assessment of students’ academic performance that
intends to capture the status of knowledge in terms of its compliance to existing standards
and requirements (National Research Council, 2001). It is usually marked and conducted

after the unit (SAU), the term (SAT), or academic year to assess the level of knowledge



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 8

(Dixson & Worrell, 2016, p.157). It can be understood as an assessment of learning or
high-stake assessment.
Teachers’ perspectives can be used interchangeably with teachers’ viewpoints or

teachers’ attitudes.
1.7 Conclusion and Outline of the Thesis

This master’s thesis consists of six chapters: Introduction, Literature Review,
Methodology, Findings, Discussion, and Conclusion. They are followed by references and
appendices.

The first chapter was the introductory part of the thesis that presents background
information for the study, the statement of the problem, and the purpose of the study. Also,
this chapter introduced the research question followed by the significance of the study.
Finally, operational definitions of the terms were presented.

The second chapter is a literature review consisting of three sections. The first
section provides a conceptual framework to construct the grounds for the research, whereas
the second and third sections describe the findings of international and local literature
concerning CBA.

The third chapter explains the main features and strategies of the qualitative
research design. It includes information about participants, data collection tools, data
collection, data analysis procedures, and ethical issues.

The fourth chapter presents the findings of the study, categorizing them into themes
elicited from the data analysis.

The fifth chapter discusses my findings in connection with the reviewed literature
and the conceptual framework.

The last chapter is a conclusion that provides a summary of the thesis and

recommendations and implications for stakeholders.
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Chapter 2: Literature Review

The purpose of this study is to explore mainstream schoolteacher’s perspectives
and experiences with criteria-based assessment (CBA) by answering the following research
questions: 1) What are mainstream schoolteachers’ perspectives towards changes in
assessment?; 2) What are the benefits and drawbacks of CBA?; and 3) What were teachers’
challenges and changes in teachers’ assessment practices while implementing CBA?

This chapter first presents a conceptual framework to construct the grounds for the
research. It then contains an analysis of international literature to identify what scholars
report regarding teachers’ experiences with criteria-based, summative, and formative
assessments. The final section focuses on criteria-based assessment experiences in the

Kazakhstani context.
2.1 Conceptual Framework

The conceptual framework for this research is based on three main concepts:
change, professional development, and assessment. Its aim is to provide better
comprehension of teachers’ perspectives and experiences regarding the renewed
assessment system in Kazakhstani mainstream schools.

Change. Wilson (2006) claims that new ideas about learning and teaching have
always been common in education. In this regard, | want to outline some challenges which
are peculiar to educational changes.

Recently, the pace of changes in education has become more accelerated (Fullan,
2007; Hargreaves, 2001). Accordingly, due to constant reforms, educators feel a degree of
cynicism towards most of them (Wilson, 2006). Secondly, teachers all over the world have
heavy workloads. Therefore, according to Hargreaves (2001), scarcity of time in a period
of change is one of the most significant issues that prevents teachers from fully harnessing

innovations. One significant point concerning educational reforms is that those who are
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responsible for changes can lack a distinct understanding of the intended purposes of the
changes (Bennet, 2010). In education, teachers’ understanding of reform in terms of its
rationale, goals, and benefits governs teachers’ implementation of the modifications in
their classrooms (Leithwood, Steinbach & Jantzi, 2002; Levin & Fullan, 2008).

All abovementioned issues have an impact on teachers’ motivation towards the
changes, which is considered one of the important premises for successful system reforms
(Fullan, 2006). According to Fullan and Hargreaves (2009), changes are only possible
when people who are responsible for implementation have both will and skills; otherwise,
if they are unwilling they can feel resistance towards the reforms, while willingness
without skills does not yield the expected results. Thus, teachers’ willingness for change
and their readiness in terms of knowledge and skills are closely interrelated with their
experience during reform implementation. This concept is important to my study since it
aims to explore teachers’ perspectives and experiences with renewed assessment reform in
Kazakhstani secondary schools.

Professional development. In the period of educational reforms, professional
development programs (PDP) play the focal role since they can support teachers in the
complicated process of reform implementation and help them to overcome challenges
(Guskey, 2002; Villegas-Reimers, 2003). Professional development encompasses a variety
of models and methods including courses, trainings, self-education, discussions, and
collaboration.

Starkey et al. (2009) conducted research to evaluate teachers’ PD during the final
phase of embedding a standard-based assessment system in secondary schools in New
Zealand. Teacher surveys of 1119 participants and school case studies revealed that
teachers appreciated highly personalized “learning, networking with subject area

colleagues, and skilled and sensitive facilitation” (p.188). The scholars claimed that at the
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early stage during the adoption phase, PD was mostly related to understanding theoretical
foundations. However, the final phase of the reform showed that PD evolved to meet
teachers’ professional and individual needs. Teachers adopted the modifications and
practiced them in their classrooms, which enabled them to take part in discussions and
initiatives organized with the aim of identifying their issues and needs. This demonstrates
the significance of different approaches in relation to the stage of implementation of the
reform: the early stage is good for introducing concepts and principles while the final
phase is more appropriate for scrutinizing the details which will help to fulfill the changes
(Starkey, et al., 2009).

Villegas-Reimers (2003) claims that teachers are now recognized to be not only the
players who should be changed, but also the agents of change. This implies that
perspectives towards professional development (PD) have also undergone changes. For
example, one of the major alterations is that PDP is now mainly based on constructivism, a
theory that explains how people learn. Richardson (1997) states that from a constructivist
perspective the process of acquiring knowledge cannot be isolated from actions and that
comprehension and actions are inextricably linked simultaneously affecting each other.
This means that when teachers are introduced to reforms, they use the gained knowledge in
practice and then develop new ideas and concepts. Villegas-Reimers (2003) also supports
the significance of practical work, stating that short periods of training are not enough for
substantial development. Thus, teachers can be considered active learners and constructors
of new ideas as well as efficient contributors to the better understanding of educational
processes in the time of change. However, it is vital to understand that these processes are
time-consuming, as teachers need time to comprehend new knowledge and gather the

necessary experiences (Villegas-Reimers, 2003).
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Assessment. In the past 30 years, there has been a shift from the concept that
students are passive participants in the learning process towards constructivism with
student-centered learning where learners can build meaning (Wilson & Peterson, 2006).
Besides, in the past, the priority of teaching was mostly on “reproductive knowledge”
which meant memorizing facts (Shamatov, 2012); however, with sustainable access to the
Internet, the process of learning data by heart has become useless. Education has now
shifted its priorities towards the development of learners’ creativity and problem-solving
skills.

The previously mentioned educational changes brought modifications to
assessment practices worldwide, demonstrating that classroom evaluation constitutes the
integrated part of the teaching and learning processes (Brown, 2005; Wiliam, 2011).
According to Wiliam (2011), if learners possessed the ability to absorb the knowledge
provided to them fully and equally, then teachers would only need to consider transferring
information and monitoring what they have taught. However, it is impossible to predict
what students will learn and what learning objectives they will achieve (Wiliam, 2011).
Thus, assessment is needed at every stage of the learning process. For example, when
learning begins, it is crucial to identify students’ starting points. Then during the learning
process, assessment constitutes a bridge that links teaching and learning and helps teachers
to coordinate the learning process. In the final stage, it can be used for accountability
purposes as well as for certification and selection (Wiliam, 2011). In addition, assessment
encourages learning (Harlen, 2005). For example, Brown (2005) is confident that students
will ignore teaching when there is no assessment included in the learning process. Since
the impact of inadequate assessment can be far more powerful than any other aspect of
teaching, classroom evaluation should be organized so that it can foster students’ learning

instead of impeding it (Boud, 1995; Brown, 2005). Therefore, the main principles of
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assessment, such as validity, reliability, and fairness are significantly relevant (Gripps,
2011; Puppin, 2007; Rasooli, Zandi & DelLuca, 2019). It is important to utilize valid and
reliable assessment tools that can measure the knowledge and skills teachers target for
evaluation. Every stakeholder should be confident that assessment demonstrates similar
results when conducted repeatedly and with different assessors (Gripps, 2011; Puppin,
2007). Moreover, according to Rasooli et al., 2019), assessment should meet some ethical
norms such as equity, equality, consistency, accuracy, bias suppression, and transparency.

Due to these changes, it is not only important to know what and how we assess, but
also realize why we need to assess (Brown, 2005). Many countries now practice criteria-
based assessment, which has inspired many scholars to investigate this evaluation approach
(e.g. Xavier & Mehta, 2006; Selisheva, 2014). Criteria-based assessment replaced norm
referenced assessment and standardized testing, which were popular in the middle of 20%"
century (Pitman & Dudley, 1985; Stiggings, 2001). CBA mainly consists of evaluating
students based on specific criteria given to students in advance (Sabdenova et al., 2016;
Selisheva, 2014; Xavier & Mehta, 2006). One of the priorities of criteria-based assessment
Is to stimulate the active participation of students in the learning process, developing
conditions that encourage students’ self-development and self-education (Sabdenova et al.,
2016). Otter (1995) echoes this idea, claiming that clear and public criteria shift the focus
from a “tutor-led system with fuzzy objectives and undisclosed criteria to a student-led
system” (p.45). Also, CBA transfers the aim of assessment from merely ranking students
towards the real educational goal that is student development through appropriate feedback
(Carlson, Macdonald, Gorely, Hanrahan & Burgess-Limerick, 2000).

Feedback is assumed to be one of the most important parts of assessment (Black &
William, 2005; Crooks, 1988; Sadler, 1989). This is because CBA allows teachers to

provide clear and timely feedback based on the objectives given in advance and point out
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what should be done to achieve the anticipated goals (Black & William, 2009). For
example, Brown (2005) claims that feedback indicates the purposes of the assessment: to
develop and improve or to measure students’ academic level. He reasons that not only
areas for improvement should be included in feedback, but also what was successfully
completed. However, he admits that, despite all benefits of appropriate and thorough
feedback, it is rather time-consuming.

Thus, assessment should be for, as, and of learning. In most cases assessment for
and as learning is called formative, while assessment of learning is referred to as
summative. These two types of evaluations have different functions and goals.

Summative assessment is considered to be the final assessment of previously
studied topics and is usually marked and carried out after completion of a specific stage
(Taras, 2005). It aims to summarize and capture the status of knowledge (National
Research Council, 2001). The results of SA can be used in different ways such as
following students’ progression, keeping parents informed regarding their children’s
academic performance, and selecting students for further study (Harlen, 2005).

Formative assessment has another aim, which is to use assessment to recognize
learners’ needs and gaps and then adjust teaching strategies accordingly (Looney, 2011, p.
7). Wiggins (1998) defines the functions of FA as educating and improving. Similarly,
Black and Wiliam (2005), in their extended review of empirical studies, found that FA is a
pivotal part of the learning process, and almost the only entirely effective method to raise
the standards of teaching and learning. After reviewing approximately 580 articles, they
concluded that improvements in FA practices foster learning outcomes and are more
helpful for low achievers than other groups of students. This consequently leads to leveling
out the range of academic results and improving overall students' achievements. They

inferred that daily FA feedback can help to enhance learning for both underachievers and
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students with learning disabilities. The main forms of FA can be considered peer and self-

assessment (Noonan & Duncan, 2005). Andrade, Du, and Mycek (2010) defined self-

assessment as the process in which “students judge the quality of their work, based on

evidence and explicit criteria for the purpose of doing better work in the future” (p. 3).

These methods are significant, since they are mainly student-centered and participation of

the teacher is minimized (Noonan & Duncan, 2005).

Based on the concepts discussed above, the conceptual framework (see figure 1) for

this research shows that schoolteachers’ experience with CBA will be studied in terms of

their understanding of reform, how it changed after PDP and real-life experience, and how

the changes in understanding of CBA affected teachers’ practice in the classrooms.
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2.2 International teachers’ experiences with criteria-based assessment

This section presents the benefits of criteria-based assessment as well as teachers’

experiences with CBA in an international context. The section includes two subsections:
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benefits of CBA for teachers and students, and teachers’ practices and challenges with

CBA.
2.2.1 Benefits of CBA for teachers and students

The reviewed literature revealed that the benefits of CBA are related to its
transparency and objectivity (e.g., Green, 2002; Sadler, 2005; Xavier & Mehta, 2006). For
example, Sadler’s (2005) review highlighted two advantages of CBA: 1) it allows the
grading of students while avoiding comparisons with other learners, and 2) the provided
criteria enable students to study more consciously and purposefully. This idea of CBA
objectivity was also reflected by Green (2002), when he stated that CBA allows teachers to
evaluate only the students’ progress avoiding any prejudices caused by learners’ previous
achievements. To investigate the benefits of CBA for students in Australia, Xavier and
Mehta (2006) surveyed 158 students from one higher educational institution. Seventy
percent of students agreed that rubrics were useful while performing assignments.
Moreover, more than 70% of students believed they were able to self-evaluate their
strengths and weaknesses in performance and understand how to improve it. As a result,
scholars concluded that CBA transparency is beneficial to both teachers and learners
facilitating assessment for and of learning. Another research effort by Selisheva (2014),
explored the influence of CBA on learners’ personal characteristics. The research included
a survey of 25 teachers and 441 students from a Moscow mainstream school. The students’
responses showed that most learners who experienced CBA had less anxiety (only 38% of
students felt anxiety) in comparison to those who practiced norm-referenced assessment
(55%). Approximately 80% of the students considered CBA to be objective, and they had a
clear understanding of the reasons why they received lower marks. However, 41% of

students felt that they were compared with others. As for the teachers, the majority of them
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felt that they were objective while assessing their students, and that learners clearly
realized why they earned lower grades.

Thus, CBA is recognized as beneficial both to teachers and learners. However,
empirical studies demonstrate minor deviations in the results which make it necessary to
explore the factors affecting teachers’ assessment practices in terms of objectivity and

transparency.
2.2.2 Teachers’ practices and challenges with CBA

This subsection describes the practices and challenges of international teachers
while implementing CBA. The literature revealed that most of the difficulties experienced
were related to proper understanding of CBA and its tools such as providing feedback and

conducting peer and self-assessment.

CBA understanding. Appropriate perceptions of assessment are crucial for
effective teaching and learning processes (Sato, Wei & Darling-Hammond, 2008; Taras,
2008). Therefore, if teachers lack appropriate knowledge of CBA then it can hamper
student learning. Teachers’ understanding of CBA revealed in interviews and classroom
practices found mixed results in their knowledge of CBA at all grade levels.

A small-scale empirical research study at an English university provided insight
into instructors’ understanding of assessment in the classroom and its relation to theory
(Taras, 2008). Fifty-five lecturers participated in a questionnaire. The results revealed that
the majority of lecturers did not have a clear understanding of summative, formative, and
self-assessment as well as the link between them. One of the examples given by the
researcher was that feedback, which is pivotal in FA, was not mentioned by most of the
lecturers as one of the distinguishing characteristics of FA. However, Carlson (2012) in his
mixed-method study of 300 university instructors discovered that 85% of them

demonstrated good and quite good understanding of CBA purposes. Another study found
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that assessment for learning was teachers’ first goal while evaluating students; while their
second and third purposes were assessment of learning and assessment as learning
(Saefurrohman & Balinas, 2016). In contrast to these findings, Rahman (2018), who
explored thirty Bangladeshi secondary teachers’ assessment practices in six schools,
revealed that the majority of teachers did not use assessment for learning. Most assessment
practices were limited to oral questions, written tasks, and tests. Moreover, it was found
that teachers rarely encouraged students to ask questions in class and mainly evaluated
students’ lower order thinking skills ignoring higher-order questions. This can suggest that
teachers tend to evaluate aspects that are easier to measure, demonstrating a superficial
approach to assessment (Stiggings, 2001) or a lack of CBA understanding. Unfortunately,
Rahman (2018) did not clearly identify the level of teachers’ experiences with CBA in his
research. This could be beneficial since earlier Carlson (2012) found a correlation between
experience and understanding of assessment criteria. He claimed that teachers who possess
two or more years of teaching experience almost completely understand the assessment
criteria objectives.

Thus, the literature found that teachers’ levels of CBA understanding were
contradictory in some cases. This shows the importance of further research on teachers’
CBA understanding, as it directly influences classroom assessment practices (Sato, Wei &

Darling-Hammond, 2008).

Feedback. Feedback should provide suggestions for performance improvement and
engage students in the learning process, since the pivotal point of feedback is its ability to
stimulate thinking processes (Black, Harrison, Lee, Marshall, and Wiliam, 2004). Despite
this, some research has revealed that teachers predominantly provide short evaluative
feedback or do not provide it at all (e.g. Acar-Erdol & Yildizli, 2018; Rahman, 2018). For

example, Acar-Erdol and Yildizli (2018), who investigated 228 teachers with at least one



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 19

year of teaching experience, found that the majority of teachers do not “give sufficient or
explanatory feedback” (p. 599). The researchers suggested that it might be challenging for
teachers to meet this assessment requirement; another reason could be that teachers do not
sufficiently understand the assessment purposes. Another study of Filipino and Indonesian
English teachers demonstrated appropriate practice of delivering feedback to their students
(Saefurrohman & Balinas, 2016). The most preferable ways to provide feedback in both
countries were written comments and conferences while the least popular method was
feedback through the use of a teaching diary. However, the results of these studies were
mostly connected with the frequency of utilizing feedback tools and lacked information on

the quality of teachers’ feedback.

Peer and self-assessment. Noonan and Duncan (2005) investigated
schoolteachers’ practices with peer and self-assessment. The survey of teachers from 118
high schools found that most of them consider peer and self-assessment beneficial. The
study, for example, revealed that the majority of teachers who participated in the research
tend to use some forms of these assessments. However, 27% of the teachers used peer and
self-assessment either a little or not at all. Similarly, Rahman (2018) found that while a few
secondary schoolteachers practiced peer assessment in their classrooms, all teachers
ignored self-assessment. Teachers explained their failure to use these methods by the lack
of confidence in students’ honesty or competence to complete such tasks (Noonan &
Duncan, 2005). Moreover, a case study in South Africa revealed that some teachers are
critical about peer-assessment, perceiving it as “demotivating, dishonest, subjective and
unfair, and also as promoting favouritism” (Sethusha, 2012, p. 156). Based on the
previously mentioned findings, three areas need further research: teachers’ understanding
of peer and self-assessment, the quality of these assessments, and responsibility for

developing students’ competence in peer and self-assessment.
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To conclude, in this subsection I reviewed studies on CBA implementation
conducted in different countries such as Australia, South Africa, England, Russia,
Philippines, Indonesia and Bangladesh. The literature identifies the advantages of criteria-
based assessment and international teachers’ experiences with CBA in some secondary
schools and universities. The review indicated that although there are many worldwide
studies concerning classroom assessment implementation, none of these research studies
focused on revealing teachers’ perspectives and experiences with CBA during a time of

accelerated large-scale educational reforms.
2.3 Kazakhstani context

Due to neoteric introduction of CBA to Kazakhstani secondary mainstream
schools, there is not much investigation of teachers’ perspectives and experiences
regarding CBA in the Kazakhstani context. Most of the articles found in local periodicals
explain the renewed assessment system theoretically (e.g., Golnik, 2018; Zhakienova,
2019). Several articles are devoted to public resistance towards the renewed system of
assessment during the first stage of the reform (e.g., Alekenova, 2019; Malakshinova,
2018). Nevertheless, I was able to find some articles and masters’ theses which presented
research results concerning mainstream schoolteachers’ experiences with the reform.
However, only two of them were fully dedicated to teachers’ experiences with CBA
(Abdrakhmanova, 2017; Bondarenko, 2019); others were focused on the updated
curriculum in general devoting only some parts specifically to CBA (e.g., Gimranova,
2018; Ixanova, 2018). Therefore, there was limited research on Kazakhstan’s CBA
implementation.

This section presents the study results conducted in Kazakhstani mainstream

schools focusing on such aspects as CBA understanding, teachers’ perspectives about CBA
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benefits and drawbacks, the role of professional development, teachers’ challenges with
CBA, and changes in teaching practices.

Understanding of criteria-based assessment. CBA was introduced in 2016, so the
majority of teachers have experienced CBA in their classrooms from 1 to 4 years. Despite
this, there is still a lack of understanding of the reform’s purposes and benefits which leads
to disbelief among some teachers towards CBA success in Kazakhstan (Bondarenko,
2019). It was found that experienced teachers face more difficulties with CBA acceptance
and adaptation than their younger colleagues who have less work experience in the
previous 5-point assessment system (Bondarenko, 2019; Gimranova, 2018).

It was also found that mainstream schoolteachers’ misunderstandings of CBA
resulted in inappropriate assessment practices and, as a consequence, to non-acceptance of
CBA on the part of parents (Abdrakhmanova, 2017; Gimranova, 2018; Ixanova, 2018). For
instance, according to Ixanova (2018), who interviewed five secondary mainstream
schoolteachers of fifth and seventh grades in Central Kazakhstan concerning their
perceptions towards the renewed curriculum, found that during CBA implementation
teachers were not giving written feedback. This meant parents were not able to evaluate
their children’s progress since they were receiving neither grades nor feedback (Ixanova,
2018). Gimranova (2018), in her qualitative research of implementation of the renewed
curriculum in urban and rural mainstream schools, discovered that teachers had limited
understanding of FA. She reported that teachers perceived formative evaluation "as a quick
assessment taken in a form of short tasks, tests, brief oral interrogation about the past topic,
using stickers with 'smiles' (instead of grades) or asking pupils to write feedback about
their understanding on stickers” (p.57). At the same time, some studies on the reformed
curriculum revealed that the majority of secondary schoolteachers had progressed in their

understanding of CBA and its tools (Bondarenko, 2019; Suyundikova, 2019). For example,
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having explored 42 teachers on their attitudes towards the implementation of the upgraded
curriculum in one Kazakhstani mainstream secondary school, Suyundikova (2019)
reported that almost 70% of teachers asserted that they could confidently utilize CBA.

Teachers’ perspectives towards CBA benefits and drawbacks. The most
important CBA characteristics outlined by mainstream secondary schoolteachers are
objectivity and transparency (Ixanova, 2018). For example, some teachers in this study
recalled that, in the past, it was sometimes difficult to explain to students and their parents
why they received, for instance, a mark “4” instead of “5” (the highest mark). In this
regard, CBA allowed students to evaluate their progress and gaps independently as they
have the assessment criteria in advance. Additionally, the schoolteachers revealed that the
renewed assessment system was beneficial in decreasing the stress of primary grade
children. In the past system, teachers found that children were more stressed because of
marks while in the new system they perceived feedback as a possibility for improvement
(Ixanova, 2018). Also, research found that Kazakhstani teachers’ understand that CBA
aims at improving learners’ knowledge and skills (Abdrakhmanova, 2017; Bondarenko,
2019; Suyundikova, 2019). In a qualitative research study, which looked at the influences
of CBA on five English language teachers’ practices in one secondary mainstream school,
three main advantages of CBA were denoted: 1) objectives, criteria and descriptors made
assessment more specific and comprehensive; 2) transparency helped to avoid
misunderstanding and arguments with students about grades; and 3) students’ roles in the
class become more active (Bondarenko, 2019).

The CBA drawbacks were mostly connected with high-stakes SA and its
inconsistency with Unified National Testing (UNT), a final school test passed by all
Kazakhstani students until 2019 (Bondarenko, 2019). With the introduction of CBA, SA

became a high-stakes assessment since the final grade for the term was constituted by 2-3
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summative assessments for each unit during the term and final summative assessment for
the whole term. Teachers felt under stress during SAs, as they thought they were
responsible for students’ academic results. Moreover, the teachers’ stress was aggravated
due to a lack of alignment between CBA and UNT, which included only multiple-choice
tests. Thus, the concerns were what should be prioritized: the preparation for final school
test or practicing CBA.

Teachers challenges. According to Abdrakhmanova (2017), the biggest challenge
with CBA was to apply FA in practice. Since most of the knowledge was theoretical and
sometimes not applicable, it resulted in disagreement between teachers’ practices and
teachers’ understanding of FA (Abdrakhmanova, 2017). For example, Suyundikova (2019)
found that approximately half of the teachers had issues with feedback in terms of its
efficiency and the scarcity of time for it during classes.

Also, the majority of teachers’ challenges were related to a lack of proper
understanding of how to carry out SA, difficulties with its content, and lack of time for
completing summative tasks by students (Gimranova, 2018). In the past, teachers used
textbooks and did not deal with creating summative tasks. Due to the lack of experience in
this field, it was challenging for them to create the SA tasks suitable for the students’ levels
(Bondarenko, 2019).

Another finding related to the challenges with CBA implementation was the loss of
students’ motivation to prepare for lessons (Abdrakhmanova, 2017; Bondarenko, 2019).
Teachers and parents connected this fact to the absence of marks, since they thought marks
kept students motivated (Malakshinova, 2018). Similarly, Ixanova (2018) found that, when
students realized they would not receive a “2” for bad performance and not get a “5” for an
excellent homework effort, most of them stopped doing home tasks. This became a

significant issue for the teachers since parents and students did not understand why home
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tasks were assigned if they were not marked. Suyundikova (2019) also mentioned this
issue, explaining it by the lack of students’ understanding of FA. Additionally, she found
that some students had issues with academic integrity and were able to obtain answers for
SA in advance. Consequently, such attitudes towards homework and SA explicitly
illustrate the students’ focus on marks rather than gaining knowledge.

The role of professional development. One of the contributors to CBA
understanding was professional development. However, Abdrakhmanova (2017), who
investigated eight teachers’ perceptions towards the renewed assessment at one public
school, found that teachers did not have enough courses on CBA. The research revealed
that, while experienced teachers attended at least one professional program on CBA, most
novice teachers did not have any assessment training. As a result, experienced teachers
were more confident while sharing their understanding of FA (Abdrakhmanova, 2017).
Moreover, most of the attended courses were mainly short, inconsistent, and theoretical
which led to a lack of FA understanding among the majority of teachers (Abdrakhmanova,
2017). In this regard the author implies that it is important during reform implementation
to provide sustained PDP (predominantly practical) as well as other kinds of support to
teachers since time is needed for them to gain enough knowledge and skills in the reformed
assessment system (Abdrakhmanova, 2017).

Changes in teaching practices. Finally, previous research established that
introduction of the new assessment approach in Kazakhstani mainstream schools
influenced teachers’ classroom practices. First, the changes were related to teachers’
functions in the classrooms shifting from a central role to a facilitating one as the central
role in the educational process was transitioned to the students (Bondarenko, 2019;

Suyundikova 2019). Another alteration in teaching was associated with active learning
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methods and developing higher-order thinking skills, which started being actively
practiced by teachers (Bondarenko, 2019).

This section presented a review of literature on CBA implementation in
Kazakhstani context. All of these studies focused on the first three years of the
implementation of CBA in Kazakhstan and demonstrated that CBA implementation was an
ongoing process revealing changes in teachers’ viewpoints and practices during the
beginning years of the update curriculum and CBA. This makes further research timely
and important, since phased implementation of the new assessment system is coming to an
end, providing an opportunity to understand how teachers’ perspectives and experiences
with CBA implementation changed over the course of the phased implementation from

2016 to the present.
2.4 Conclusion

Collectively, these studies revealed that the implementation of criteria-based
assessment is a complicated process that requires teachers’ readiness for changes, clear
comprehension of the new approach and skills with which to implement it. However, the
review of the existing research exposed the lack of research specifically focused on
teachers’ perspectives and experiences with CBA during times of national curriculum
reform. The scarcity of literature makes it difficult to understand the processes which took
place during the reform implementation in terms of teachers’ challenges and changes in
their viewpoints and teaching practices as well as factors influencing these processes.

The purpose of this chapter was to describe the conceptual framework that guided
the current study and to review the literature to answer the research question “What are
mainstream schoolteachers’ perspectives and experiences with criteria-based assessment?”.
In order to investigate the phenomenon such key concepts as theory of change,

professional development, and assessment were described in connection to alterations in
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teachers and their practices. The next chapter presents the methodology for the study,
including the research design, site selection, sampling, data collection instruments, and

procedures.

26



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 27

Chapter 3: Methodology

The chapter provides details concerning the research design and methodology
applied in this study to answer the main research question, “What are mainstream
schoolteachers’ perspectives and experiences with criteria-based assessment (CBA)?” The
chapter describes and explains the rationale for the chosen research design, research site,
sample and sampling procedures, data collection instruments and procedures, data analysis

methods, and ethical considerations.
3.1 Research Design and Rationale

This research was driven by the constructivist research paradigm that doubts the
existence of unique truth. | agree with the idea that people create reality and it is mostly
subjective (Al-Saadi, 2014). In this connection, my goal in this research was to be reliant
on respondents’ viewpoints (Cresswell, 2007 p. 20) and explain the CBA implementation
in mainstream schools from teachers’ perspectives and experiences. CBA is a new
educational policy which was first practiced in Kazakhstani mainstream schools from
2016. This meant that the concept of CBA had been unfamiliar to the majority of
stakeholders prior to its introduction in Kazakhstan. According to Creswell (2014), when
there is a lack of information regarding the research phenomenon in literature it is
important to start the exploration from an in-depth investigation of experiences,
perceptions, and viewpoints of participants.

To achieve the goal, qualitative research was chosen as the most appropriate for
investigating the issues and expanding comprehension of the central phenomenon
(Creswell, 2014). In the current study, teachers’ perspectives and experiences were
considered as the central phenomenon of the research. Thus, this method was beneficial to
see the situation from the inside and reveal the most significant details through individual

interviews.
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Within the qualitative research, | chose the phenomenological design, as it aims to
describe peoples’ experiences (Patton, 2015). My aim was to explain the phenomenon in
relation to the new assessment system from different teachers’ perspectives. Therefore, it
was essential to investigate participants having practical experiences with the phenomenon
being studied (Creswell, 2007). This provided an opportunity to gain a picture of teachers’
lived experiences with challenges and issues intrinsic to Kazakhstani mainstream schools

during the period of the national implementation of CBA.
3.2 Research Site

The main criterion for schools to be selected as a research site was its status as a
mainstream secondary school. This meant excluding Nazarbayev Intellectual schools and
pilot schools, which participated in the testing period of CBA. For this reason, several
urban mainstream schools in central Kazakhstan were chosen. These schools started
implementing CBA from 2016 as all Kazakhstani mainstream schools did. I preferred
having interviews outside the schools since it provided more confidentiality and helped to
avoid any influence from school administration. However the choice depended on
participants, so six research interviews took place inside the schools while the other three

interviews were conducted outside at a neutral location.
3.3 Sample and Sampling Procedures

The sample for this research consisted of nine teachers from several mainstream
schools in Central Kazakhstan. Since this research aimed at investigating teachers’
perspectives and experiences with CBA in mainstream schools only, the participants were
selected by the use of homogeneous, purposive sampling. According to Creswell (2014),
this type of sampling means that “the researcher purposefully samples individuals or sites

based on membership in a subgroup that has defining characteristics” (p. 208). Thus, only
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teachers from mainstream schools and only those who had experienced CBA in their
classrooms for more than two years were selected to take part in this research and share
viewpoints towards CBA implementation.

To recruit the participants for my research | applied a snowball strategy. Being a
teacher in NIS, | knew several teachers in mainstream schools. | made a list of teachers’
contacts and invited them to take part in my research or asked to recommend someone who
may volunteer for the study. The future participants were informed about the purposes of
the study and its benefits for teachers. After the potential participant agreed to participate
in the interview, we discussed the date and place of the interview. This strategy was
beneficial in terms of confidentiality since school administrations were not involved in the
process of sampling which contributed to some extent to participants’ openness and
sincerity.

The sample size in qualitative method, according to Creswell (2014), can be
different (from 1 to 30 or 40 participants). However, each additional participant influences
the potential of the researcher to deliver an in-depth picture of the phenomenon (Creswell,
2014). Keeping this in mind and taking into account the research time limits it was decided
preliminary to interview ten participants. By the end of the data collection process, due to
some circumstances, only nine teachers of different subjects were able to participate in the
interview. Table 1 below provides basic demographic information about the research

participants.
3.4 Data collection instrument

The research data was collected through one-on-one semi-structured interviews.
This method allowed gathering in-depth information while communicating directly with
the participants and guiding their reactions (Opdenakker, 2006). During the interview

process, if there were any misinterpretations or unclear responses, we had an opportunity
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Table 1

Participant Demographic Information

Ne Teacher Gender Teaching  Experience Subject Grades
experience in CBA

1 Aliya Female 28 years 4 years Russian and Literature 3,4,7,8

2 Zarina  Female 19 years 4 years History 5-11

3 Alma Female 15 years 2 years Computer science 5-11

4 Kymbat Female 35 years 4 years Russian in Kazakh 5-11
schools

5 Azhar Female 2.5 years 2.5 years English 1-3

6 Aya Female 6 years 4 years English 8-10

7  Ardak Female 2 years 2 years English 1-2

8 Bakhyt Female 31 years 4 years Russian and Literature 4,7, 11

9 Gulya Female 29 years 4 years Russian in Kazakh 6-7
schools

to clarify the issues immediately. Moreover, the semi-structured interview provided a
possibility to expand on the issues or new ideas teachers raised or mentioned while
responding to the questions. Additionally, individual interviews were beneficial to create a
certain atmosphere of trust (Lopez & Whitehead, 2013).

The interview questions were designed on the basis of previous studies and further
adapted to the current research goals (Abdrakhmanova, 2017; Bondarenko, 2019).
Respondents were asked open-ended questions about their perspectives and experiences
with CBA, the challenges they faced, and changes in their assessment practices. According
to Creswell (2007), “broad and general” questions can help participants to “construct the
meaning of the situation” (p. 21). This was aligned with the research conceptual
framework as such types of questions helped the participants see the big picture of the
reforms in mainstream schools as well as realize the influence of educational changes,
PDP, and CBA implementation challenges on their viewpoints towards classroom
leadership and teaching practices, Therefore, the participants were mostly asked open-
ended questions which helped to explore the issue from teachers’ perspectives. For

example, “How do you understand the concept of assessment?”, ”Why did Kazakhstan
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start implementing criteria-based assessment in mainstream schools?”, and “How much
would you say your approach to teaching and learning has changed recently?” (see

Appendix B for the interview protocol).
3.5 Data collection procedures

Upon getting approval from Nazarbayev University Graduate School of Education
(NUGSE) Research Ethics Committee | started the process of the data collection. First, |
contacted the teachers from the list of recommendations and invited them to participate in
the research. During the call, | explained the research purposes, possible risks, and benefits
for teachers. Then, with the potential participants, | scheduled the date and place of the
teachers' convenience. Before each interview, | reiterated the concerns of the research and
explained that the research was not going to evaluate teachers’ practices and that the only
aim of the researcher was to know more about participants’ experiences and practices with
CBA. As soon as the participants were ready to start, they were provided with a hard copy
of the informed consent form (see Appendix A) and clarified the interview procedure, time
involvement, risks, benefits, participants' rights, and confidentiality. They were also
explained that although they signed the consent form, they could stop the interview at any
time or not respond to the question they considered as inappropriate.

The interviews were mostly conducted in Russian since the majority of teachers in
mainstream schools did not speak English. The interviews lasted about 40-60 minutes and
were recorded in order to be analyzed later. All the participants were informed and
consented to the interviews being audiotaped. As most of the participants were unfamiliar
to me the first 3-5 minutes were devoted to warming up and some demographic questions.

This helped to ease the tension and encourage respondents to be more sincere.
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After the first interviews, I had to restate some of the interview questions to make
them clearer. This made the following interviews more purposeful and effective. | saved

the audio recordings on my computer.
3.6 Data analysis methods

The next stage of the research was the process of transcribing the data and
translating it into English (see Appendix C). To facilitate interview transcription | used the
website (https://otranscribe.com/), which provided the opportunity to regulate the audio
speed to make it more comfortable for transcribing. Then the obtained data was coded and
the results were categorized into themes. For this purpose | used hand analysis which
means reading the transcripts, marking them by hand, and dividing all data into parts
(Creswell, 2014). During the inductive process of coding, | labeled and organized the data
into the themes (Creswell, 2014). After that, all the findings were analyzed for patterns and
inconsistencies. This was helpful to find participants’ shared experiences and issues
clustering them together (Cohen, Manion & Morrison, 2007). | tried to commence this
work as soon as possible while the details of the interviews were fresh. This helped to

mitigate the risks of misinterpreting the information during the data analysis process.
3.7 Ethical Considerations

All the participants were provided with a consent form in which they were
informed about their rights and assured confidentiality on my part. To maintain complete
confidentiality, first of all I did not mention the exact research site the participants came
from nor their names in any reports. To ensure this I created pseudonyms, so participants’
personal identities were hidden. Also for confidentiality purposes, | started audio recording
after the participants introduced themselves and did not use their names during the

interview. In addition, the place and time of the interviews were known only by the
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interviewer and interviewees. When the interview took place in the school, it was
conducted in a separate room where no person could enter. The consent forms were kept
confidentially in a locker in my office and all transcriptions, audio, and other information
related to participants were saved in the computer protected with a password. Only the
researcher had access to the locker and the password. This protected participants from the
identification of the real names. At the same time, as | conducted face to face interviews it
was impossible to ensure anonymity.

There were no major risks to participants associated with the present study. To avoid
minimal psychological risks, such as fear or embarrassment to disclose feelings, ideas, or
negative experiences, | assured the participants that the purpose of the research was to
know more about teachers’ practices but not to evaluate or judge them. They might also
fear misinterpretation of the interview answers by a researcher (intentionally or
unintentionally). To minimize these risks, the researcher returned at another date to

conduct member-checking, so the participants could edit or revise their responses.
3.8 Conclusion

The chapter aimed to describe and justify the methods applied to conduct this study
on the phenomenon of mainstream schoolteachers’ perspectives and experiences in the

Kazakhstani context. The next chapter presents the findings of the current study.
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Chapter 4: Findings

This chapter presents the findings of the study, which aimed to explore mainstream
schoolteachers’ perspectives and experiences regarding criteria-based assessment (CBA) in
central Kazakhstan. The research questions that guided this study were: 1) What are
mainstream schoolteachers’ perspectives towards changes in the assessment?; 2) What are
the benefits and drawbacks of CBA?; 3) What were the teachers' challenges and changes in
teachers' assessment practices while implementing CBA?

In order to take part in the interview, the nine participants were required to have
had two or more years of teaching experience (see Table 1). Most of the teachers had been
practicing CBA from the first year of its implementation, which means that their
experience with CBA constituted up to four years.

In this chapter, | present, categorize, and analyze the findings. Teachers’ responses
were interpreted according to the conceptual framework illustrated in the literature review
chapter. In this connection, my focus was on mainstream schoolteachers’ viewpoints and
practices with CBA, in particular, the changes in teachers’ understanding of the new
assessment system and classroom practices. The findings were divided into three main

themes:

1) Teachers’ perspectives towards changes in assessment.
2) Teacher's perspectives towards the benefits and drawbacks of CBA.

3) Teachers’ challenges with CBA and changes in teaching practices.
4.1. Teachers’ perspectives towards changes in assessment.

| analyzed the data based on the conceptual framework of the current research.
Therefore, to gain an in-depth picture of mainstream schoolteachers’ perspectives it was

crucial to investigate teachers’ understanding of the reform’s reasons, teachers’ attitudes
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towards the changes, teachers’ role, and role of professional development programs in the

process of CBA implementation.
4.1.1. Teachers’ perspectives on the rationale for assessment changes.

Revealing teachers’ understanding of reasons for assessment changes was
necessary since this could directly affect teachers’ understanding of CBA and their
attitudes towards it. Although a variety of perspectives were expressed by participants, it
was noticeable that all teachers thought that educational changes in Kazakhstani secondary
education had been inevitable. All the reasons can be categorized into three main
arguments: 1) process of the development of Kazakhstan as an independent country, 2)
necessity to conform to modern requirements and 3) failure of a five-point grading system
to satisfy updated needs.

Two teachers considered educational changes as a natural process for a newly
independent country as it tried to find its own way. For example, Gulya asserted: “As we
got our independence we should modernize everything. We should introduce innovations”.
Bakhyt agreed with her when she said: “We shouldn’t stay in the same place”.
Additionally, two teachers believed that changes were the result of the ambitious goals our
government had set, such as entering the top 50 countries of the world.

It was also suggested that another reason for assessment alterations could be new
educational requirements and standards all over the world. For example, Aliya, a Russian
and literature teacher with 28 years of teaching experience, said: “Children are not the
same as they were in the 70s or 80s. For instance, they are very developed and say such
things you never think about”. Four teachers considered this reason from another
viewpoint stating that alterations in assessment took place in connection to modern
tendencies and innovations in the educational area such as active learning, functional

literacy, and critical thinking. However, Azhar, a novice English teacher with 2.5 years’
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teaching experience, hypothesized that Kazakhstan tried to replicate the system used in
developed countries. She asserted: “I think that our government just follows others... in
order [that] our knowledge could correspond and be as theirs”. Alma, a computer science
teacher with 15 years’ experience, concurred with this idea when she said that changes in
assessment aimed to teach students to "freely express ideas and opinions as they do it
abroad".

Furthermore, three teachers claimed that, in addition to the above-mentioned
reasons, the previous assessment system needed changes. For example, Gulya, a Russian
teacher, who had more than 29 years of experience, claimed that the five-point grading
system had outlived its usefulness and Aya, an English teacher with 6 years’ experience
referred to traditional assessment as “a relic of the past”. Supporting these ideas, Aliya (28
years of teaching experience) stated that with the previous assessment approach “there was
no opportunity for children to develop further”; therefore, this was a “collapse” for
traditional assessment.

Taken together, these results suggested that the changes in assessment in
Kazakhstani secondary education took place due to the nation’s attempts to identify its’
own way as an independent country and the goal to reach conformity with the world
educational standards. Additionally, the previous assessment system needed upgrading to

meet new requirements of global tendencies and new generations.
4.1.2. Teachers’ attitudes towards changes and their role in the reform.

It was noticeable that teachers’ viewpoints to changes in education were mostly
interrelated with the period they started teaching. This means that younger teachers had a
less stressful period of adaptation. For example, Aya, an English teacher with six years’

experience asserted:
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| had a positive attitude towards CBA. I did not have any experience with

traditional marks, and I did not have a painful transition with changing habits and

so on. | started my working experience with CBA and it was absolutely normal for
me. It was something new and | liked it.

However, experienced teachers confessed that they had some resistance and
“continued to lean toward previous assessment system” for several years (Gulya). This
situation predominantly referred to “teachers who worked 20-30 years at school” because
“it [transition] was a great stress for them” (Aya). Supporting this, Gulya, a Russian
teacher with 29 years of experience said: “Being a person of the Soviet period, it has
always been a barrier for me to transit from the old to the new”, meaning that in the past
the educational system remained unchanged for many years. At the same time, some
experienced teachers positively reacted towards changes from the very beginning, for
example, Aliya, who had 28 years’ experience, explained her reaction this way:

| consider myself a flexible person with a positive attitude towards changes in

education and assessment. A person should develop. Time does not stop. Today we

have a lot of information. Every week we have changed. Today you know
something; tomorrow this knowledge is not needed.

Four teachers agreed that transition to CBA required understanding from the
implementers, which could be gained only if a teacher had enough willingness to
understand and try new methods. Some teachers claimed that most of their colleagues did
not have a clear understanding of the renewed assessment, because they “don’t want to
understand, don’t want to delve into, and don’t want to mess with their heads” (Zarina).
For example, Bakhyt asserted: “If a teacher does not try to understand and implement
innovations, there will be no efficacy from the reform”. She also noted that although the

majority of teachers had attended different courses and training, there were still teachers
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who did not change their teaching approach and conducted lessons as they “did during the
last 30 years”.

Aliya stressed the significance of teachers’ role claiming that “every teacher has the
opportunity to attend the seminars, but it depends on the teachers’ desire whether they will
gain something from them [seminars]”. She was sure that “every teacher should make
efforts”, because “a lot depends on how teachers understand the concept of CBA”.
According to her, teachers’ understanding of CBA affects “how it will be delivered to
students during the lessons”. Four of nine teachers claimed that if teachers had a proper
understanding, many issues with CBA could be avoided.

Predominantly, the finding regarding teachers' attitudes demonstrated a positive
tendency. Novice teachers accepted CBA since it was their first experience and they did
not have to change a lot in their practices, while experienced teachers, though they felt
some refusal towards CBA but tried to adapt to the required modifications. Participants
highlighted two important factors in the implementation of CBA: teachers' understanding
of the new assessment system and their willingness to change. Some respondents assumed
that proper understanding of CBA during the first stage of implementation could help to

avoid many issues.
4.1.3. Teachers’ perspectives on professional development.

All teachers mentioned PDP and collaboration as the main sources of constructing
their knowledge about CBA and its development. Teachers admitted that every seminar
contributed to reinterpretation and changes in their understanding of CBA. For example,
Bakhyt confessed: “Despite I had courses on updated curriculum and was practicing it
[CBA], thinking | worked well [in my classroom], | realized that I still have gaps in
understanding and that I don’t use CBA properly”. Continuing the topic of PDP usefulness,

another teacher (Gulya) reflected: “After courses surely I don’t transform completely,
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some part of me does”. She described the changes after PDP: “First, | changed as a person,
second, my attitude to children and my work has changed, and also I tried to change my
colleagues because after this course we always have seminars for our teachers”. Zarina
added to the above idea: “I became more democratic, and it is not because of the updated
curriculum; it is due to the courses I have studied”. However, some teachers argued that
mere “courses are not enough” to have a clear understanding of CBA (Bakhyt). Two
teachers claimed that the courses were too short and mostly theoretical. In this connection,
Kymbat suggested that “instructors should demonstrate CBA in practice by conducting
demo lessons”.

Another source to obtain knowledge and develop as a professional was
collaborative work at schools. Teachers maintained that sharing ideas, discussions, and
reflections were another way to improve their understanding of CBA and teaching
practices. For example, Aliya recalled: “The support was from the colleagues, because we
discussed every step together, for instance, this went well or this was not effective”. She
said that after finishing courses, teachers shared their knowledge with other colleagues at
school and provided demo lessons on how to conduct an updated assessment. In addition,
teachers pointed to the supportive role of the administration. For example, Zarina said that
"from September there were many courses and seminars with teachers from another school
(NIS) organized by our vice principal.” Bakhyt mentioned a professional learning
community organized by their administration, which included teachers from five schools.
Its main purpose was to organize a collaboration platform to discuss ideas and practices.
Finally, teachers also admitted the importance of self-education and self-reflection.

It can be concluded that PDP is beneficial not only for developing a clear
understanding of CBA and developing skills but also for transformational processes inside

teachers which resulted in viewpoint changes towards their classroom leadership, from
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autocratic to democratic. However, some teachers stated that practical courses were more
fruitful than theoretical programs. Also, teachers’ collaboration, administrative support,

and self-education can be considered as crucial parts of professional development.
4.2. Teacher's perspectives towards the benefits and drawbacks of CBA.

In this section findings regarding teacher’s perspectives towards benefits and
drawbacks of CBA are included in two subsections based on the themes that emerged from
the data: teachers’ understanding of CBA and teachers' perspectives towards benefits and

drawbacks of CBA.
4.2.1. Teachers’ understanding of criteria-based assessment

In order to discover teachers’ understanding of CBA, responses related to
assessment in general as well as teachers’ knowledge and practices with CBA were
considered. It was important to determine how teachers perceive CBA goals, its difference
from the previous assessment system, and what CBA tools they use.

Overall, teachers shared a common viewpoint towards classroom evaluation
asserting that assessment is a significant part of the teaching and learning processes which
were helpful both for teachers and students. Some teachers considered assessment of
students as an evaluation of themselves. Gulya explained: “While being evaluated my
students represent for me the knowledge I have given to them”. Also teachers pointed the
following features of appropriate assessment: 1) transparent (44%); 2) clear and
comprehensive (33%); 3) measurable (22%); 4) positive (11%); 5) aimed at student
improvement (11%); and 6) objective (11%).

Concerning CBA, the innovations in secondary education assessment were mostly
related to dividing evaluation into the formative and summative assessment. All teachers

mentioned the absence of daily marks as the biggest difference from the previous
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assessment approach. For example, Aya explained her practice: “In CBA we assess
students according to specific criteria”. Teachers’ understanding of summative (SA) and
FA was that they are closely interrelated. Aliya conveyed that “during FA a student has a
chance to work on mistakes and improve knowledge on every lesson and during SA he can
demonstrate his knowledge”. The purpose of FA is “not to give marks immediately”, but
“to give the chance to move further, find the way to improve knowledge” (Aliya). This can
be reached if FA is provided for every lesson via teachers’ comments as well as self or
peer-assessment. Some teachers perceived the role of FA “as preparing a child for SA”;
therefore, during FA teachers kept it in mind and constructed the formative tasks in
accordance with the summative tasks. Teachers claimed that although FA did not influence
final marks it helped “to construct knowledge”. In addition, some teachers perceived
outcomes of SA as the main part of the learning process. For example, Azhar, who had
more than two years of teaching experience, claimed that “the main conclusion of the
educational process is final academic outcomes”.

Teachers also used such terms as assessment criteria, moderation, descriptors,
reflection, and feedback, which demonstrated their understanding of CBA tools. One of the
most important instruments in CBA, according to teachers, was feedback. For example,
Bakhyt stated: “If there is no feedback we can’t say that the lesson was efficient. I think
that feedback is fundamental in the lesson™. Aliya expressed the same when she said that in
“every lesson a student should get a comment on how he should work further”. Teachers
thought that the main purpose of feedback was to improve the learning process and
develop children. For example, in this regard, Aliya specified that to reach this goal the
comments should be more informative. Feedback also helped teachers to differentiate

students in terms of “who understood, who did not understand, who needs extra lessons” as
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well as allowing them to “plan the following lessons” and made them more productive
(Bakhyt).

Overall, teachers distinguish two types of assessment (FA and SA) as a part of
CBA. Teachers had a clear understanding that though having different aims, FA and SA
are interrelated to each other. However, some teachers considered the outcomes of SA

were more important to them as they show the results of their work.
4.2.2. Teachers’ perspectives towards the benefits and drawbacks of CBA

This subsection is concerned with teachers’ perspectives towards the merits and
demerits of the updated assessment. Having analyzed responses | outlined four benefits
and two main drawbacks mentioned by interview participants.

First of all, teachers asserted that CBA aims at improving students' knowledge and
skills. They thought it helps to identify students' level of knowledge, strengths, and
weaknesses. Based on that, it provides teachers a possibility to purposefully work on
students’ development providing “another opportunity to improve learners’ work”
(Zarina). Teachers claimed that CBA shifted the student’s focus from marks towards daily
improvement and growth. For example, they compared CBA with the five-point grading
system saying that when students daily received marks for a particular task, they were not
concerned about developing their knowledge. Students could prepare for the particular
lesson one day and get, for example, five (the highest mark) and after that, they might
ignore preparation for the following lessons since the mark was the final purpose for them.
As for CBA, Aliya explained that “everyday feedback from peers and teachers affects the
students' knowledge [in a positive way]" and makes them think of ways to progress.
Moreover, the language teachers pointed out that CBA develops four skills writing,
reading, listening, and speaking whereas in the past the assessment was more focused on

grammar. Continuing the topic of CBA advantages, Zarina said: “CBA raises functional
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literacy. It is important since a child should gain knowledge not to gather the marks in the
school dairy, but in order, this knowledge could be helpful in the future™.

The second benefit of CBA is its objectivity and transparency. Teachers said that
due to the explicit assessment criteria, CBA allows students to conduct peer and self-
assessment and in this way to see their gaps and strengths independently. Moreover,
teachers claimed that CBA also benefited parents, since “through the comments, they can
know the gaps [in knowledge], the level of their child and how to develop it” (Zarina).
Some teachers highlighted that marks in five point-grading systems were not so
informative. Additionally, the preliminary score in percentage form which is then
transferred into final marks according to the five-point scale was mentioned as an
advantage of a new evaluation system. Aya was confident the percentage made final marks
different from the grades in old scale assessment. Although students can have the same
final grade (for example, “4” or “5”), the percentage “allows students to see their real
level”, “because a child with 89% has not the same level of knowledge as a child with
95%” (Aya). This means that students even if they had the same marks could see the
differences in their knowledge, which led to the teachers’ conclusion that CBA was more
objective than the five-point grading system.

The next beneficial aspect teachers pointed was that students had more freedom
while presenting their ideas and opinions and therefore were less stressed. Teachers
noticed that while being formatively assessed students “freely respond during the lessons”
(Bakhyt). In this concern, Aliya explained: “No limits because we accept all the answers
which means that a student can understand the topic from his point of view”. Thus,
students are not afraid of making mistakes and they do not have to wait for the teachers’
approval. This makes students more independent and contributes to the growth of students’

motivation.



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 44

The fourth benefit, according to teachers, is that CBA provides equal opportunities
both to active and passive students. Teachers noticed that some students can be shy or not
public. This meant that although they had knowledge they used to be passive in classroom
activities and therefore could not demonstrate explicitly their knowledge and skills.
Considering this point, Aliya shared her observations:

Some children are passive during the lessons, but during the SAU and SAT they

can have good outcomes. This can be because they are introverts. They are silent all

the time [during the lesson] but they absorb all the material.

Despite all the advantages of CBA, teachers mentioned some flaws in the way it
was introduced in mainstream schools. For example, Gulya criticized it when she stated
“There should have been a well-organized system. We took this assessment from abroad
and suddenly started implementing it in mainstream schools”. She was confident that the
transition to the new assessment system should have been gradual. The reason for that was
that teachers needed more time because "their mindset is not changed yet" (Kymbat).
Gulya supposed that "we need maybe some more 15-20 years to change", and added
sarcastically: "But we want here and now. However, it can't be this way because we need
to change the whole system. We lived with it for 70 years and now destroy”.

Moreover, some teachers questioned if CBA “fits our system of education”
(Bakhyt). They thought that it was better “to find our own way of CBA: different, similar
or adapted”, because “maybe our educational system is completely different” (Gulya).
Teachers mentioned inconsistencies in the academic programs which made it difficult to
assess students. For example, Kymbat, a Russian teacher in Kazakh medium schools with
35 years’ experience, criticized that “it is impossible to study one sound during 20
minutes” or that “there are tasks to read a sentence, but children don’t know these letters”.

Another teacher, Zarina, thought that “starting ancient history from the 5th grade” was
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difficult for children (in the past 5th graders had a simple introduction to history). These
findings were more connected to curriculum issues; nevertheless, they led to some
difficulties with summative assessment as well, since they prevented students from
acquiring knowledge properly. This also shows the importance of a well-designed and

effective curriculum as it has a direct influence on assessment practices.

To conclude, teachers had a proper understanding of the assessment role in the
learning process and its main characteristics. During the years of CBA implementation,
teachers outlined several advantages of CBA. They named such benefits of CBA as its
focus on improving and developing students' knowledge, objectivity, and transparency.
Also, teachers agreed that CBA provides more freedom to learners and is helpful while
considering children’s diversity allowing everyone to show his/her knowledge and skills.
However, teachers agreed that a gradual transition to CBA and its adaptation to

Kazakhstani realities would have made assessment more effective.
4.3. Teachers’ challenges with CBA and changes in teaching practices.

This section is divided into three subsections based on the themes that emerged in
the interviews concerning teachers’ practices with CBA: teachers’ challenges with CBA
during the first years of implementation, teachers’ current challenges with CBA, and

changes in teaching practices.
4.3.1 Teachers’ challenges with CBA in the first years.

Looking back at their past experience with CBA, teachers could see their first steps
in the period of reforms from another perspective. Most of them confessed that most of the
issues could have been avoided if they had  a better understanding of CBA prior to

implementation.
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Teachers agreed that although they had attended special preparatory courses, there
was still a lack of understanding of CBA during the first years. When they started
practicing CBA, after theoretical seminars, it was the time they faced their first challenges.
First of all, most of them realized that practice differed from the theory. In this regard,
Gulya confessed: “I could not understand how to work without marks, just saying “Good
job!”. It didn’t look like the assessment to me and it was not effective”. She also added:
“We thought that showing a thumb up/down or using smiles was enough [for feedback]”.
Some teachers confessed that misunderstanding of CBA led to some “slackness among
teachers”. It seemed to them that as there were no marks then there was no “need to require
something from students”. This meant that some teachers did not understand the goals of
the FA and feedback. Incorrect utilization of these CBA tools, as a result, led to other
issues such as low students’ academic performance and frustration because children could
not understand what teachers expected from them. Zarina recalled her first experience:

I did not understand that the tasks during the lessons should be connected with SA

to show the results. I did not understand that they [everyday activities and tasks]

construct knowledge gradually. Sometimes my tasks for FA and SA were

completely different like chalk and cheese. We had sad academic results during the

first SA.
In addition, during the first three years, teachers had to use ready-made summative tasks
from the SMK (systematic methodological complex), a special website created by NIS
teachers as a database with teaching materials for mainstream schools. Teachers said that
they had everything ready (i.e., course plans, lesson plans, and tasks for SAU and SAT), so
they did not have to create summative or formative tasks. This may be led to some
confusion and irresponsibility among teachers. For example, Bakhyt remembered: “It was

like a formality to us. We gave tasks from SMK and did not pay attention if they were
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clear to students”. One additional problem with SMK was that the tasks were difficult for
some mainstream school children. In this accordance, Zarina asserted: “We took the tasks
from SMK, but they were for NIS level [gifted students]. We did not take it into account
[during the first years]”.

Another challenge teachers usually faced at the beginning was a period when
students had to transit from a five-point grading system. Predominantly, it took time for
students to get used to the new system. Teachers remembered that some children got
relaxed and did not prepare for the lessons thinking “there are no marks”. According to
Bakhyt, parents resented that their children did not study and worried about the level of
knowledge development achieved. For example, Alma remembered how parents said:
“Children stopped preparing and opening textbooks. They just change the books for the
next day and go to the lessons”. Teachers thought this student reaction could be linked to
the new assessment system, since “they [students] were used to getting marks” (Gulya).
Therefore, when during the lesson teachers provided only comments such as “Excellent!
Good! Good job!” it seemed as if all students had a similar level of knowledge and skills
and there was no need to make efforts. Gulya asserted that: “They [students] couldn’t
perceive it [what they needed to do to achieve at higher levels]”.

Also, during the first years of CBA implementation, there was pressure from the
parents’ side caused by dissatisfaction and misunderstanding of CBA. They got used to the
five-point grading system and tried to adjust it to CBA. For example, parents perceived
comments like “Good” or “Excellent” as former “5” (the highest mark) and when the child
showed bad results during the SA they “used to come and confront the teachers threatening
to complain and write somewhere” (Bakhyt). Moreover, some parents perceived “the
comments as labels” (Azhar), so they did not realize that children received comments to

make improvements. Another reason for the issues was parents’ concern that they could
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not monitor their children’s progress. Aliya recalled when parents used to say: “I don’t
know how my child performs on every lesson”. In the past, parents were accustomed to the
idea that children received marks and through these marks, parents could monitor their
academic performance. However, Azhar noticed that today parents pay less attention to
the marks and try to support their children if they get a low score for SA which shows that
“parents are getting used to it [CBA]”.

To conclude, the main challenges teachers faced during the first stage of
implementation were 1) lack of understanding of CBA during the first years which led to
mistakes in practices; 2) students' attitude to the absence of daily marks during the

transition from five-point grading system towards CBA; and 3) pressure from parents.
4.3.2. Teachers’ current challenges.

The findings revealed teachers' agreement that CBA could be effective if it was
used correctly. Nevertheless, although four years had passed since CBA was introduced in
mainstream schools, teachers were still experiencing issues while implementing it. In this
connection, teachers outlined several current challenges.

All teachers mentioned that they did not have a clear understanding of CBA
particularly FA, feedback, peer and self-assessment. Four teachers asserted that choosing
appropriate assessment criteria and ways to evaluate was difficult for them. For example,
Aliya shared “if the criteria are too simple for children the results will be the same, but if
you want deeper results, the criteria should be appropriate”. Another current challenge was
feedback. Most teachers agreed that feedback was not an easy task because it was not
developed fully and systematized, so it was impossible for them to provide effective
feedback on every lesson. Besides, teachers’ concern was connected to students’ feedback
and peer-assessment, because children could be too direct. Therefore, sometimes teachers

were “afraid they can have a fight or get offended” (Gulya). Some teachers use peer and
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self-assessment rarely because children were not objective or serious enough; moreover,
some of them lacked skills to do it properly. One more issue was that children sometimes
could not reflect sincerely at the end of the lesson being afraid they might offend a teacher
or they perceived every lesson reflection as a daily routine. For example, in this regard Aya
said:

But sometimes children give feedback just because a teacher asks it. It can be not

true. For example, it is difficult for some children to write what they didn't like

[during the lesson]. However, if the feedback is anonymous they can write the truth.
Another challenge with adequate feedback was connected to primary school teachers’
understanding of CBA. Teachers had a dilemma when during the term they provided
predominantly positive feedback to children as they had been taught during the training,
but during the SA some children got low scores. A novice teacher, Azhar, confessed:

I don’t want SAU and SAT. Sometimes the final mark can tremendously influence

children. When during the learning process everything is good, they are active and

do their best, they get good comments. Then when they have SAU and SAT results,
sometimes they cry. After this, | don't know how to teach and assess them.

Another serious issue for teachers was fairness in assessment. Teachers claimed
that students could cheat during the SA by copying from each other or getting access to SA
tasks in advance. The issue was that in the past teachers delivered marks daily for different
tasks and at the end of the term calculated the final average mark. But currently, students
could do nothing during the terms and in the end, get a high score. In this connection,
Alma remembered: “Those who don’t study well can get a high score; on the contrary,
more able students can get a low score”. To make the situation fairer some teachers tried to

add points to more able students and lower the scores of less able students. As a result, this
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led to arguments with students as well as parents. This is how Azhar described the
situation:
They are of course angry and ask for reasons why they have different marks while
they have similar works [with those who got higher marks]. I explain to them and
their parents that the child doesn't have the same level [as a more able student]. So
the problem is that I can’t give marks the students usually deserve.
According to teachers, CBA is objective, but the system of SA lets less able students cheat
(copying from other students or having answers for SA in advance) and this is what

teachers could not accept.

To conclude, teachers’ current challenges can be classified into two categories: 1)
understanding of some specific features of CBA such as FA, feedback, self and peer-
assessment; and 2) objective final marks. Thus, the analysis of current challenges showed
that there was progress in teachers' understanding of CBA since teachers narrowed their

focus and paid attention to some specified details in the assessment.
4.3.3 Changes in teaching practices.

Participants pointed out that their teaching approach had undergone changes after
the educational reforms in secondary education were launched. Changing themselves and
their approach is still a huge challenge for most teachers; however, they noted some
progress concerning this aspect.

With CBA teachers could not utilize marks as an incentive to study, so the only
way to motivate students was to raise their interest. In this connection, most teachers
realized they need more engaging lessons and different approaches to engage students.
Therefore, more experienced teachers (more than 15 years’ experience) stated they had to
continuously self-educate in search of something new and interesting. In this regard, Aliya

confessed: “The ordinary lessons where you just sit and tell something do not work
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anymore”. Bakhyt explained that in the past teachers used only a textbook, but today they
use different resources and materials but this takes more time. Another crucial moment was
that reflection and lesson analysis had become a very important part of their work. As a
result, teachers started “to think over each step before the lesson” and conducted lessons
more consciously.

Also, teachers said that these days they should let children work more
independently showing the individual approach to every student and considering a child's
opinion. For example, Zarina described the changes this way: "With previous assessment,
we had authoritarian regime; however, here we need democratic one”. Ardak supported
this idea but in different words when she said: “I try to consider the child’s state in order
not to let him hate my subject; if he hates the teacher he will hate the lesson as well”. In
addition, Bakhyt claimed that due to the absence of marks, "there is no need to shout at the
student or tell off”. Thus, teachers’ priority on the lesson became finding an approach to
students and allow them to develop by explaining what they should do and how.

Finally, teachers claimed that “communication between teachers, students and
parents became better”. By this teachers meant that due to their everyday comments on
students’ progress both to children and parents their relationships became closer and more
transparent.

Concluding this section, it was obvious that by the fourth year of implementing
CBA teachers still faced challenges. However, their challenges were at a different level.
During the interviews, they were confident about the aspects of CBA they wanted to
improve and realized the pressing necessity to change their teaching. Also, the findings
demonstrated that the introduction of CBA to mainstream schools had affected teachers in

terms of their attitude to children and their teaching approaches.
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4.4 Conclusion

The purpose of this chapter was to present, analyze, and interpret the findings of the
current research. The findings were divided into three main themes. Based on my data

analysis above, | have interpreted the following conclusions:
1) Teachers’ perspectives towards changes in assessment.

Teachers' understanding of the rationale for changes in assessment can be categorized
into three groups: 1) the process of development of Kazakhstan as an independent country,
2) necessity to conform to modern requirements and 3) failure of five-point grading system
to satisfy updated needs. It was significant that all teachers considered that educational
changes in mainstream schools were inevitable. Young teachers adapted to CBA easier,
while more experienced teachers had some resistance towards CBA during the initial years
of the implementation. All the teachers pointed towards the significant role of PDP, teacher
collaboration, administration support, and self-education in constructing perspectives

towards CBA and its practice.
2) Teacher's perspectives towards the benefits and drawbacks of CBA.

Teachers referred to assessment as being beneficial both to teachers and students.
There are some requirements that assessment should meet, in particular, it should be
transparent, clear, comprehensive, measurable, positive, aimed at student improvement and
objective. The participants highlighted providing comments instead of daily marks as the
most important change in their assessment practices.

Teachers noted such benefits as the shift in the focus of assessment towards
improving students' knowledge and skills since the final purpose of CBA is students'
progress. Also, according to teachers CBA has such advantages as objectivity and

transparency; equal opportunity for different types of students (introverts and extroverts);
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and promotes students’ independence. However, teachers are confident that more gradual
CBA implementation and its adaptation to Kazakhstani secondary schools would have

made CBA more beneficial and systematic.
3) Teachers’ challenges with CBA and changes in teaching practices.

Most of the issues during the first four years were caused by the misunderstanding
of CBA because teachers had a theoretical comprehension of how CBA worked but lacked
practical knowledge and skills. This led to inappropriate CBA practices, which resulted in
resistance and frustration among students and parents. Though teachers as well as parents
and students were getting used to CBA and changing their perspectives towards CBA there
were still some challenges. However, their challenges were different after four years of
implementation. Mostly, they were related to the understanding of particular aspects of
CBA (FA, feedback, creating criteria, etc.) as well as technical and ethical moments. In
addition, CBA affected communication between teachers, students, and their parents
allowing these groups to work more closely together.

In the following chapter the findings will be discussed and interpreted in relation to

both the reviewed literature and the study’s conceptual framework.
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Chapter 5: Discussion

This study aimed to investigate mainstream schoolteacher’s perspectives and
experiences regarding criteria-based assessment (CBA) by answering the questions: 1)
What are mainstream schoolteachers' perspectives towards changes in the assessment?; 2)
What are the benefits and drawbacks of CBA?; 3) What were teachers' challenges and
changes in teachers' assessment practices while implementing CBA? The previous chapter
presented the main findings from the teacher interviews. This chapter is aimed at
discussing these findings in connection with the literature reviewed in Chapter Two. The
research findings were interpreted through the conceptual framework based on the

concepts of change, professional development, and assessment.
5.1 Teachers’ perspectives towards changes in assessment.

A clear understanding of the educational reform's purposes is critical for teachers
since it influences their experiences in times of change as well as the success of the
reforms (Bennet, 2011). The data analysis determined that most teachers adequately
interpreted the rationales for changes as their main assumptions were in line with previous
research conclusions (Shamshidinova et al., 2014; Yakavets, 2014). However, despite all
the teachers’ claims that changes were inevitable; their feelings towards the new
assessment practices were different, especially during the first stage of implementation.
Current results share several similarities with Bondarenko's (2019) findings, revealing that
younger participants (2-6 years of teaching experience) accepted CBA easier than some
teachers with 20-30 years' experience. However, currently, the majority of teachers tried to
adapt to the assessment alterations. Eight out of nine participants claimed that they had
adapted to or supported the shift to CBA. Only one teacher remained pessimistic about
CBA implementation arguing that despite a number of different development programs

there was little progress in her colleagues' understanding and practices of CBA. At the
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same time, only a few participants demonstrated full and obvious enthusiasm towards
Kazakh changes in assessment.

One of the factors influencing teachers' perspectives towards CBA as well as their
practices was professional development (PD). Seminars and training helped teachers to
construct their knowledge about CBA and improved some assessment skills contributing to
the understanding of changes in the assessment as found in past studies (e.g., Guskey,
2002; Starkey, et al, 2009). However, mere theoretical input was not enough to fully
comprehend CBA and utilize it correctly in classrooms as observed by Villegas-Reimers
(2003). Most teachers highlighted that collaboration, self-education, and practice were also
beneficial to develop a better comprehension of new assessment system knowledge and
gain skills on CBA (Richardson, 1997). Current findings also echoed Guskey's (2002)
results, according to which the early stage of updated assessment adoption was mostly
related to developing a theoretical base, while PDP during the following years of the
reform implementation was focused on developing teachers' specific professional skills.
The identical tendency revealed by current data analysis was that after practicing CBA in
their lessons, teachers faced a number of issues. This led to collaborative discussions of
CBA's specific aspects and, as a result, to the improvement of CBA understanding and
required skills.

Analysis of findings related to teachers' perspectives towards their role in the
implementation of this new assessment policy found two important factors that influenced
teachers' experience: their understanding of CBA and willingness to change. Most teachers
asserted that their understanding of CBA had a great impact on their practices and as a
result on students' attitude to CBA and academic performance. A similar conclusion was
reached by Leithwood et al. (2002) and Levin and Fullan (2008) when they argued that

teachers’ understanding of the reform governs how teachers implement the changes in their
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classrooms. Moreover, if teachers did not have enough wish to change their practices or
were not open to assessment alterations, they could slow down the implementation of the
reform "working as they did in the past". This echoes Fullan's (2006) concept that for
successful changes people who are responsible for implementation should have the
willingness, otherwise they are resistant to changes which influences their professional

practices.
5.2 Teacher's perspectives towards the benefits and drawbacks of CBA.

The current study revealed that almost all teachers felt they lacked a clear
understanding of CBA which, according to them, negatively affected their practices.
Earlier studies revealed the same correlation between proper understanding, knowledge,
and skills and teachers' CBA misapplication (Gimranova, 2018; Ixanova, 2018). This
supports Fullan's idea (2007) that scarcity of skills can be an obstacle to anticipated
outcomes. Nevertheless, while defining CBA, teachers used such terms as criteria,
descriptors, feedback, moderation, reflection as well as were able to distinguish FA and
SA, which manifested their understanding of CBA main features. The remarkable finding
was that teachers prioritize SA, indicating it as more significant since it reflects the results
of their work. A possible explanation for this might be that Kazakhstani schoolteachers'
work is evaluated following students' academic outcomes. However, this assumption

should be investigated more thoroughly in future research.
5.2.1 Perspectives towards benefits.

Four years of CBA implementation provided teachers with an opportunity to
analyze the new assessment policy and outline its benefits and drawbacks. In this regard,
teachers identified four main advantages of CBA: improving students’ knowledge and

skills; objectivity and transparency; more freedom and independence; and equity.
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The findings indicated that CBA helps teachers to work on their teaching strategies
more specifically since through the explicit assessment criteria they can reveal students'
strengths and weaknesses. As a result, it helped teachers to work more purposefully on
gaps and also provided students a chance to develop, shifting students' focus from
gathering marks to improving knowledge and skills. This is in agreement to the
conclusions of Carlson et al (2000), who claim that due to feedback, which is an integral
part of CBA, assessment moved from primitive students' ranking towards a bigger
educational goal that is the improvement of students' knowledge and skills through
appropriate feedback. This finding was also reported by Bondarenko (2019) in her research
conducted in one of the Kazakhstani state mainstream schools. There are also similarities
between the attitudes expressed by teachers regarding the previous assessment system
which did not provide such opportunity since most students and their parents were more
concerned about daily marks perceiving them as the final goal. In addition, CBA develops
four skills in language (reading, listening, writing, and speaking); while in the past, the
focus was more on grammar. Nevertheless, similarly to previous studies, the research
found that there were still some students who did not study properly during the term as
there were no marks and only at the end of the unit or term they made efforts sometimes
resorting to academic misconduct during SA (Abdrakhmanova, 2017; Bondarenko, 2019;
Suyundikova, 2019).

The second advantage of CBA according to the findings is its objectivity and
transparency. Due to explicit and detailed assessment criteria, both students and their
parents could indicate learners' strengths and gaps. This stopped the past arguments by
parents and students about teachers' subjective grading, which was a common thing in the
five-point grading system. This result also has been found earlier by Bondarenko (2019)

when she concluded that transparency helps to avoid misunderstanding about grades with
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students. These findings completely correlate with previous research. For example,
according to Xavier and Mehta (2006), 70% of students agree that with CBA students are
able to self-evaluate their strengths and weaknesses in academic performance and
understand how to improve it, while later Selisheva’s results (2014) found that nearly 80%
of the students perceive CBA as objective and claim that they clearly realize why they
received lower marks. When comparing my results to those of older studies, it must be
pointed out that the previous studies did not mention parents as beneficiaries of a new
assessment system, which can be considered a new finding in this area. Also, the current
study found that percentage, by which students are graded before the final marks, adds
objectivity to assessment as students realize the difference in their knowledge level when
they see "5" based on 95% and "5" based on 89%.

The next CBA advantage highlighted by the analysis is closely connected to the
previous one. This is because clear and public criteria helped to shift the focus from
teacher-centered system towards “a student-led system” (Otter, 1995, p.45). The current
findings showed that, due to the absence of fear to make a mistake and get a low mark,
students felt less stressed and freely expressed their ideas and opinions while being
formatively assessed. Another modification in the assessment such as acceptance of any
answer made students free from teachers' approval, which contributed to students'
independence, active participation in the learning process and growth of motivation (e.g.
Wilson & Peterson, 2006). This finding echoes the earlier research result which states that
CBA stimulates learners’ active role in the learning process as well as encourages students’
orientation towards self-development and self-education (Sabdenova et al., 2016).

One unanticipated finding was that teachers agreed CBA took into account different
types of learners' personalities providing equal opportunity to academically succeed both

for extroverts and introverts. Not all the students felt equally comfortable to participate
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actively in the learning process during the lessons. Some shy and modest children avoided
expressing ideas in group or pair activities. Although, these students did not have any
problems with learning acquisition in the previous assessment system such learners stayed
in the background. However, with the introduction of CBA, during SA at the end of the
unit and term which was done individually, all learners (including extroverts and
introverts) were able to demonstrate their knowledge and skills. This can mean that the
new assessment approach is flexible and ensures equal chances to students taking into

consideration their diversity.
5.2.2 Teachers’ perspectives towards drawbacks.

The current study found that CBA drawbacks are mainly connected to the reform
implementation pace and some curriculum inconsistencies. First, it was challenging for
teachers to absorb and expertize all the modifications in a short period. CBA was
introduced as a part of the updated curriculum reform that modified curriculum,
instructions, and assessment. Moreover, during the four years, it spread throughout all
secondary schools and covered all the grades from 1 to 11. Since CBA was radically
different from the former five-point grading system, teachers needed a gradual transition to
be able to change their mindset eventually. This recurring idea was mentioned by all the
experienced teachers; therefore, it can be inferred that such large-scale reforms need more
time. In this regard, Villegas-Reimers (2003) stated it is significant to realize that gaining
knowledge and developing necessary skills is a time-consuming process for teachers. In
addition, teachers also asserted that CBA implementation was not systematized and needed
adaptation to Kazakhstani schools in terms of the number of SA and inconsistencies with
the curriculum. In contrast to earlier Kazakhstani findings, however, no evidence of
teachers' concerns about alignment between CBA practices and UNT (Unified National

Testing) was detected (Bondarenko, 2019). Bondarenko (2019) found that mainstream
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schoolteachers were anxious about the inconsistency of their daily assessment practices
with multiple-choice tasks of school final test (UNT). This can be explained by the fact
that in 2019 the UNT was removed from final school exams. Although students still have
to pass the UNT after school in order to enter Kazakhstani universities, no teacher
mentioned this point during the interview, which shows that final exams affected teachers'
classroom assessment practices.

To conclude, the findings regarding the advantages and disadvantages of CBA
support the results of previous research. However there are some new findings: CBA
transparency benefited parents; CBA provides equal opportunities to demonstrate
knowledge and skills to all children, extroverts and introverts; students’ final exams direct

teachers’ daily assessment practices.
5.3 Challenges with CBA implementation and changes in teaching practices.

Teachers’ challenges with CBA. The results of this study revealed teachers'
challenges with CBA and their change during four years. During the first stage of
implementation most teachers' challenges were connected to the understanding of CBA,
students' transition from a five-point grading system to CBA, and parental pressure.
However, at present, teachers' challenges with CBA have narrowed down to understanding
some specific aspects of CBA and making sure that assessment is fair for all students.

In this study, CBA understanding seemed to be the priority for teachers both in the
past and the present. A possible explanation for that could be that teachers realized the
influence of understanding CBA on their practices which in turn could have an impact on
students’ academic achievements (Black & William, 2009; Boud, 1995; Brown, 2005).
This also accords with earlier findings, which showed that the biggest challenge for
teachers was to apply FA in practice, as the knowledge they gained from the development

programs was mostly theoretical (Abdrakhmanova, 2017; Acar-Erdol & Yildizli, 2018;
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Gimranova, 2018). The participants found a discrepancy between their knowledge and
classroom practices, which brought them to realize they had gaps in CBA understanding.
For example, during their first experiences with FA, it was difficult for teachers to
comprehend how to teach and assess students without marks. However, previous findings
showed that teachers' understanding of CBA had progressed. This result is in accordance
with Suyundikova (2019), who surveyed Kazakhstani 42 mainstream schoolteachers in her
mixed research, almost 70% of teachers asserted that they can confidently utilize CBA.
This study showed that it was not the concept of CBA, FA, or SA that teachers were
concerned about at present. In the fourth year of CBA implementation teachers were more
challenged with specific details such as making feedback more informative, descriptors
clearer and more explicit, peer and self-assessment more effective, etc. The observed
development in teachers' concerns could be attributed to everyday classroom practices and
PDP. Moreover, self-reflection, collaborative discussions, and continuous analysis of
assessment practices might be also beneficial to bridge the majority of the gaps in CBA
understanding (Guskey, 2002; Starkey, et al., 2009; Villegas-Reimers, 2003).

Another finding was related to the students' first reaction towards new assessment
practices. Some of the students became relaxed and disregarded homework. This reflects
the previous studies that brought out the loss of students' motivation to study lessons after
CBA introduction (Bondarenko, 2019; Ixanova, 2018; Malakshinova, 2018; Suyundikova,
2019). The observed decrease in learners' motivation to study can be imputed to lack of
CBA understanding among students during the transition period which led to students'
misinterpreting the absence of marks as cancellation of assessment and neglecting
preparation for lessons. This research result to some extent supports Brown's (2005)
concept that assessment encourages learning, and if there is no assessment, students will

ignore teaching.
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Another issue that teachers mentioned in their interviews was related to parental
pressure. However, the findings identified that in the past it was much stronger than at the
present time. According to teachers, parents also lack an understanding of CBA
(Bondarenko, 2019). Many parents were resistant to CBA mainly because of the absence
of marks, as they believed the marks helped to control the children's progress and also kept
them motivated (Malakshinova, 2018). In addition, teachers' misunderstanding of CBA
did not contribute to adequate CBA practices, which resulted in parents' and students'
frustration. For example, according to Ixanova (2018) during the first CBA practices
parents were not receiving either grades or feedback and therefore were not able to
evaluate their children's progress. This means that parental pressure was closely
interconnected to the previous teachers' challenges. Parents being not able to control their
children through marks and seeing children's unwillingness to study reacted negatively
towards the reform which resulted in arguments with teachers. However, the current
research found a decrease in tension between parents and teachers, which can be explained
by the awareness-raising work conducted by teachers and administration (Bondarenko,
2019).

One surprising finding was teachers' disagreement with SA marks and their
attempts to influence them. In the past teachers were assessing students daily and,
therefore, were aware of the students' approximate level of knowledge and skills, and could
predict final term marks. With CBA it became unpredictable. Some less able students
could ignore studying during the term, demonstrate low FA results, and finally get high
scores for SA receiving good term marks. Teachers thought it was unfair, suspecting
academic misconduct. This finding reflects the earlier research which found that some
learners had issues with academic integrity during SA (Suyundikova, 2019). Therefore,

teachers made attempts to affect the final grades by lowering the students' scores otherwise
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they felt it could be unfair in relation to hard-working and more able students. This
outcome shows that schoolteachers are used to comparing students which is contrary to
Green’s (2002) argument that CBA allows teachers to evaluate students' current progress
avoiding comparisons and prejudices. However, in this case, the inconsistency can be
attributed not to CBA, but to teachers' perspectives towards the concept of fairness.

Changes in teachers' classroom practices. According to Richardson (1997), the
process of acquiring knowledge and actions are closely interrelated and continuously
influence each other. In this connection, the research findings demonstrated that with CBA
introduction to mainstream schools almost all the participants indicated alterations in their
practices.

An interesting finding was that the assessment reform, through PDP and everyday
practices has changed not only teachers' practices but their perspectives towards teachers'
leadership. "Becoming more democratic” in the classroom, "taking students' opinions into
account”, "individual approach”, "trying to make lessons more interesting™ were recurring
points teachers mentioned describing their changes. Another promising finding was the
change in teachers' approach to lessons since after lesson reflection and analysis, search for
new materials, and self-education became a part of their everyday routine. Along with this,
due to CBA transparency and feedback, "communication between teachers, students and
parents became better". Teachers found that "there is no need to shout at the student or tell
off". It can, therefore, be assumed that the CBA influenced the teacher-student relationship
in a positive way. This can be considered as an important and encouraging finding in the

understanding of the CBA effects on teachers and their practices.
5.4 Summary

To conclude, this chapter discussed the major findings of the study within the

framework of the theory of change, professional development, and assessment. Teachers'
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perspectives and experiences regarding new assessment practices were the results of
ongoing processes affected continuously by many factors such as openness to changes,
PDP, and teaching practices.

Currently, teachers demonstrated a lack of confidence with some CBA tools which
raises issues in their classrooms. Also, the pace of the reform introduction and curriculum
inconsistencies were other concerns of mainstream schoolteachers in Kazakhstan.
Nevertheless, they recognized the benefits of CBA for students and saw the first promising
results. The majority of current findings were aligned with the previous research from both
international and local context except for the following results: 1) teachers prioritize SA
considering it as an indicator of their work; 2) although CBA is objective, teachers still
compare students with each other and with their previous academic outcomes; 3) CBA
provides equal opportunities to all learners; and 4) new assessment system has positively

influenced teaching practices and relationships with students.
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Chapter 6: Conclusion

The objective of this chapter is to present the summary of the research aimed to
explore the phenomenon of mainstream school teachers’ perspectives and challenges with
criteria-based assessment (CBA) in the Kazakhstani context. Specifically, the research
aimed at determining teachers’ perspectives towards changes in mainstream school
assessment, their challenges and how the modifications affected teachers’ classroom
assessment practices. There are three sections constituting this chapter: section one
provides an overview of the current research findings; section two suggests
recommendations and implications based on interview data; section three indicates the
limitations of the study and suggestions for future research; and section four is a short

conclusion.
6.1 Summary of the study findings.

In order to explore teachers' perspectives and experiences with CBA, the following
overarching research question guided the study: What are mainstream schoolteachers'
perspectives and experiences with criteria-based assessment? Additional sub-questions
included: 1) What are mainstream schoolteachers' perspectives towards changes in the
assessment?; 2) What are the benefits and drawbacks of CBA?; 3) What were the teachers'
challenges and changes in teachers' assessment practices while implementing CBA?

A phenomenological design was applied to conduct this qualitative research
investigating the phenomenon of teachers' perspectives and experiences regarding CBA.
There were nine participants recruited by homogeneous, purposive sampling. Data was
collected through one-on-one semi-structured interviews. Data analysis indicated three
main themes: teachers' perspectives towards changes in assessment, teachers'

understanding of CBA, and challenges and changes in teachers’ assessment practices.
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The interviews were analyzed based on the use of the conceptual framework which
allowed determining the interconnection between such concepts as the theory of change,
professional development, and criteria-based assessment. This means that when
modifications in the assessment were introduced, teachers constructed their preliminary
attitudes towards CBA and gained their first knowledge and skills from seminars and
training. Later, when they returned to their classroom this process continued influencing
teachers' perspectives and experiences.

Teachers’ perspectives towards changes in assessment. The main findings
regarding teachers' perspectives towards the changes were that teachers, first of all, had
different attitudes towards these modifications, especially in terms of the initial
implementation. Some more experienced teachers were resistant to CBA while teachers
with less than six years' experience accepted the reforms more positively. Due to less or no
experience with the five-point grading system, most of the less experienced teachers did
not have to change much in their teaching practices. Nonetheless, after several years of
CBA implementation, the majority of experienced teachers tried to adapt to the assessment
alterations as well. Though most of them recognized the benefits of CBA, it was noticeable
that only a few teachers were enthusiastic about the new assessment.

The important finding was that professional development (PD) was one of the
factors influencing both teachers' perspectives towards CBA and their teaching practices. It
was found that seminars and training contributed to constructing teachers' knowledge of
CBA and improving assessment skills. However, to be beneficial PDP should be both
theoretical and practical. In this regard, teacher collaboration, self-education, and
classroom practices were also useful for developing better CBA understanding and

required skills through more practical work.
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Teachers’ understanding of CBA. Another significant finding revealed by this
research was identifying two important factors influencing teachers' experience: their
understanding of CBA and willingness to change. Unwillingness to change led to ignoring
new assessment practices, while the lack of CBA understanding by the majority of the
participants resulted in challenges with assessment practices. For example, prioritizing
summative assessment (SA) led to low-quality formative assessment in particular
uninformative feedback, unclear descriptors, inefficacious peer and self-assessment.
Additionally, hasty reform implementation as well as curriculum inconsistencies
aggravated the situation since this contributed to teachers' misunderstandings and chaos.
An important finding here was that currently teachers did not have any concerns about the
lack of alignment between CBA and Unified National Testing. This means that students'
final exams and teachers' understanding of CBA guided teachers' daily assessment
practices.

Nevertheless, the current study revealed four CBA benefits: improving students'
knowledge and skills; objectivity and transparency; more freedom and independence for
students; and equity. These advantages were mentioned in previous research; however, it
was found that CBA transparency benefited not only students but also parents. Also, the
fact that the new assessment system provides equal opportunities for students in terms of
demonstrating their knowledge and skills was an unexpected result.

Teachers’ challenges and changes in teaching practices. Over the course of the
four years of implementation, the challenges teachers faced underwent some changes.
During the first stage of implementation, most teachers' challenges were related to such
aspects as the understanding of the basics of CBA, issues with students' attitudes, and
parents' pressure. After four years of implementation, teachers' challenges had narrowed to

understanding some specific aspects of CBA (efficient feedback, explicit criteria, and
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descriptors) and making assessment fair. The surprising result was teachers' perspectives
on assessment fairness. When teachers saw that some less able students received good final
marks, they tried to influence grading reasoning that it was unfair in relation to more able
and hardworking students. This can be considered as new knowledge in this field which
raises an issue of teachers' understanding of fairness in assessment.

The findings related to changes in teachers' practices revealed that CBA influenced
teachers' leadership in the classroom, teachers' attitude to students' and teachers' approach
to lessons (lesson planning, classroom teaching, after lesson reflection and discussion). The
new finding was that alterations in assessment changed teachers' perspectives towards
teachers' leadership from autocratic towards democratic. Teachers started to pay attention
to students' feelings and thoughts searching for different approaches to each student, which
eventually led to a better relationship between teachers and students.

Overall, following the conceptual framework, due to the reforms in the mainstream
school assessment system and professional development programs, teachers went through
the unique experiences of changing teaching practices and constructing new knowledge
and skills. Most of the current results complement the findings of the earlier studies.
However, there are some unexpected findings which can contribute to new knowledge in
the field of CBA implementation: 1) teachers' prioritize SA as the criterion for the success
of their work; 2) teachers' understanding of fairness in assessment; 3) new assessment
system was more equitable as it benefited all learners (extroverts and introverts); 4) CBA

had a positive effect on teaching practices and teacher-student relationships.
6.2 Implications and recommendations.

The theoretical implication of these findings is that teachers' experiences and
challenges during the CBA implementation period should be taken into account in order to

avoid issues at the time of future educational reforms. The findings of this research
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provided insights about teachers' perspectives and experiences with CBA implementation
in the context of Kazakhstani mainstream schools. Taken together, these results suggested
that changes in teachers' perspectives and classroom practices are ongoing processes,
which are influenced by teachers' attitudes towards the reform, understanding of the new
assessment practices, and well-organized professional development. The study results
indicated the need for the following implications and recommendations:

Recommendations for the Ministry of education. First, during the CBA
implementation more experienced teachers needed special attention due to their resistance
towards the reform. Therefore, in periods of reform introduction, there should be a well-
planned professional development strategy with the focus not only on developing teachers'
knowledge and skills but also the attitude towards the changes. Also, the programs should
be both theoretical and practical including new materials, demo lessons, discussions,
reflections, and analysis.

Second, a large-scale reform such as the introduction of CBA to all Kazakhstani
mainstream schools needs time. Accordingly, it is better to introduce changes to education
gradually in order to allow teachers to adjust to modifications and construct a clear
understanding of the new methods.

Third, teachers' assessment practices depend not only on their understanding of
CBA and necessary skills but also on teachers' perceptions of fairness in assessment. This
means there should be some standards to make assessment objective and fair. Seminars and
training could be helpful to work out issues with a fair assessment.

Recommendations for school administrations. According to findings, school
administrations also played an important role in CBA implementation in terms of support
and direction. In times of change, some teachers can be confused; therefore the ability of

the school administration to guide teachers in the appropriate direction and create the
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necessary atmosphere is critical. Organizing seminars, training, and teacher collaboration
as well as identifying topics for discussions can contribute to teachers' confidence in CBA.
For example, at the present time actual topics, according to teachers' current challenges,
can be formative assessment, peer and self-assessment, feedback, as well as the issue of
explicit criteria and descriptors.

Recommendations for teachers. One of the major recommendations for teachers
is to be open to new knowledge and collaborative work in the period of reform
implementation. More experienced teachers should realize that they work in times of
constant change which will continuously affect their teaching practices. Also, teachers
should understand the concept of fairness in assessment in order to avoid double standards

while evaluating students.
6.3 Limitations and Suggestions for Future Research

Considerably more work is needed to determine the patterns and inconsistencies in
teachers’ experiences with CBA which can be generalized more confidently. The small
sample size which is limited to teachers from central Kazakhstan does not allow for
generalization of the results and suggests a degree of caution. This study lacks the
perspectives and experiences of teachers from other regions. Therefore, future research can
include participants from different regions, since, for example, teachers' experiences from
urban and rural mainstream schools can differ presenting other viewpoints to the reform.
Also it can explore a larger sample of participants including other stakeholders (e.g.
students, parents, school administrations). At the same time, in this study | looked back
retrospectively over the course for the four year implementation to see the change based on
my conceptual framework. This, along with the two previous studies on CBA, provided
snapshots of the reform processes. A mixed method longitudinal study of CBA

implementation at the national level reform by following schools and surveying nationally
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would be more beneficial to see the change as it occurred over time as well as more
generalizable.

Another limitation was my outsider position, as | do not belong to teachers from
mainstream school and work in Nazarbayev Intellectual School, which first implemented
CBA. This fact could influence the attitude towards the research and level of sincerity of
my participants. Additionally, although | have attempted to rely only on interviewees'
responses and explain the phenomenon of teachers' experiences with CBA from
participants' perspectives, my own lenses in filtering the information may have an impact

on research conclusions as well.
6.4 Conclusion

To sum up, the current research provided a clearer picture of the CBA
implementation processes by shedding light on the lived experiences of Kazakhstani
mainstream schoolteachers with a new assessment system. The study answered the
research questions revealing some changes in teachers’ perspectives towards the reform,
the benefits and drawbacks of the updated assessment approach, teachers’ challenges with
CBA, and changes in teaching practices. The current conclusions are of great significance
to me as a researcher since they determine the aspects in this field that are relatively well-
explored at the present time and indicate the areas for future studies. Thus, in my future
study | am planning to have a larger sample of participants as well as include perspectives

and experiences of different stakeholders which will make the research more generalizable.



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 72

References

Abdrakhmanova, B. (2017). Teacher perceptions toward assessment at one of the public
schools in Akmola region, Kazakhstan (Unpublished master’s dissertation).
Nazarbayev University, Nur-Sultan, Kazakhstan.

Acar-Erdol, T., & Yildizli, H. (2018). Classroom assessment practices of teachers in
Turkey. International Journal of Instruction, 11(3), 587-602.

Alekenova, B. (2019) Petitciyu Protoiv Novoi Sistemy Otcenok SOR i SOCH Napisali
Roditeli Kazahstanskih Shkolnikov [Petition against new assessment system SAU
and SAT was created by parents of Kazakhstani students]. Alau Infor Portal.

Retrieved from https://alau.kz/peticiju-protiv-novoj-sistemy-ocenok-sor-i-soch-

napisali-roditeli-kazahstanskih-shkolnikov/

Al-Saadi, H. (2014). Demystifying Ontology and Epistemology in research methods.
University of Sheffield, 1-11.

Andrade, H. L., Du, Y., & Mycek, K. (2010). Rubric-referenced self-assessment and
middle school students’ writing. Assessment in Education: Principles, Policy &
Practice, 17(2), 199-214.

Autonomous Educational Organization “Nazarbayev Intellectual Schools”, n.d. History.
Retrieved from http://www.nis.edu.kz/ru/about/history/

Bennett, R. E. (2010). Cognitively based assessment of, for, and as learning (CBAL): A
preliminary theory of action for summative and formative
assessment. Measurement, 8(2-3), 70-91. DOI:
https://doi.org/10.1080/15366367.2010.508686

Biggs, J. (2003). Aligning teaching and assessing to course objectives. Teaching and

Learning in Higher Education: New Trends and Innovations, 2(4), 13-17.


https://alau.kz/peticiju-protiv-novoj-sistemy-ocenok-sor-i-soch-napisali-roditeli-kazahstanskih-shkolnikov/
https://alau.kz/peticiju-protiv-novoj-sistemy-ocenok-sor-i-soch-napisali-roditeli-kazahstanskih-shkolnikov/

CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 73

Black, P., Harrison, C., Lee, C., Marshall, B., & Wiliam, D. (2004). Working inside the
black box: Assessment for learning in the classroom. The Phi Delta Kappan, 86(1),
8-21.

Black, P., & Wiliam, D. (2005). Inside the black box: Raising standards through classroom
assessment. The Phi Delta Kappan, 80(10), 139-144, 146-148.

Black, P., & Wiliam, D. (2009). Developing the theory of formative
assessment. Educational Assessment, Evaluation and Accountability 21(1), 5.

Bondarenko, M. (2019). Influences of criteria-based assessment on English language
teachers’ teaching practices: a case of one mainstream secondary school in
Kazakhstan (Unpublished master’s dissertation). Nazarbayev University, Nur-
Sultan, Kazakhstan.

Boud, D. (1995). Assessment and learning: contradictory or complementary. Assessment
for Learning in Higher Education, 35-48. Retrieved from
https://pdfs.semanticscholar.org/0a21/9014d65c5e5¢c1ce81b92eb3elcdb5¢768237.p
df

Brown, S. (2005). Assessment for learning. Learning and Teaching in Higher Education,
1(4), 81-89.

Carlson, C. (2012). Perspectives of criteria based assessment in the international
baccalaureate’s middle years programme. Retrieved January, 1, 2015.

Carlson, T., Macdonald, D., Gorely, T., Hanrahan, S., & Burgess-Limerick, R. (2000).
Implementing criterion-referenced assessment within a multi-disciplinary university
department. Higher Education Research & Development, 19(1), 103-116.

Cohen, L., Manion, L., & Morrison, K. (2007). Research methods in education. New York:

Routledge.



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 74

Creswell, J. W. (2007). Qualitative inquiry and research design: Choosing among five
approaches. Thousand Oaks, CA: Sage Publications.

Creswell, J. (2014). Educational research: Planning, conducting, and evaluating
quantitative and qualitative research: International edition (4th ed.). Boston:
Pearson

Crooks, T. J. (1988). The impact of classroom evaluation practices on students. Review of
Educational Research, 58(4), 438-481.

Dixson, D. D., & Worrell, F. C. (2016). Formative and summative assessment in the
classroom. Theory into Practice, 55(2), 153-159.

Fullan, M. (2007). Leading in a culture of change. John Wiley & Sons. Retrieved from:
https://files.eric.ed.gov/fulltext/ED467449.pdf

Fullan, M. (2006). Change theory. A force for school improvement. Jolimont, Victoria:
Centre for Strategic Education. Retrieved from:
https://www.schoolturnaroundsupport.org/sites/default/files/resources/1339607263
0.pdf

Fullan, M., & Hargreaves, A. (Eds.). (2009). Change wars. Solution Tree Press.

Gimranova, A. (2018). Implementation of new curriculum reform in secondary education
of Kazakhstan: Study of teachers’ perspectives. Doctoral dissertation, Nazarbayev
University Graduate School of Education, Astana.

Gipps, C. (2011). Beyond Testing (Classic Edition): Towards a theory of educational
assessment. Routledge.

Golnik, O. (2018, October 4) Kriterialnoe otsenivanie v nachalnoi shkole Kazakhstana
[Criteria-based assessment in Kazakhstani primary school]. Nur.kz. Retrieved from:
https://www.nur.kz/1756033-kriterialnoe-ocenivanie-v-nacalnoj-skole-

kazahstana.html



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 75

Green, S. (2002, July). Criterion referenced assessment as a guide to learning: The
importance of progression and reliability. Paper presented in ASEESA Conference,
Johannesburg. DOI: https://www.cambridgeassessment.org.uk » Images

Guskey, T. R. (2002). Professional development and teacher change. Teachers and
Teaching, 8(3), 381-391.

Harlen, W. (2005). Teachers' summative practices and assessment for learning—tensions
and synergies. Curriculum Journal, 16(2), 207-223.

Hargreaves, A. (2001). Changing teachers, changing times: Teachers' work and culture in
the postmodern age. Great Britain: A&C Black.

Hornby, W. (2003). Assessing using grade-related criteria: A single currency for
universities?. Assessment & Evaluation in Higher Education, 28(4), 435-454.

Hunter, D., Mayenga, C., & Gambell, T. (2006). Classroom assessment tools and uses:
Canadian English teachers’ practices for writing. Assessing Writing, 11(1), 42-65.

Informational and Analytical Centre (2017). National Report on education. Astana: MoES
Republic of Kazakhstan.

Ixanova, U. (2018) Fifth and seventh grade mainstream schoolteachers’ perceptions of the
renewed curriculum: a qualitative single case study in Central Kazakhstan
(Unpublished Master’s thesis), Nazarbayev University Graduate School of
Education, Astana.

Leithwood, K., Steinbach, R., & Jantzi, D. (2002). School leadership and teachers’
motivation to implement accountability policies. Educational Administration
Quarterly, 38(1), 94-1109.

Levin, B., & Fullan, M. (2008). Learning about system renewal. Educational management

administration & leadership, 36(2), 289-303.



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 76

Looney, J. W. (2011), “Integrating Formative and Summative Assessment: Progress
Toward a Seamless System?”, OECD Education Working Papers, No. 58, OECD

Publishing. Retrieved from: http://dx.doi.org/10.1787/5kghx3kbl734-en

Lopez, V., & Whitehead, D. (2013). Sampling data and data collection in qualitative
research. Nursing and Midwifery Research: Methods and critical appraisal for
evidence-based practice, 124-140.

Malakshinova, A. (2018). SOCH and SOR: Chto eto za sistema i pochemu yeu ne dovolny
roditeli [Summative for a unit and term: What is it and why parents are unhappy].
Inform Buro. Retrieved from https://informburo.kz/stati/soch-i-sor-chto-eto-za-
sistema-i-pochemu-eyu-nedovolny-roditeli-shkolnikov.html

McLaughlin, C., Winter, L., Kurakbayev, K., Kambatyrova, A., Torrano, D., Fimyar, O.,
Ramazanova, A. (2016). The Improvement of Secondary Education Curriculum of
Kazakhstan in the Context of Modern Reforms (unpublished report). Astana:
Nazarbayev University Graduate School of Education

MacMilan, J. (2014). Classroom Assessment: Principles and Practice for Effective
Standard-Based Instruction (6th ed.). USA, NJ: Pearson Education, Inc.

National Research Council. (2001). Classroom assessment and the National Science
Education Standards. Washington, DC: National Academies Press Retrieved from
http://www.nap.edu/catalog/9847/ classroom-assessment-and-the-national-
scienceeducation-standards.

Ni Chréinin, D., & Cosgrave, C. (2013). Implementing formative assessment in primary
physical education: Teacher perspectives and experiences. Physical Education and
Sport Pedagogy, 18(2), 219-233.

Noonan, B., & Duncan, C. R. (2005). Peer and self-assessment in high schools. Practical

Assessment, Research and Evaluation, 10(17), 1-8.


http://dx.doi.org/10.1787/5kghx3kbl734-en

CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 77

Opdenakker, R. (2006, September). Advantages and disadvantages of four interview
techniques in qualitative research. In Forum qualitative sozialforschung/forum:
Qualitative social research (Vol. 7, No. 4).

Otter, S. (1995). Assessing competence: the experience of the enterprise in higher
education initiative. Assessing competence in higher education. London: Kogan
Page, 43-64.

Patton, M. Q. (2015). Qualitative research & evaluation methods (4th ed.). Thousand Oaks,
CA: Sage

Pitman, J. A., & Dudley, R. P. (1985, June). Criteria-based assessment: The Queensland
experience. In 11th International Conference of the International Association for
Educational Assessment, Oxford, England (Vol. 27).

Puppin, L. (2007). A Paradigm Shift: From Paper-and-Pencil Tests to Performance-Based
Assessment. In English Teaching Forum (Vol. 45, No. 4, pp. 10-17). US
Department of State. Bureau of Educational and Cultural Affairs, Office of English
Language Programs, SA-5, 2200 C Street NW 4th Floor, Washington, DC 20037.

Rahman, M. (2018). Exploring teachers practices of classroom assessment in secondary
science classes in Bangladesh. Journal of Education and Learning, 7(4), 274-283.

Rasooli, A., Zandi, H., & DeLuca, C. (2019). Conceptualising fairness in classroom
assessment: exploring the value of organisational justice theory. Assessment in
Education: Principles, Policy & Practice, 1-28.

Richardson, V. (Ed.). (1997). Constructivist teacher education: Building new
understandings. United Kingdom: Falmer Press LTD.

Sabdenova, U., Asylbecova, G., Dikanbaeva, A., Abdibaeva, M., Kadyrova, R.,
Kuandykova, E., & Yermakhanov, M., (2016) Kriterialnoe otsenivanie

uspevaemosti v shkole [Criteria-based assessment of the school performance].



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 78

Mezhdunarodniy Zhurnal Prikladnyh i Fundamentalnyh Issledovaniy, 1(3), 424-
425.

Sadler, D. R. (1989). Formative assessment and the design of instructional
systems. Instructional Science, 18(2), 119-144.

Sadler*, D. R. (2005). Interpretations of criteria-based assessment and grading in higher
education. Assessment & evaluation in higher education, 30(2), 175-194.

Saefurrohman, S., & Balinas, E. S. (2016). English teachers classroom assessment
practices. International Journal of Evaluation and Research in Education), 5(1),
82-92.

Sato, M., Wei, R. C., & Darling-Hammond, L. (2008). Improving teachers’ assessment
practices through professional development: The case of National Board
Certification. American Educational Research Journal, 45(3), 669-700.

Selisheva (2014) Influence of criteria-based assessment of academic achievements on
personal characteristics of students from 7-8 grades. Doctoral dissertation,
Moscow Metropolitan Pedagogical University, Moscow.

Sethusha, M. J. (2012). An investigation of the challenges affecting teachers' classroom
assessment practices (Doctoral dissertation, University of South Africa).

Shamatov, D. (2012). Teachers’ pedagogical approaches in Kyrgyzstan: Changes and
challenges. Retrieved from http://nur.nu.edu.kz/handle/123456789/1324

Shamshidinova, K., Ayubayeva, N., & Bridges, D. (2014). Implementing Radical Change:
Nazarbayev Intellectual Schools as Agents of Change. In Educational reform and
internationalization: The case of school reform in Kazakhstan, Cambridge:

Cambridge University Press.



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 79

Starkey, L., Yates, A., Meyer, L. H., Hall, C., Taylor, M., Stevens, S., & Toia, R. (2009).
Professional development design: Embedding educational reform in New Zealand.
Teaching and Teacher Education, 25(1), 181-189.

Stiggins, R. J. (2001). The unfulfilled promise of classroom assessment. Educational
Measurement: Issues and Practice, 20(3), 5-15.

Suyundikova, G. (2019). Teachers’ attitudes towards implementation of the upgraded
curriculum in a secondary school in Aktau, city of Mangystau Province,
Kazakhstan (Unpublished master’s dissertation). Nazarbayev University, Nur-
Sultan, Kazakhstan.

Taras, M. (2005). Assessment—summative and formative—some theoretical
reflections. British Journal of Educational Studies, 53(4), 466-478.

Taras, M. (2008). Summative and formative assessment: Perceptions and realities. Active
Learning in Higher Education, 9(2), 172-192.

Turner, F., Wilson, E., Ispussinova, S., Kassymbekov, Y., Sharimova, A., Balgynbayeva,
B., Brownhill, S., (2014). Centres of excellence: Systemwide transformation of
teaching practice. In Educational reform and internationalization: The case of
school reform in Kazakhstan, Cambridge: Cambridge University Press.

Villegas-Reimers, E. (2003). Teacher professional development: an international review of
the literature. Paris: International Institute for Educational Planning.

Xavier, R. J., & Mehta, A. (2006). Understanding assessment: The student experience of
criterion-referenced assessment in a public relations course. Asia Pacific Public
Relations Journal, 6(1), 223.

Yakavets, N (2014) Educational Reform in Kazakhstan: The First Decade of
Independence. In Educational reform and internationalization: The case of school

reform in Kazakhstan, Cambridge: Cambridge University Press.



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 80

Webber (2000) Critical thinking as culture: Teaching post-Soviet teachers in Kazakhstan

Wiggins, G. (1998). Educative Assessment. Designing Assessments to Inform and Improve
Student Performance. Jossey-Bass Publishers, 350 Sansome Street, San Francisco,
CA 94104.

Wilson, S. M., & Peterson, P. L. (2006). Theories of learning and teaching: What do they
mean for educators? (p. 2). Washington, DC: National Education Association.

Wiliam, D. (2011). What assessment can—and cannot—do. September 16, 2011 issue of
Pedagogiska Magasinet, a Swedish education journal.

Winter, L., Rimini, C., Soltanbekova, A., & Tynybayeva, M. (2014). The Culture and
Practice of Assessment in Kazakhstan - An Alternative Model and the Future. In
Educational reform and internationalization: The case of school reform in
Kazakhstan, Cambridge: Cambridge University Press.

Zhakienova, A. (2019, November 18). Kriterialnoe otsenivanie kak uslovie uspeshnogo
obucheniya uchaschihsya [Criteria-based assessment as a condition for successful

student learning]. Bilimdi El. Retrieved from https://bilimdinews.kz/?p=74664



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 81

Appendix A

TEACHER INFORMED CONSENT FORM

CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI MAINSTREAM SCHOOLS:
TEACHERS’ PERSPECTIVES AND EXPERIENCES.

My name is Zhuldyz Turganalina. | am a student at Nazarbayev University,
working with my faculty supervisor, Professor Kathy Malone in Graduate School of
Education.

DESCRIPTION: You are invited to participate in a research project which concerns
investigation of Kazakhstani teachers’ perspectives and experiences with criteria-based
assessment. This is important to note that the researcher is not going to evaluate teachers’
practices; the only aim of the researcher is to know more about teachers™ experiences with
criteria-based assessment. You will be asked to participate in a private 45-60-minute
interview with me and asked a series of questions about your perspectives and experiences
with criteria-based assessment. The interview will be scheduled at a place and time of your
convenience. Participation in the research 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. With your permission the interview will be audio
taped. The recording is to accurately record the information you provide and will be used
for transcription purposes only. 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 this will
protect from any identification of the real names of participants. Research findings will be
included in the final research report and may be used at potential conferences and/or
publications, however the interviewees names or working places will never be mentioned.
The recordings and transcriptions of the research will be destroyed as soon as the research
is finished (by August 2020). 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.

TIME INVOLVEMENT:

Your participation in the interview will take approximately 45-60 minutes.

RISKS:

There are no major risks to participants associated with the present study. The minor risks
related to revealing the names of participants will be minimized by conducting the
interviews outside schools and using pseudonyms that will ensure the anonymity. The
participants may also be uncomfortable sharing personal information and worry about
confidentiality. In this consent form, | guarantee that the access to recordings and
transcriptions will be to the researcher only. After the research is finished, all the
recordings and transcriptions will be destroyed. In addition, there may be minimal
psychological risks, such as fear or embarrassment to disclose their feelings or ideas, 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, and the researcher is not going to evaluate or judge
them. They may also fear misinterpretation of the interview answers by a researcher
(intentionally or unintentionally). To minimize these risks, the researcher will return at
another date to conduct member-checking, to review the transcripts with participants, so
they can edit or revise their responses.

Your rejection to participate will not affect in any way to your relationship with
Nazarbayev University or your current employment.
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BENEFITS:

First, teachers can benefit from this research by clarifying their comprehension of the CBA
which could lead to improving of their classroom practices. In addition, they can have their
voices heard and try to let policy makers know about their issues. Second, due to the lack
of studies on the implementation of criteria-based assessment in a Kazakhstani context,
particularly in mainstream secondary schools, the current study, will greatly contribute to
the research/knowledge gap in this field. Finally, educational stakeholders may use the
findings and recommendations of this paper for further development of quality education
and teacher professional development in Kazakhstan.

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, (Professor Kathy Malone, kathymalone@nu.edu.kz)

The researcher: Zhuldyz Turganalina zhuldyz.turganalina@nu.edu.kz, +7
XXXXXXXXXX

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

Please 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 I am free to withdraw from the study at any time without giving a
reason;

+ With full knowledge of all foregoing, I agree, of my own free will, to participate in this
study.

Participant Signature: Student Researcher Signature:

Date: Date:


mailto:zhuldyz.turganalina@nu.edu.kz
mailto:gse_researchcommittee@nu.edu.kz
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®opma HHPOPMALMOHHOIO COTIACHS YUYACTHUKA
KputepuanbHoe OllCHMBaHKUE B Ka3aXCTAaHCKHUX O0IIE00pa30BaTEIbHBIX IITKOJIAX:
Bunenue u onbIT yuuTenen.

Memns 3oByT XKynaeis Typrananuna. S, crynenrka HazapbaeB YHuBepcurera,
paboTaro Ha/l ’TUM IIPOEKTOM COBMECTHO CO CBOMM HayUYHBIM PYKOBOAMTEIIEM,
npodeccopom Bricmieit mkoibl oopazoBanusi, Kot MaioyH.

OIIMCAHME: Bbl nnpuriamieHsl IpUHATh Y4aCTUE B UCCIEAOBAHUM, KOTOPOE HAMPABICHO
Ha MU3y4YeHUe BUACHUA U olbiTa KazaxCTaHCKUX yuuTelel B KpUTEPHUaIbHOM OLICHUBAHUH.
BaxxHo otmeTuTh Lienblo faHHOrO ucciaenosanusa HE saBiserca onenka
IIPENOAABATEIbCKON NEATEIbHOCTH, CIMHCTBEHHAS 1I€JIb — JTO U3Y4YECHHUE OIbITa YUUTEICH
B IUIaHE KPUTEPUAIBHOTO OlIeHWBaHUs. BaM OyzaeT nmpeanokeHo yyacTue B MHTEPBbIO,
JUIMTEIBHOCTh KOTOPOT'O COCTaBIIsAET MpUMEpHO 45-60 MUHYT U 3a7aHbl BOIIPOCHI HA TEMY
Balllero BUJICHUS U OIbITa B KPUTEPHAILHOM OLIEHUBAaHUU. Bbl MoXeTe BbIOpaTh BpeMs U
MECTO IIPOBEJCHUS UHTEPBBIO YA00HOE AJIs Bac. Y4YacTHE B UCCIIEIOBAaHUU SIBIISIETCS
TOOPOBOJIBLHBIM, TAaKXKe, B ClTydae eciii Bl mocunTaere HEKOTOPBIE BOIIPOCHI B HHTEPBBIO
CJIO’KHBIMU WJIM HEKOM(OPTHBIMU, BBl MOXKeTe HE 0TBEYaTh Ha HUX, B TAKOM CITydae
UCCJIEI0BATENb IIPOAOIKUT UHTEPBbIO J1ajbllie. Bbl MOXKeTe 0TKa3aThCsl OT y4acTus B
UCCJIEJOBAaHUM U OCTAHOBUTH UHTEPBBIO, KAK TOJIBKO ITOCUUTAETE HYKHBIM. VIHTEpBbIO
OyJIeT 3anuchIBaThCS, ayJUO 3alUCh OYIeT UCII0Ib30BaHa TOJIBKO JJIs JaJIbHEHIIIETo
TpanckpuOupoanus. [locie TpaHCKpHOUpPOBaHMS, 3aITUCH U TPAHCKPHUIIT OyIET XPaHUTHCS
B 3aKpBITON TymMOe B orice, OTAEIBHO OT popM HH(POpPMAITMOHHOTO coriacus. Bes
uHpOpMaLUs 10 pe3ybTaTaM UCCe0BaHMsI KOH(PUASHIMAIbHAs, JOCTYI K Hel Oyaer
TOJIBKO y CaMOTI'0 MCCIIEA0BATENS], YTO FAPAHTUPYET, YTO HUKTO HE CMOXKET
UICHTU(UIMPOBATH HACTOALINE UMEHA YYAaCTHUKOB. /laHHbIe nccienoBaHus OyxyT
BKJIIOYEHBI B 3aKJIFOYMTENbHBIN T€3UC HCCIE0BATENS U MOTYT OBITh UCIIOJIb30BaHbI B
KOH(pepeHIMAX U MyOIrKalusaX, TeM HE MEHee, HU UMEHa YYaCTHUKOB, HU UX MECTO
paboThl He OyAyT YIOMUHATHCA. 3alMCH U TPAHCKPUNITHI Oy1yT YHUUYTOXKEHBI 110
3aBepiueHus uccienosanus (Asryct, 2020). Bee uto 06cysxaanoch Ha MHTEPBbIO
ocTaHeTCsl KOH(PHIEHIIMATIbHBIM, U Ballla INYHOCTb He OyJIeT packpbiTa. Takxke ¢ 1eNbio
KOH(HIEHIIMATBHOCTH, TIPU ONMCAHUU JaHHBIX UCCIIEOBAHUS YYaCTHUKAM OyIyT
IIPUCBOEHBI IICEBJOHUMBI WJIM HOMEpa, K npuMmepy, Yuutenb Nel nnu Yuutens A. [lonnas
AHOHUMHOCTb OyJIeT coxpaHeHa, Barie ums uinm Ha3BaHue Mecta paboThbl He OyayT
packpbIThl. B mpouiecce aHanm3a J0CTyH K JaHHBIM Oy1yT UMETh TOJIBKO PYKOBOJUTENb 110
IPOEKTY U uccienonatelb. C 1enbio NOATBEPKACHHS MPAaBUILHOCTH TOHUMaHUS BaIIUX
OTBETOB U JIJIsl yCTPaHEHUs BOSMOXKHBIX HETOPA3yMEHHUI UM COMHEHUI HCCIIe10BaTeNb
npenoctaBuT Bam cBom 3anucu nocie ux oopmiieHus. 3anucaHHble HHTEPBbIO Oy Iy T
XPaHUTBHCS OTNIENBHO OT (POPMBI HHPOPMAIIMOHHOTO COTJIacusi, B 0€3011acHOM MeCTe.
JUIMTEJIBHOCTD UHTEPBBIO: Yyactue B unTepBbio Oyaet mnthes 45-60 MUHYT.
PUCKMU: bonpuinx puckoB, CBSI3aHHBIX C y4acTUEM B UcclieJoBaHUM, HeT. Hebompiine
PHUCKH, CBSI3aHHBIE C PACKPHITHEM HUMEH YYaCTHUKOB, Oy1yT MUHUMU3UPOBAHBI TEM, UYTO
MHTEPBbIO OYAYT NPOXOAUTH BHE LIKOJIBI U UCIIOJIb30BAHUEM TICEBAOHUMOB JIJIS
AQHOHMMHOCTH. Y YaCTHHUKH TaK)K€ MOTYT [TOYyBCTBOBaTh HEYA0OCTBO, KOrna OyayT
JeNUTHCS TMYHON MHpOpMaIuei nin 6ecroKouThCsl 00 KOHGUASHIMATLHOCTH. B aToi
UHPOPMALIMOHHOM (hopMe cornacus s TapaHTUPYIO YTO JOCTYII K 3alUCSIM U
TpaHCKpHNTaM OyJIeT UMETh TOJIbKO HccieoBarenb. Kak ToabKko nccienoBanue Oyaer
3aBEpILEHO, 3aIMCH U TPAHCKPUNITHI OyIyT YHUUITOXKEHBI.



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 84

JIOTIOTHUTENBHO MOTYT OBITh MUHUMAJIbHBIE TICUXOJIOTHUECKUE PUCKH, TAKUE KaK CTpax
WIM CMYILIEHHUE PACKPBITh CBOM YyBCTBA U MJIEU, WIIK BO3MOXKHBIX HE OUEHb MPUATHBIX
BOocrIOMHHaHUi. VccrenoBaTens 3aBepseT, YTO €ro Lelb y3HATh 00JbIIe 00 ONbITe
YUUTEIs, HO HE OLIEHUBATh WM OCYXJaTh. TaKke BO3MOXKHBIM PUCKOM MOXET OBITh
HENPaBWJIbHOE TOJIKOBaHKE Bammx oTBETOB (HaMEpEHHO UM HENpeaHaMepeHHO). Bo
n30exaHue STUX PUCKOB UCCIIEN0BATENb BEPHETCS B IPYIOl J€Hb C LEIbI0 IPOBEPKHU
IIPABWJIBHOTO TOJIKOBaHUsI OTBETOB, IPOCMOTPA TPAHCKPUIITOB U BOZMOXKHOCTH
pENaKTUPOBAHUS.

VYyacTue WM OTKa3 NPUHUMATh Y4YacTUE B IPOEKTE HE NOBIMAOT Ha Bamm
otHouenust ¢ HazapOaeB YHuBepcurerom unu Ha Bamry paboty.

I[TPEMMYIIECTBA: Bo-niepBbIX, y4UTEIS UMEIOT BO3MOXHOCTb Pa3BUTh CBOE
IIOHUMaHUE KPUTEPUATIBHOTO OLIEHUBAHUS, YTO MOKET IIPUBECTH K YITyUILIECHUIO
MpenoaaBaTeNbCKoi NpakTuku. K Tomy ke, yautesns HMEIOT BO3MOXKHOCTb OBITh
YCIIBIIIIAaHHBIMH U TTOTIBITATHCS IOHECTH CBOU MPOOJIEMBI 0 MOIUTUKOB. BO-BTOpBIX, B
CJIEICTBUM HEJ0CTAaTKa UCCIEJOBAHUMN 110 BHEAPEHUIO KPUTEPUAIIBHOTO OLICHUBAHMS B
KoHTeKkcTe KazaxcTana, B 4acTHOCTH B 00111€00pa30BaTeNbHBIX MIKOJIAX, JAaHHOE
HCCJIEIOBAaHHE MOXKET BHECTH CBOM BKJIAJ] B ICCIIEOBAaHUA JaHHOU obOnactu. B
3aKJIOYEHUH, BCE 3aMHTEPECOBAHHBIE JIUILIA MOTYT BOCIIOJIb30BAThCS pe3ybTaTaMu U
PEKOMEHAALUSAMHU 3TOTO UCCIIEIOBAaHUS /IS JaJIbHEHIIEro pa3BUTUs KauyecTBa
o0Opa3oBaHus 1 IpoeCcCHOHATBHOTO pocTta yunrteneld Kazaxcrana.

[TPABA YUACTHUKA: Eciu Bel npounTtany 1aHHY10 GOpMY U PELIWIN IPUHSTD
ydacTue B IaHHOM MCCJIE10BaHUH, Bbl T0JIKHBI IOHUMATh, 4TO Baile yuactue sBisiercs
JOOPOBOJILHBIM | YTO Y Bac ecTh mpaBo 0TO3BaTh CBOE COTIIACHE HITH MPEKPATUTH YIACTHE
B JTF000€ BpeMmst 0e3 mTpadHBIX CAHKIUN U 0e3 MOTepr KaKou - INO0 BO3MOKHOMN BBITOJIBI
U1 Bac. B kaduecTBe aJlbTepHATHBBI MOKHO HE y4acTBOBAaTh B UCCIENOBaHUM. Taxxe Bbl
MMeeTe MpaBo He OTBEUaTh Ha Kakue-1100 BOMpockl. Pe3ynbTaTsl JAHHOTO MCCIEA0BAHUS
MOTYT OBITH IIPEICTABICHBI WIH OMYOJINKOBAHbBI B HAYYHBIX MU MPOPECCHOHATBHBIX
LETAX.

KOHTAKTHAA MTHOOPMAILIMA: Bonpocsr: Ecniu y Bac ectb Bonpocsl, 3aMedaHust Uiu
’aJto0bl IO MOBOY JaHHOTO UCCIIEI0BaHMs, IPOLIEYPHI €r0 MIPOBEACHUS, PUCKOB U
IIPEUMYIIECTB, BBl MOXKETE CBSI3aThCS C pyKOBOJUTEIIEM HCCIIE0BATENS, UCIIOIb3YS
cienyrouue aannele: [lpodpeccop Katu Manoyn WM C UCCIIEJOBATEIEM
Kynners Typrananunoi F7TXXXXXXXXXX. He3zaBucrmble KOHTAKTHI:
Ecnn Bbl He y10BIETBOPEHBI TPOBEJEHUEM JAHHOT'O HCCIIEN0BaHus, eciiu y Bac Bo3HUKIN
Kakue-JIn60 mpoOieMsl, xajao0bl WK BONIPOckl, Bbl Moxere cBs3aThest ¢ KomureTom
Uccnenosanwnii Bricieit [lkonsr O6pa3oBanust HazapbaeB YHuBepcuteTa 1o tenedony
+7 717270 93 59 unu oTnpaBUTh MMUCHMO Ha DJIEKTPOHHBIN aapec:
gse_researchcommittee@nu.edu.kz

[Toxanyiicra, moAanuumMTe MaHHYIO (opMy, eciiu Bel coryiacHbl yqacTBOBaTh B
HCCIIEI0BAHUH.

* 51 BHUMATENBHO U3YYMII IIPE/ICTABICHHYIO HH(OPMALIHIO;

* MHe npeocTaBuiIv MOJHYIO HHPOPMAIIHIO O LENSX U MPOoLeType UCCIIEIOBAHMUS;

* 5] nonumaro, Kkak OyayT UCIIOJIb30BaHbl COOpPAaHHbIE JaHHBIE, U YTO JOCTYI K JII000
KoH(puaeHImaIbHON nH(OpMaIuu Oy1IeT UMETh TOJIBKO HCCIICIOBATEINb;

* 51 noHumaro, 4TO BIpaBe B JHOOOKH MOMEHT OTKA3aThCS OT yYacTHs B IaHHOM
uccleIoOBaHUM 0€3 00BbsCHEHUS IPUYHH;
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C IOJHBIM OCO3HAHUEM BCETO BBIIMICH3I0KEHHOTO I COTJIACCH MNPUHATH Y4aCTUC B
HCCICIOBAaHUU.

[Toanuce yyacTHUKA: [Toanuck uccnenoparens:
MHara: Mara:
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Appendix B

Interview protocol

My name is . 1 am a student at Nazarbayev University, working with
my faculty supervisor, in Graduate School of Education.

You are invited to participate in a research project which concerns investigation of
Kazakhstani teachers’ perspectives and experiences with criteria-based assessment. This is
important to note that the researcher is not going to evaluate your practices; the only aim of
the researcher is to know more about your experiences with criteria-based assessment.

You are invited to participate in a private interview and will be asked a series of
questions about your perspectives and experiences with criteria-based assessment. If there
is a necessity for clarifications, some follow up questions could be asked. In case there is,
any ambiguity or obscurity in the answers discovered later, some follow-up interviews
could be carried out with some respondents.

Participation in the research is on a voluntary basis, and you can withdraw at any
time. If you find some of the questions challenging, you may skip them, and the researcher
will continue the interview. With your permission, the interview will be audio taped. The
recording is to accurately record the information you provide and will be used for
transcription purposes only. Therefore, after the research is finished all the recordings will
be removed.

For confidentiality purposes, | will assign numbers to the interviewees or use
pseudonyms, for example, Teacher 1 or Teacher A.

Your participation in the interview will take approximately 45-60 minutes.
Semi-structured interview with open-ended questions
Questions:
1) Could you introduce yourself please? (Name, subject, grades, teaching experience)

2) How do you understand the concept of assessment? How do you understand what
criteria-based assessment is?

3) What is your prior experience in classroom assessment?
3.1) What assessment model did you use before criteria-based assessment?

3.2) Do you think criteria-based assessment differs a lot from traditional 5-scale
assessment model? If yes, in what ways?

4) In your understanding, why did Kazakhstan start to implement criteria-based
assessment?

4.1) What are the goals of criteria-based assessment in your secondary school classroom?

5) What are the major challenges you have faced in implementing the criteria-based
assessment?
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5.1) What is the most difficult aspect of criteria-based assessment in your practice? Why
(not)?

5.2) How do you cope with challenges if there are any?
6) What are the main distinguishing features of the criteria-based assessment?

6.1) Do you find it difficult to give feedback that will facilitate learning? Can you explain
to me what issues you are facing? What do you feel could be done to help you with these
issues?

6.2) What do you think of students’ ability to self- and peer-assess?

6.3) Do you apply this kind of assessment in your classroom? Can you describe to me what
you do in your classroom and how you use CBA in your daily practice?

7) In your opinion what are the benefits of this type of classroom assessment?

7.1) According to your opinion, what opportunities has the implementation of the criteria-
based assessment provided you as a teacher? To your students?

8) What kind of support did you get in order to implement the CBA? Who or what
provides this support?

8.1) Did you attend any professional development courses in assessment? Can you tell me
about them?

8.2) Do you get support from the school administration and colleagues in implementing the
criteria-based assessment? Could you give any examples?

9) What do you think about the effectiveness of criteria-based assessment?

9.1) What do you think should be done to improve current criteria-based assessment
practice in your school? What are your suggestions in improving classroom assessment in
general?

10) How much would you say your approach to teaching and learning has changed
recently?

11) Is there anything else you would want me to know about your experiences in
implementing CBA?
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IIpoToK0J HHTEPBLIO

Mens 30ByT . S - crynenTka HazapbaeB YHuBepcurera,
paboTar0 ¢ MOUM HayYHBIM PYKOBOJHUTEIICM, B Briciieit [lIkomne
OO6pa3oBaHus.

Bri MMpUrjIalCHbl y4aCTBOBATH B UCCIICAOBATCIILCKOM ITPOCKTE, KOTOpBII;'I KacacTcCs
N3YYCHUS BUICHHA U OIbITA Ka3aXCTAHCKUX y‘-IHTGJICﬁ OCHOBaHHBII Ha KpUTCpUaJIbHOM
OLICHUBAaHUMU. Baxno 06paTI/ITB BHUMAHHUCE, YTO UCCICA0BATECIIb HE CO6I/IpaeTC$I OLICHUBATh
Balllk MMPAaKTUKHU, LCJIb UCCIICAOBATCIIA - Y3HATDH 0O0JIBIIIE O BAIlIEM OIIBLITE B KpUTCPUAIIBHOM
OLICHUBAHUMN.

Bam nipensnokeHo y4actre B MHTEPBbIO, TUTEILHOCTh KOTOPOTO COCTABIISIET
npuMepHo 45-60 MUHYT 1 BaM OyAyT 3aJjaHbl BOIPOCH HA TEMY BaIlIerO BUJICHUS U OIBITA
B KpUTEpUAJIHLHOM OIICHHBaHUH. B ciiydae He0oOXOIMMOCTH YTOYHEHHM BaM MOTYT OBITh
3aJlaHbl JOTOJIHUTEIbHBIEC BOMPOCHL. B cilydae BYCMBICICHHOCTH WU HESICHOCTEH,
00HapyKEHHBIX MO3Ke, BO3MOXKHO MOTPEOYIOTCS TOTOIHUTEIbHbBIE HHTEPBbIO C
HEKOTOPBIMU yYaCTHUKAMHU.

VYyactue B ucclieZJOBaHUU ABIIETCS JOOPOBOJIBHBIM, U Bl MOXKETE OTKA3aThCS B
mro60e Bpemsi. Eciiu BBI HaiiieTe HEKOTOpPhIE U3 BOIPOCOB CIIOKHBIMH, BBl MOYKETE
IPOIYCTUTh UX, U UCCIIEOBATEb POJIOJIKUT UHTEPBbIO. C Balllero pa3peuieHus
MHTEPBBIO Oy/IET 3aIMCaHO HA IUICHKY. 3aliCh MIpeIHa3HauYeHa U1l TOYHOH 3aIicu
uH(pOpMaLiU, KOTOPYIO BbI IPEAOCTABISIETE, U OYAET UCII0JIb30BATHCS TOJIBKO JAJIs eyl
TpaHckpunuuu. [loaTomMy nocie 3aBepiieHus UCCIEA0BaHMS BCE 3aIIMCH OYAyT YAAJICHBI.

B nensax koH(puAEHIMAIBHOCTH 51 Oyly IPUCBauBaTh HOMEPa HHTEPBBIOUPYEMBIM
WJIN UCTIOJIb30BaTh MICEBIOHUMBI, HAIIPUMED, YUUTENb | WU yuuTens A.

Bame yyactue B cobeceioBanuu 3aiiMer npumepHo 45-60 MUHYT.
ITosry cTPYKTYpHpPOBaHHOE MHTEPBBIO ¢ OTKPBITHIMH BOIIPOCAMH
Bomnpocsr:
1) IpencraBereck, noxanyiicta? (Mms, mpeaMer, KJ1acc, ObIT IPETOIaBaHMs)

2) Kax BBI INIOHHUMACTEC, YTO 3HAYUT OI_IeHI/IBaHI/Ie? Kak BbI IMIOHHUMACTEC, YTO TAKOC
KPpUTCPHUATIBHOC OI.[CHI/IBaHI/Ie?

3) KakoB Bau1 npeabIyui ONbIT B OLIEHUBAaHUH Ha ypOKax?

3.1) Kakyro mMojenb olleHMBaHMsI BbI UCTIOIB30BAIH JI0 IPOBEICHUSI KPUTEPUATHHOTO
oneHuBanug?

3.2) CumuTaete 1 Bbl, 9YTO KPUTEPHATHHOE OIEHWBAHUE CUJIBHO OTINYAETCS OT
TPaAUITMOHHON S-0amIpHOM Moienu onieHnBaHus1? Ecim na, To kakum o6pazom?

4) B Bamem noHnmanuu, noueMy B Kazaxcrane Hadyanu BHEIPSATh KPUTEPUATHHOE
OlICHUBaHUE?

4.1) KakoBbI Lieny KpUTEPHAIBHOTO OLEHUBAHHUS B Ballei mkose?
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5) C kakuMH OCHOBHBIMHU TIPOOJIEMaMU BbI CTOJKHYJIMCH MIPH BHEIPSCHUH KPUTEPHATHLHOTO
oneHuBanug?

5.1) Uto sBIISIETCS] CAMBIM CIIOKHBIM aCIIEKTOM KPUTEPHAIBHOTO OICHUBAHUS B BalllCi
npaktuke? [louemy (mouemy Her)?

5.2) Kak BBI cripaBiisieTech ¢ mpobdaemMamu, eCiii OHU €CTh?
6) KakoBbI OCHOBHbBIE OTJIMYUTEIbHBIC IPU3HAKU KPUTEPUAIBHOIO OLICHUBAaHUA?

6.1) TpyaHo i1 BaMm JaBaTh OOPATHYIO CBSA3b [T YIy4llleHHs 00ydarolero mpouecca?
Moskete 11 Bbl 00BSICHUTH MHE, C KAKUMU MPoOIeMaMu Bbl CTOJIKHYJIUCh? Kak BbI
JyMaeTe, 4TO MOKHO C/IeJIaTh, YTOObI IOMOYb BaM C 3TUMU ITpodiieMaMu?

6.2) Uto BBI AyMaeTe 0 CIOCOOHOCTH CTYACHTOB K CAMOOIICHKE U OLIECHUBAHUIO
CBEPCTHUKOB?

6.3) [IpuMeHsieTe 11 BbI 3TOT BUJI OIICHUBAHKsI HA CBOEM ypoke? MoJKeTe Jii BbI OITUCATh
MHE, 4TO BbI JICJIa€TE€ Ha CBOEM YPOKE U KaK Bbl UCIIOJIb3YETE KPUTEPUAIbHOE OLICHUBAHUE
B CBOEH MTOBCEIHEBHOM MpPaKTUKE?

7) Ha Baiu B3risi1, KakoBbl IPEUMYIIIECTBA ATOI'O TUIIA OLIEHUBAHUS Ha ypoKe?

7. 1) IIo BalIEMy MHCHUIO, KAKNUC BO3MOKHOCTH MPECAOCTABUIIO BaM KaK MPCIIOAaBaATCIIIO
BHCIAPCHUC KPUTCPHAJIBHOTO OHeHI/IBaHI/IH? A BammM y‘leHI/IKaM?

8) Kakyto moaep>Kky Bbl MOTYYUIIH 1711 BHEAPEHUS KPUTEPUAIBHOTO olleHuBaHus? Kto
WJIM 9TO 00€CIIEUMBACT ATy MOJICPKKY?

8.1) ITocemnanu a1 Bl KakKe-TM00 KypChl MOBBIIEHUS KBATU(UKALNMU 110 OLICHUBAHUIO?
Brl MokeTe paccka3arb MHE O HUX?

8.2) ITomyuaete a1 BbI MOAJAEPAKKY OT QAMUHUCTPALIMH HIKOJIBI M KOJJIET B peain3aluu
KpUTEpHAIBHOTO olleHnBaHusA? He Moryu Obl BBl IPUBECTH KakUe-HUOY b TIpUMephI?

9) Urto BbI nymaere 00 3pPEeKTUBHOCTH KPUTEPUATTLHOTO OIICHUBAHUS?

9.1) YUro, mo BameMy MHEHHIO, CTIEAYET CIIENaTh JUIsl YIy4IIEHUS CYIECTBYOIIEH
MPAKTUKHU OLIEHWBAHHUS HA OCHOBE KpUTEPHUEB B Ballel mkone? KakoBbl Bamum
MPEAJIOKEHUS IO YIYUUIEHUIO OLIEHUBAHMS HA YPOKE B LIEIOM?

10) HackosbKo, 110 BalieMy MHEHHIO, H3MEHHJICS Balll MMOAX0/] K MPENOAaBaHUI0 U
00y4eHHIO B MOcCIieIHEe BpeMs?

11) Ects 1 yTO-HUOY b €111e, YTO BBI XOTENHU Obl, UTOOKI s 3HAJIa O BAIIIEM OIIBITE
BHEJIPEHUSI KPUTEPUATBHOTO OLICHUBaHUs?
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Appendix C

Interview Protocol Transcript

Research title: Criteria-based assessment in Kazakhstani mainstream schools: Teachers’
perspectives and experiences.

Date: January 15, 2020

Time: 11.00

Interviewee: Participant 6

Position: the English language teacher

Interviewer: Good morning. My name is Zhuldyz. What is your name?
Interviewee: Good morning. My name is.

Interviewer: This interview aims at investigating your perspectives and experiences with
the criteria-based assessment. Tell me, please, what is your teaching experience?

Interviewee: | have 6 years of teaching, four of them at the current school as an English
language teacher. I am currently teaching in the eighth, ninth, and tenth grades.

Interviewer: How do you understand the concept of assessment? How do you understand
what criteria-based assessment is?

Interviewee: Assessment, in general, is necessary in order to see what the current situation
of children is. During the assessment, | understand how much the children have understood
a particular topic and determine the future working plan.

Interviewer: What is your prior experience in classroom assessment? What assessment
model did you use before criteria-based assessment (CBA)? Do you think criteria-based
assessment differs a lot from the traditional 5-scale assessment model? If yes, in what
ways?

Interviewee: | have been practicing the criteria-based assessment for 6 years. Initially, |
started working at a Nazarbayev Intellectual School (NIS). There I also worked with CBA.
This assessment is different from our traditional assessment system. In the traditional
system, we estimated children by grades from 1 to 5. Now, we can evaluate children
according to certain criteria. It seems to me that CBA helps children very much during
lessons. It helps them understand what the teacher wants them to do. When there are
certain criteria, the student approximately understands his study direction, where to move
and what is required of him, etc. CBA gives more opportunities to evaluate children more
objectively than it was with traditional marks. I think a lot of opportunities. For example, if
the five-point system was more like a one-way system i.e. the teacher, as a subjective
evaluator, could only award the labels to the students. For example, | see you asa C
student or | see you as a good student or as an excellent student. As for the criteria-based
assessment, there is equal responsibility. It is my viewpoint. This means assessment
depends on both a teacher and a student, i.e. the teacher sets the tone, provides the criteria
and the student tries to meet them as a result he feels more responsibility, | think. My
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attitude to the criteria assessment was positive from the beginning. Maybe because after
graduation I got a job in a NIS which means | had no experience with the traditional
assessment approach and I did not have such a painful transition. I mean to change some of
my assessment habits and so on. | started practicing a new assessment approach from the
beginning and for me, it was absolutely normal. Overall, my first experience was
positive... something new and I liked it.

Interviewer: In your understanding, why did Kazakhstan start to implement a criteria-based
assessment? What are the goals of criteria-based assessment in your secondary school
classroom?

Interviewee: It seems to me that CBA has long been used in Europe and America. CBA, |
reiterate it, is more objective. | think we tried to take this step in order to somehow update
our assessment system and the education system in general because the system that we had
was a relic of the Soviet education system. Therefore, | think we somehow, well, the
government probably decided to change the entire education system for the better, I think,
more making it more objective.

Interviewer: What are the major challenges you have faced in implementing the criteria-
based assessment? What is the most difficult aspect of criteria-based assessment in your
practice? Why (not)? How do you cope with challenges if there are any?

Interviewee: At school as a student | was estimated via the five-point scale. Therefore
initially, I needed to understand what criteria-based assessment was. | am grateful to my
colleagues who explained to me it. Then during a month or two, | tried various tools of
criteria-based assessment on my lessons. After that, | started to understand how it works,
how to create these criteria. The main difficulty was how to determine the criteria that
would be most beneficial to students during the lesson. For example, if the criteria are too
simple for children then the result will be the same. But if you want some deeper results
then the criteria must also be appropriate. It is sometimes difficult to find a suitable
criterion to cope with this. Mainly, during the planning or probably after conducting the
first class you take into account some shortcomings and by the next lesson, you prepare a
more upgraded lesson plan. I have no such big difficulties with formative assessment. As
for my colleagues who are novices, they came up and had questions. We explained to them
what the criteria-based assessment is. By now, | think they have also already understood ...
As for children, | think there are no problems at all because children are like a sponge they
absorb everything new quickly and adapt.

Interviewer: What are the main distinguishing features of the criteria-based assessment?
Do you find it difficult to give feedback that will facilitate learning? Can you explain to me
what issues you are facing? What do you feel could be done to help you with these issues?
What do you think of students’ ability to self- and peer-assess? Do you apply this kind of
assessment in your classroom? Can you describe to me what you do in your classroom and
how you use CBA in your daily practice?

Interviewee: CBA consists of formative and summative assessments basically. Formative
assessment constructs students' knowledge. Every lesson we set certain criteria. And there
is a summative assessment that evaluates all the knowledge that children have received at a
certain point. I think that this CBA consists of criteria, lesson objectives, and a scale of
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points. The main focus should be on the objectives and how well the criteria correspond to
these goals, | mean to achieving these goals. | use peer-assessment and self-assessment in
my lessons. I think it is very interesting for children to evaluate themselves or their peers
by certain criteria. This works well, especially in some group activities. For example, some
groups work and some groups will evaluate. This is super interesting for children. Self-
assessment is not bad. The most important thing here is the criteria and evaluation process.
If they are well communicated to children, they will conduct assessments effectively. Good
criteria are probably those that match the goals of the lesson or the goals of the task.
Feedback is very important for both teachers and students. For the teacher in order to
understand what points, shortcomings were in the lesson or what the children liked. Also,
children can conduct an assessment of the lesson during the feedback, how he showed
himself in this lesson, what he did not do enough, and so on. But sometimes it happens that
children give feedback just because the teacher asked. Not always this feedback can be
truthful. Nevertheless, if it is anonymous they can write the truth. For example, it can be
difficult for them to describe what they didn't like in the class because some children don't
want to hurt the teacher's feelings. But if it's anonymous they can write the truth. I think it's
very important... Feedback to students is also very important in every lesson. It is a
formative assessment for children so that they understand where, how well they did, even
if it is verbally provided. This is very important for children's further development.

Interviewer: In your opinion what are the benefits of this type of classroom assessment?
According to your opinion, what opportunities has the implementation of the criteria-based
assessment provided you as a teacher? To your students?

Interviewee: The role of the teacher moves to the background and the student can value
himself independently if there are already defined criteria if compare with the traditional
system. It allows students to see their mistakes and their strengths. | mean the teacher
simply provides criteria and the student can evaluate himself rather than waiting for the
teacher's subjective assessment.

Interviewer: What kind of support did you get in order to implement the CBA? Who or
what provides this support? Did you attend any professional development courses in the
assessment? Can you tell me about them? Do you get support from the school
administration and colleagues in implementing the criteria-based assessment? Could you
give me any examples?

Interviewee: As for the NIS we had mentorship there. We had colleagues whom you could
just approach and ask any questions. There were almost no problems and I quickly got
used to this form of assessment. As for the school where | work at the moment, we had
certain courses there, for example, the courses on updated content of education. Although I
have already completed basic courses in Pavlodar, | was again sent to a course on updated
content. It lasted about two months in the summer. We revised all the important aspects
again; therefore, it seems that the support was also good. Personally, for me, it was a good
time to repeat something that I might have missed. But for three of my colleagues, it was a
kind of innovation: how to conduct the test, what forms there are, etc. It was very
interesting to them.
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Interviewer: What do you think about the effectiveness of criteria-based assessment? What
do you think should be done to improve the current criteria-based assessment practice in
your school? What are your suggestions for improving classroom assessment in general?

Interviewee: Well, it should be objective. It definitely shouldn't be a five-point scale
because it doesn't show the difference between children in any way. I think the 100% we
have now is perfect because a child who got 89% in a certain subject is not the same as he
does not have the same knowledge as a child who received, for example, 95%. Also, it
seems to me that Universities should take this into account while considering the school
certificates and accept students not according to final marks but according to a percent
scale. How many points did the students get on certain subjects and make some
conclusions? Objectivity and perhaps some motivation to do tasks in the classroom. When
children have criteria... not just to complete a task but how to do it ...what is expected from
you... This is also very important for them to know. This also gives students additional
motivation.

Interviewer: How much would you say your approach to teaching and learning has
changed recently?

Interviewee: | think teachers started to change a little. In the beginning, there was rejection.
Many teachers, who have been working for 20-30 years in school, had huge stress. | know
from my parents and relatives who work as teachers. It was a bit stressful and unusual for
them... this new system of assessment but | think over time they began getting used to it
and as a result their style of teaching and assessment also began to change. For example, if
you take my school, some teachers always motivated children or demotivated them in their
lessons. They intimidated students by their marks. For example, if you do not do this I'll
award you 2 or 3. Now they do not have such a tool. Accordingly, we have to come up
with some new instruments. However, there are still such teachers who threaten the
students: "If you don't do homework I will lower the points for the summative assessment.
In other words, they are still used to motivate children with threats and intimidation. But |
think many teachers have reconsidered their approach and they have already started to
change their teaching, their views perhaps. For example, I try to make my lessons
interesting. If earlier it was possible to just force children because this is an assessment and
it will be reflected in the journal, you can't force the kids to do it now. Children can be only
motivated by some interesting tasks. If they really need it they will do it... if they
understand that it is necessary for them.

The seminars did not change me a lot. | think not so much. For others, it was like chalk and
cheese. And for me after NIS it was not. Well, maybe | got something new for myself. |
just recorded some activities. But the form of conducting, some theoretical moments for
me were not so brand new.

Interviewer: Is there anything else you would want me to know about your experiences in
implementing CBA?

Interviewee: Well, | would suggest not transferring the percentage into marks. It would be
better if Universities had a link with schools. The universities can also have a one hundred
point scale for each subject so that when students are accepted to University the percentage
could matter. How much percent do the children have in each subject? This is all. On the



CRITERIA-BASED ASSESSMENT IN KAZAKHSTANI SCHOOLS 94

whole, everything is good. There is a future for CBA. Even if it changes, the changes will
be insignificant. But in general, | think that CBA will remain and | think that we will not
go back to the traditional five-point grading system.



