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Abstract

In Kazakhstan, English as a foreign language (EFL) teachers seem to be in a
challenging position because of the recent changes in the country’s educational system, which
requires teachers to radically change their values and beliefs about good teaching and
assessment. In addition, although there is a growing demand to improve the quality of English
teaching at schools, limited classroom-based research studies in Kazakhstan have focused on
English as a foreign language (EFL) teachers’ language assessment literacy (LAL), as well as
the relationship between state-funded professional development programmes and teachers’
LAL development is underexplored. It suggests that EFL teachers may lack the necessary
knowledge, skills, and confidence when appropriating new assessment strategies in their
classroom practices, which can be critical for implementing the envisaged educational changes
successfully. Consequently, this research investigates how EFL teachers’ LAL reflects the
underpinnings of language assessment reform in the Kazakh context and aims to shed light on
how state-funded assessment PD courses impact EFL teachers’ LAL.

In this convergent parallel mixed-methods study, the researcher specifically examined
the (a) content of language assessment PD training in Kazakhstan, (b) teachers’ skills and
knowledge about language assessment, as well as (c) their beliefs and attitudes about language
assessment; in relation to Giraldo’s (2018) descriptions for LAL dimensions, which were
employed as the conceptual framework of this study. The study sample consisted of 119
participants in a teacher survey, three participants in teacher interviews, and three EFL teacher
training course descriptions. Findings showed that state-funded EFL teacher PD courses (a)
primarily focus on sharing assessment knowledge related to the recent school curriculum
update (criteria-based assessment, formative and summative assessment), whereas (b) the

significant component of LAL, the knowledge that includes applied linguistics such as
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theories of second language acquisition, critical language testing, and multilingualism, is not
present. It suggests that completing the courses does not sufficiently develop the teachers’
LAL. The results echoed in both document analysis, teacher survey and teacher interviews.
Finally, the study results indicate the needs of in-service EFL teachers that are not covered in
the state PD curriculum and propose various implications and recommendations for
developing teacher LAL in Kazakhstan.

Keywords: assessment literacy, language assessment literacy, EFL teachers’ LAL

level, training and development, reform and education
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AHJaTna

Kazakcranmars! Oiim Oepy xyheciHaeri MyFaaiMAepAeH 637epiHiH KYHABUIBIKTAPHI
MEH AYPBIC OKBITY MEH Oarajay Typasbl CeHIMJIEpiH TyOereini e3repTy/ i Tanam eTeTiH COHFbI
pedopmanapsl aschiHa, eniMizae arbutibiH Tt (EFL) MyFramimaepi KubiH xaraiiaa 00ybl
MYMKiH ekeHi 6enriii. COHbIMEH KaTap, MEKTENTep 1€ aFbIIIIBIH TUTIH OKBITY CalachlH
apTTHIPyFa CYpaHBICTHIH apTyblHA KapamacTaH, Kazakcranna EFL myranimaepinin Tinaik
Oaranay Ky3biperriniri (LAL) Goiibrama 3eprreynep a3. Connaii-ak, MyFamiMaepIiH Kocioun
OUTIKTIIIriH apTThIpyAaFbl MEMJICKETTIK Oaraapiaamanapsl MeH EFL myramimaepinin LAL
JICHrefiHIH JaMybl apacbhIHAAFbl OalIaHbIC TOJBIK 3epTTenaMered. OcbiHbIH Oapibirsl EFL
MyFaliMIepiHze *KaHa Oaranay CTpaTerHsUIapbIH ChIHBIN TOXKIpHOECciHAe KOJIAaHy YIIiH
Ka)KeTTi OUTIMHIH, TaFAbUTAPABIH KOHE ©31HE JIETEH CEHIMIUTIKTIH 00IMaybl MyMKiH €KEHIHE
HYCKar, Oi1iM 6epy calachlHAaFbl KO3/ICITeH 03repiCTepIi COTTI KY3€ere achlpyia MaHbI3IbI
pel aTKapybl MyMKiH eKeHIIT1H kepceTeni. COHABIKTaH, 3epTTeyAiH MakcaThl — KasakcTanua
EFL myranimaepinin LAL neHreiii Tinni 6aranay peopMachIHBIH HET13epiH Kaai
KOPCETETIHIH )KOHE MEMJICKETTIK MeAaror OUTIKTUIIrH apTThIpY KypcTaphl MyFaliMIACpAiIH
LAL neHreiiine Kanaii ocep €TETiHIH aHBIKTay OOJIIBI.

ATanraH KOHBEPIeHTTI MapaljieNib apayiac d/1iCTi FRUTBIMU KYMEBIC (a) KazakcTanmarb
Tingai 6aranay O6oibiHIIa EFL MyraniMaepine apHamFaH OUTIKTUTIKTI apTThIPY KypCTapbIHBIH
Ma3MYHBIH, (9) MyFaTiMIEpiH TUIII Oaranay/arsl JaFIpUIapbl MEH OiTiMaepiH sxoHe (0)
OJIapJIBIH TUII Oarajiay Typalibl CEHIMIEPl MEH KO3KapacTaphlH 3€PTTE/I; 3€PTTECY/IIH
TYXKbIpbIMIaMaIbIK Heri31 petinae Giraldo-ueig (2019) LAL napamerpiepi cunarraMmanapb
naiganaspuabl. 3epTTey yarici 119 myraniM cayanHaMachl KaTbICyLIbIIapbIHAH, YIII MYFaIiM
cyx0OaTblHa KaThICYIIbIChIHAH jkoHe yiI EFL MyFaniMaepine apHaJiFaH MEMJIEKETTIK K9ci0n

OUTIKTITIH apTThIPy KypCTapbIHbIH CUIIaTTaMacbiHaH Typbl. 3epTTey HoTmxenepi EFL
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MyFaliMepiHe apHallFaH MEMJICKETTIK Koci0u OUTIKTUIITIH apTThIpY KypcTapsl (a) e
aJNJIbIMEH MEKTeNTer1 O171iM callaChIHBIH COHFBI ©3TepicTepiHe (KpuTepuaiibl Oaranay,
(hopMaTHBTI KOHE KUBIHTHIK Oaranay) KaTbICThI Oaranay Typalbl OiTiMMeH Oemicyre
OarbITTanFaHbIH KoHE (9) LAL-IbIH MaHBI3AbI KOMIIOHEHTI, €KiHIII TiJ/Il MEHrepy
teopusuiapbl (SLA), Tinai ceiau Tectiney (CLT) xone kentimautik (Multilingualism) cusikrer
KoJ1JaHOaIbl TMHTBUCTHKA YFBIMIAPBIH KAMTHIMAaUTBIHBIH KepceTTi. ColikeciHie, aTaiFaH
KypcTapasiH Myranimaep LAL-HBIH KeTKUTIKTI Typ/ie JaMybIHa dcep eTIEeNUTIHI aHbIKTAIbI.
AJBIHFaH HOTWOKEJIEp KYKaTTapIbl TaJayaa a, MyFaliMIepMeH JKYpri3iireH cayaiHama MEeH
cyx0arrapaa Ja kepisic Tantel. KOpeITBIHIBLIAN KeTle, 3epTTey HoTHXKenepi Ka3ipri EFL
MYFalTiMIepiHiH MEMJICKETTIK MeAarorTap Kociou OUTIKTUIITH apTThIpy XKOCHapbIHAa
KaMTBUIMaFaH KaXeTTUTIKTepiH kepceTin, Kazakcrannarsl myramimaepain LAL neHreitin

AaMBbITyJarbl Cajliap MCH OPbIHAATYbI KAXKET speKeTrep):[i ¥CbIHABI.
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AHHOTAIHSA

B cBete HeaBHUX M3MEHEHUH B cucteMe oOpazoBaHus B Kazaxcrane, KOTopble
TpeOYIOT OT yuuTesae paJIuKalbHOro N3MEHEHHs CBOMX LIEHHOCTEH U yOeKICHH B
OTHOIICHHH XOPOLIETO MPEToIaBaHus U OLICHUBAHUS, yUUTENS aHIIMHCKoro s3bika (EFL) B
CTpaHe, BO3MOKHO, HaXOATCS B CJI0)KHOM MOJI0XEHUH. Kpome Toro, HecMOTps Ha pacTyluui
CIIPOC Ha MOBBIILIEHUE KaYeCTBA IPENOJAaBaHUs aHTJIUICKOrO sI3bIKa B ILIKOJIAX, UCCIEA0BAHNN,
HaNpaBJICHHBIX Ha U3yYeHHE KOMIETEHIIMH B 00JIaCTH OLICHUBAHUS S3bIKOBbIX 3HaHUU (LAL)
cpenu yuuteneit EFL B Kazaxcrane mano. Takxke, B3auMOCBSI3b MKy (pUHAHCHUPYEMBIMU
rocyJIapCTBOM IIPOTrpaMMaMu MPo(ecCHOHATBHOTO pa3BUTHS Mearoros u pazsutuem LAL
yuurenerd EFL n3yuena Hegocrarouno. Bee 310 ykassiBaer Ha T0, uTo yuurensam EFL moxer
HE XBaTaTh HEOOXOAUMBIX 3HAHUN, HABBIKOB U YBEPEHHOCTHU B ce0e MpU NPUMEHEHUH HOBBIX
CTPATETUM OLIEHKU B CBOEH KJIACCHOM IPAKTHUKE, YTO MOKET UMETh pelIarolee 3HaYCHHUEe IS
YCHEIIHOr0 BHEAPEHUS IPEAYCMOTPEHHBIX 00pa3oBaTeabHbIX U3MeHeHul. Clie10BaTeIbHO,
LIEJIbI0 UCCIIEI0BAHUS BBICTYIIAET U3yueHue Toro, kak LAL yuureneit EFL oTpaxaeTr 0CHOBBI
pedOpMBI SI3BIKOBOM OIIEHKH B Ka3aXCTAaHCKOM KOHTEKCTE, U Kak (PuHAHCHpYEMBbIe
rOCyJIapCTBOM KYPCHI MOBBIIIEHUS KBATU()HUKALUY 1earoroB BIUSAIOT Ha LAL yuurenei.

B pamkax 1aHHOro KOHBEPI€HTHOI'O apalIeIbHOIO UCCIIEI0BAaHUS CMEILIAHHOTO
MeToJ1a OBUTH M3YUCHBHI (2) coliepKaHue 00ydeHUs TPO(HECCHOHATTLHOTO PA3BUTHS MIEaroroB
10 s13bIKOBOM olleHke B Ka3zaxcTane, (0) HaBbIKM U 3HaHUS JEHCTBYIOIIMX YUUTeNel B o0nactu
SI3bIKOBOM OLIEHKH, a TaKXke (B) UX yOeX/IE€HUs U OTHOILEHHUE K S3bIKY; B KAUECTBE
KOHIENTYaJIbHOW OCHOBBI 3TOT0 MCCIIEA0BAaHUSI UCIOJIB30BAINCh onucaHus napamerpos LAL
npemiokenuasiM Giraldo (2018). Beibopka uccienoBanus coctosiia u3 119 yuacTHUKOB
orpoca yuuTesei, Tpex yYaCTHUKOB UHTEPBBIO C YUUTENSIMU U TPEX OMUCAHUI KypCcoB

noarotoBku 115 yunurteneit EFL. PesynpTarel mokazanm, 94To puHAHCHpYEMBIE TOCYIapCTBOM
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KypChI MOBBIIIEHUS KBAIM(UKALIUH 11€J]aroros (a) B IEPBYIO OUYepe/ib HApaBIeHbl Ha
IpeJoCTaBIeHNE 3HAaHUI 00 OLIEHKEe, CBA3aHHON C HEJaBHUM OOHOBJICHHEM IIKOJIBHOM
MpOrpaMMBbl (KpUTEpHAILHOE OIlCHUBaHKe, ()OpMaTHBHASA U CyMMAaTHUBHAs OIleHKa), (0) U B
Kypcax OTCYTCTBYET BaXkKHbII KOMIIOHEHT L AL, KOTOpBIN BKIIOYAET 3HAHUS IPUKIIATHON
JMHTBUCTUKH, TAKUE KaK TEOPUHU OBJIAJICHUS BTOPBIM SI3bIKOM, KPUTUYECKOE S3BIKOBOE
TECTUPOBAHUE U MOJIUA3BIYUE. DTO NO3BOJSAET MPEAIIOI0KUTH, YTO 3aBEPLIEHUE KYPCOB
HenocTaTouHo pa3BuBaeT LAL yuureneil. [lonydyeHHbIe pe3ynbTaThl HalUIM OTPaKEHHUE KAK B
aHajau3e JOKYMEHTOB, OIPOCE YUUTENEH, TaK U B MHTEPBbIO ¢ yunTeasiMu. HakoHner,
pe3yJIbTaThl UCCIIEAOBAHUS YKa3bIBAIOT HA MOTPEOHOCTH ACHCTBYIOIUX YUUTEICH
AHTIIUHCKOTO SI3bIKA, KOTOPHIE HE 0XBaU€HBI B TOCYIaPCTBEHHON yueOHOU IporpaMmme
MOBBIIICHUS KBUIN(UKALIUYN YUUTENIeH, U IPeUIaraioT pa3inyHble MOCIEACTBUS U

pexomenaauuu i pasButus LAL y yuureneit B Kazaxcrane.
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Chapter 1: Introduction

One of the crucial roles of English as a Foreign Language (EFL) teachers is assessing
students' performance because it plays a critical role in improving learning (Black & William,
2010). Moreover, language tests today significantly influence the educational system, especially
teachers and students (Fulcher, 2012). Therefore, language teachers and other stakeholders who
make decisions based on assessment data should be good at interpreting, designing,
implementing, and evaluating language assessment and analysing the implications of their
assessment-based actions (Scarino, 2013). Consequently, English as a foreign language (EFL)
teachers should be skilled in multiple aspects of assessment to achieve their intended teaching
goals. However, most studies on EFL teachers’ assessment strategies found that teachers were
unprepared to implement classroom assessments (Alkharusi, 2011; Vogt & Tsagari, 2014; Xu &
Brown, 2017). For this reason, researchers call for further studies targeting language teachers'
assessment practices, knowledge, and needs.

Stiggins (1991) coined the term assessment literacy (AL) to shed light on teachers'
assessment skills, knowledge, and practices. For Stiggins, the term AL encapsulates how
teachers differentiate between assessment goals, collect valid assessment data, and comprehend
how to employ assessment techniques and data to facilitate students’ development and awareness
of their educational progress. Interestingly, Stiggins argued that only assessment literate
educators would understand how to produce and use high-quality assessment data, thus
contributing to “important instructional and policy decisions" (Stiggins, 1991, p. 535).

More than a decade later, Popham (2004) argued that assessment training to develop
assessment literate educators was still lacking, which was tantamount to “professional suicide”

(p. 82). The situation improved during the following decade since many researchers,
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governments, language testers, and testing agencies advocated measuring and improving
teachers' AL, most notably language assessment literacy (LAL) (Fulcher, 2012; Inbar-Lourie et
al., 2013; Lam, 2015; Malone, 2013; Taylor, 2013). However, recent research studies highlight
that most language teachers are still not ready to use and interpret assessment data to enhance
their teaching and instruction (Lam, 2015; Vogt & Tsagari, 2014). Globally, LAL is a critical
component of education systems because language is the tool to develop assessments, it is the
object of assessment, and it is the mediator of content in other subjects (Alkharusi et al., 2012;
Bachman & Palmer, 2010; Davies, 2008; Fulcher, 2012; Inbar-Lourie et al., 2013; Malone, 2013;
Scarino, 2013; Taylor, 2009; 2013; Vogt & Tsagari, 2014; Xu & Brown, 2017). As a result, LAL
has "tremendous potential to enhance student learning and change a whole assessment culture”
(Hidri, 2020, p. xiv). Given the educational reform in the Kazakhstani context and the significant
‘retraining’ of EFL teachers, it is imperative to shed light on EFL teachers' LAL.

In 2016, the Ministry of Education and Science of Kazakhstan (MoES, 2015) launched
significant educational reforms to update the language-in-education policy, curriculum, and
assessment methods for school education. However, the educational reforms shifted from
previous behaviourist teaching and testing methods, requiring teachers to radically change their
values and beliefs about good teaching and assessment (Karabassova, 2020). To support and
develop in-service teachers for this rapid change in teaching and assessment methodology, the
government has provided school administrators and teachers with state-funded professional
development courses, workshops, and seminars, combined with attractive financial bonuses
(MoES, 2015). In addition, teacher preparation programs at Kazakhstani universities have had to

make the necessary changes to align their programs with these educational reforms (MoES,
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2015). Therefore, LAL research is timely because EFL teachers' assessment skills can be critical
for implementing the envisaged educational changes successfully.
The Problem Statement

Kazakhstani educational reform transformed the assessment system from a previous
norm-referenced underpinning that compared students’ results against the achievements of other
students to a formative assessment system (Karabassova, 2021; Shamshidinova et al., 2014).
However, limited classroom-based research studies in Kazakhstan have focused on EFL
teachers’ language assessment literacy (LAL); more importantly, the relationship between state-
funded professional development programmes and teachers’ LAL development is underexplored.
EFL teachers’ language assessment literacy is essential because shifting from testing
decontextualised grammar rules to formative assessment could be challenging for many language
teachers. For this reason, the Kazakh educational reform initiatives were critiqued as a "half-
baked policy" because they resulted in teachers’ misinterpreting key terms such as formative
assessment, summative assessment, and differentiated teaching (Karabassova, 2020, p. 37).
Consequently, it is essential to explore Kazakhstani EFL teachers’ understanding of how new
assessment models, such as criteria-based assessments, could unintentionally contribute to their
EFL implementation challenges.
Purpose Statement

Undoubtedly, there is a growing interest in EFL teachers in the Kazakh context as the key
figures in implementing the trilingual education policy (MoES, 2015). The reason for this is that
English has taken on a prominent role as a subject and a medium of instruction in STEM
subjects. Therefore, Kazakhstan has developed a professional development system to support

teachers' professional growth: the JSC National Centre for Professional Development "Orleu”
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and the Centre of Excellence (CoE) of the Autonomous Educational Organisation Nazarbayev
Intellectual Schools; both with branches in all regions of the country. However, recent studies
have highlighted that PD courses have not provided EFL teachers with the practical classroom
tools and methods to implement formative, summative, and criteria-based assessments
(Akhmedina, 2017; Bondarenko, 2019). These studies suggest that EFL teachers may lack the
necessary knowledge, skills, and confidence when appropriating new assessment strategies in
their classroom practices. Consequently, this research investigates how EFL teachers’ LAL
reflects the underpinnings of language assessment reform in the Kazakh context. For this reason,
the purpose of this study is to shed light on how state-funded assessment PD courses impact EFL
teachers’ language assessment literacy.
Research Question

The central research question of this study is:

To what extent do teachers' language assessment literacy (LAL) reflect the
underpinnings of language assessment reform?

The following sub-questions further guide it:

1. What is the content of language assessment PD training in Kazakhstan?

2. What are teachers' skills and knowledge about language assessment?

3. What are teachers' beliefs and attitudes about language assessment?
Significance of the Study

Language assessment, specifically EFL teachers’ language assessment literacy, is highly
relevant in the current Kazakhstani educational context because it can improve the quality of
teaching and language assessment. For this reason, the study’s results would be beneficial to all

stakeholders in the education system, including learners, teachers, school administrators, and
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even policymakers. First, the EFL teachers might better understand their current language
assessment literacy (LAL) associated with its core components, namely knowledge, skills, and
principles (Davies, 2008; Giraldo, 2018). Secondly, it may reveal to policymakers and
developers of the teacher professional development curriculum what EFL teachers’ assessment
needs are, resulting in potential updates in such programs. Finally, it will be important that
emerging graduate students or researchers read this study because it can be helpful when
planning further research, maybe diachronic studies focusing on the evaluation of assessment-
specific PD courses' for EFL teachers.
Outline of the Study

The thesis consists of six chapters. First, Chapter 1 introduced and provided the
background about language assessment literacy and curriculum reform in Kazakhstan and the
study's purpose and significance. Chapter 2 will review the literature about developments within
language testing. The third chapter focuses on the research design, methodology, and ethical
considerations that guided this research study. Then Chapter 4 presents the data and findings of
the research. Finally, Chapter 5 discusses the results, and Chapter 6 concludes the study with a
summary of the main conclusions and the study limitations and makes recommendations for
further research.
Definition of Terms

The following definitions were used for this study:

Assessment Literacy (AL) is a set of beliefs, knowledge, and practices about assessment

(Stiggins, 1991).
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Language Assessment Literacy (LAL) is LAL is different from assessment literacy
because the assessment of language knowledge and communicative competence has its unique
complexities (Harding & Kremmel, 2016; Jeong, 2013).

Formative Assessment is a continuous process during learning and teaching in which
teachers use assessment-elicited evidence of students’ learning to adjust their pedagogy to
encourage students learning (Popham, 2008, p. 6).

Summative Assessment is an end of a course evaluation to judge if learning goals were
achieved, track improvement, certify achievement, and openly report achievement data (DuFour
et al., 2010; Harlen, 2012; McMillan & Nash, 2000; Moss, 2013).

Conclusion

This chapter has provided the study's background information, rationale, and significance.

The next chapter will provide a critical review of the literature associated with assessment and

language assessment literacy.
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Chapter 2: Literature Review

The research aims to identify English as a foreign language (EFL) teachers' language
assessment literacy (LAL) and determine its correlation to the state-funded teacher training
programs' aims and goals. The previous chapter provided a background of the study; this chapter
will focus on the literature that underpinned my research project. I will first introduce the history
of language testing in Kazakhstan (2.1) and then present information on how the field of
language testing has developed with a specific focus on critical language testing debates (2.2).
Furthermore, Section 2.3 in this chapter critically reviews the emergence of language assessment
literacy and its key debates. This chapter concludes with empirical research studies about
language assessment literacy in the USA, South America, Western Europe, and the Asian
contexts.
Introduction to Assessment in Kazakhstan

Before independence, Kazakhstan’s education system was underpinned by Soviet values
about teaching and assessment. For example, teachers’ training and classroom practices were
rooted in a traditional assessment system that valued regurgitation and memorisation of facts as
evidence of successful academic learning (Bondarenko, 2019). The OECD (2014) stated that
Kazakhstani teachers were still using a 1 to 5 scale for assessing students’ learning achievements
and "a set of general didactic criteria that were first developed during Soviet times" (p. 117). For
this reason, the education system inherited from the Soviet era was criticised as too rigid and not
relevant in an era signalling modernisation, global competitiveness, and free-market values
(Tastanbekova, 2020). As a result, educational reform after independence signalled a dramatic
break from soviet values requiring teachers to make a paradigm shift associated with their beliefs

about language pedagogy and assessment.
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To address the policy mishaps, the government has initiated two state-funded teacher
training organisations asked to focus on the development of training programs to address the
implementation gaps associated with curriculum reform and assessment. According to MoES
(2020), since 2016, a total number of 317 271 educators have been participating in training,
workshops, and seminars at “Orleu” (Orleu) and the Centre of Excellence (CoE) of the
autonomous educational organisation Nazarbayev Intellectual Schools (p. 187). Orleu and CoE
are state-funded organisations, and they lead the process of updating teachers’ skills in
Kazakhstan. For this reason, an investigation into their EFL assessment courses can illustrate
how they contribute to transforming and developing teachers’ LAL from previous traditional
testing practices. In the Kazakhstani context investigating EFL teachers’ LAL is critical because
they are non-native English speakers. The extent they have been trained in multilingual theories
and applied linguistics to implement new pedagogical and assessment approaches is questionable
(Davies, 2008; Fulcher, 2012; Giraldo, 2018).

Developments within the field of language testing

Educational testing has a long history which emerged during the 1500 century in Imperial
Examination in China. Interestingly, this was the first centralised state-wide educational testing
in history, at about the same time in northern Italy when schools started using the medieval
Treviso test, the first test focusing on the educational process (O’Sullivan, 2002; Spolsky, 2017).
Later in the 16th century, language assessment needs arose in different contexts such as Europe
and the U.S. Its focus was on literacy testing of skills such as compositions, translations, and
multiple-choice grammar and comprehension (Spolsky, 2017).

During the 19»-century, testing practices encouraged memorisation and regurgitation of

grammar and decontextualised language knowledge which became pervasive because it was seen
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as contributing to upward social mobility for learners from low socio-economic backgrounds
(Latham, 1877; as cited in Spolsky, 2017, p. 381). However, large-scale testing requirements
resulted in standardisation challenges, test validity, and fairness, which were of interest across
three language testing phases: pre-scientific, psychometric-structuralist, and psycholinguistic-
sociolinguistic language testing (Spolsky, 1977). The subjective nature of language tests
characterised the first phase, where teachers were the primary assessors; they ignored test
reliability and validity issues. Then, the psychometric-structuralist phase focused on objectivity
in language assessment which piqued the interest of theoretical and applied linguists; still one of
the primary issues in language testing (McNamara & Shohamy, 2008; Shohamy, 2001; Spolsky,
2007). Finally, the psycholinguistic-sociolinguistic phase concentrated on the test taker, the test
designers, test purposes, and fairness in language testing; this phase highlighted that tests are
powerful tools that hold academic, identity, and social justice implications (McNamara &
Roever, 2006; Shohamy, 2001; Spolsky, 2008).

Since then, the social dimensions of language testing have sparked interest in diverse
areas such as language testing washback, the effect of English language proficiency on students'
performances, and recently the potential of multilingual assessment (Davies, 2004; 2008;
Giraldo, 2018; Scarino, 2010; 2013; Shohamy, 2001). Consequently, the field of critical
language testing emerged, pointing out that tests are not neutral, that the use of test results needs
critical interrogation about who is assessed, in what language, and whose agendas or educational
ideologies are advanced (Kramsch, 1993; 2014; Pennycook, 2001; Shohamy, 2017).

Critical language testing debates
In the 1980s, the shift from decontextualised grammar testing resulted in a focus on

learners' communicative competencies in language testing (Kramsch, 1993; Spolsky, 1977).



SCHOOL EFL TEACHERS’ ASSESSMENT LITERACY IN KAZAKHSTAN 10

During this time, large-scale English language testing companies, such as the American Test of
English as a Foreign Language (TOEFL) and the University of Cambridge Local Examination
Syndicate (UCLES), emerged, interested in two goals. First, by making a profit from the growing
demand for English language teaching and testing globally, and second by researching how to
improve the quality of their tests (Bachman, 1990; Bachman & Palmer, 2010; Kunnan, 2004;
Spolsky, 2008). For this reason, the social implications of language testing were placed high on
the agenda in the USA and United Kingdom (UK), raising issues such as ethics, the costs of high
stakes tests, and the impact of failure on students’ language learning identities (Davies, 2004;
Shohamy, 2001; 2006; Spolsky, 2008). In this way, these language testing issues became critical
debates that foregrounded both positive effects and concerns about the relevance of language
tests and how it provides upward social mobility (Douglas et al., 2015).

Shohamy (1992, 2001) took up these critical issues and argued that centralised tests drive
educational systems, and that language tests have power because they function as de facto
language policies, especially in contexts where homogenous language policies exist.
Subsequently, in the absence of democratic principles and practices, language tests are robust in
"manipulating the linguistic repertoire, teaching material, language standards, and language
diversity” (Shohamy, 2007; p. 126). Consequently, calls for democratic language tests paved the
way for the emergence of critical pedagogy and critical language testing (CLT) to "limit,
minimise, and control such powerful uses of tests" (Shohamy, 2001, p. 131).

CLT advocates call for increased investigations of tests' uses and their influences on
education and society (Davies, 2004; Shohamy, 2001; Spolsky, 2008). In the UK, Australia, and
the USA, research has found that tests narrow national curricula and teaching because teachers

under pressure are prone to teach towards test items (Polesel et al., 2013; Stobart, 2008; Wyatt-
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Smith et al., 2010). Furthermore, neoliberal testing practices that primarily originated in the USA
and UK have become a global normative discourse that could unquestionably be adopted during
educational reforms in developing countries, making schools more accountable for student
performance (Klein & van Ackeren, 2011; Menken, 2008). For this reason, policymakers should
know about the social and educational influences of testing practices because it can open up a
space for valuable negotiations about the relationship between language policies and ways to
mediate a more open, democratic, and socially-just culture of testing practices (Inbar-Lourie et
al., 2013; Malone, 2013; Shohamy, 2021).

The multilingual turn and testing debates

With the emergence of the multilingual turn, researchers raised another critical issue
about assessing the linguistic competence of multilingual speakers (Canagarajah, 2006; Lopez et
al., 2017; Shohamy, 2021). Before the multilingual turn, multilingual competence was based on
the assumption that multilingual learners should achieve “native-like monolingual competence in
each language” (Stavans & Hoffmann 2015, p. 157). For this reason, there is a growing interest
in multilingual testing and assessment due to the transglobal and national flows of immigrant
populations into mainstream education (Dahm & De Angelis, 2018; Cenoz & Gorter, 2020;
Meier, 2017).

A few multilingual assessment research projects have emerged in various contexts,
especially in countries experiencing high levels of multilingual diversity (Dendrinos, 2018). For
example, the Multilingual Assessment in Education Project (MulAE) in Belgium experimented
with the implications of computer-based science assessment in two languages (Turkish/Dutch or
Polish/Dutch) compared to the evaluation in Dutch only (De Backer et al., 2019). In Israel,

Shohamy (2011) advocates for similar multilingual testing (Hebrew only) or in two languages
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(Hebrew and Arabic or Hebrew and Russian) for immigrant students whose home language is
different from the official school language. In South Africa, Heugh et al. (2017) draw attention to
how bi-/multilingual large-scale tests evaluate student knowledge in two or three languages.
Multilingual assessment has also been advocated in New Zealand to address the needs of
culturally and linguistically diverse immigrants (Sachtleben & Crezee, 2015). Therefore, several
studies call for multilingual assessments so that multilingual students can engage in fair and
equitable forms of testing that can contribute to “higher scores on academic tasks [that] more
accurately reflects the knowledge of multilingual test takers’ (Shohamy & Menken, 2015, p.
421).

The emergence of language assessment literacy (LAL)

The concept of Assessment Literacy (AL) encapsulates how different stakeholders' who
make "important instructional and policy decisions” engage with assessment data at different
levels in the educational system (Stiggins, 1991p. 535). In the field of language education,
applied linguists have shown an interest in AL, but they argued for a language component to be
added; thus, Language Assessment Literacy (LAL) emerged from Stiggins's (1991) original AL
concept. In this way, LAL consists of language knowledge, language use in various contexts, and
language teaching, which distinguishes it from general assessment literacy (AL) used in
education (Bookhart, 2011; Popham, 2009). Therefore, LAL makes EFL teachers specialists
because it is their unique form of professional understanding of the relationship between
linguistic theories, the nature of language learning and teaching, and their engagement with
language principles necessary for effective assessment (Giraldo, 2018).

Language assessment literacy (LAL) encapsulates three components which are the

“knowledge, skills, and principles" associated with language learning and teaching (Giraldo,
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2018, p. 180). Even though these three components have been at the centre of LAL debates and
research, “its scope and boundaries have been questioned” (Giraldo 2018, p.180). For instance,
two issues have been contentious and not explicitly resolved: 1) what language assessment
literacy is and who should be considered as the stakeholders involved in LAL (Giraldo, 2018).
Although there is an increased focus in the field on what LAL entails, there is agreement that the
development of EFL teachers' LAL “is indeed necessary” (Giraldo, 2018, p. 180).

There have been robust debates about the stakeholders and participants that should have
LAL knowledge in the LAL field. It is argued that besides language teachers, other stakeholders
such as “school principals, parents, and politicians should know about language assessment and
its implications” (Giraldo, 2018, p. 180). Moreover, Taylor (2013) argues that there is a need to
shed light on the LAL of university administrators who evaluate high-stakes entry examinations
such as IELTS, professional language testers, and test writers. In the South American context,
LAL has been included in the professional development of experienced language teachers and
pre-service language teaching degree programs (L6pez & Bernal, 2009; Herrera & Macias,
2015). These initiatives in Columbia have shown the advantages for participants’ sensemaking
about the vital link between their language pedagogy and testing practices (Giraldo, 2018).
Empirical studies about AL and LAL

The Assessment literacy of educators has been a prominent element of teacher education
programs with growing attention to both large-scale (norm-referenced) and classroom
assessments (DeLuca & Klinger, 2010). Unfortunately, many of the scholars who worked on
measuring the assessment knowledge of teachers concluded that their AL was regrettably low
(Alkharusi et al., 2011; Brookhart, 2011; DelLuca & Lam, 2014; Inbar-Lourie, 2008; Lam, 2015;

Mertler, 2009; Popham, 2009; Scarino, 2013; Stiggins, 1991; Taylor, 2009; Vogt & Tsagari,
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2014; Xu & Brown, 2017). In the USA, early research studies that measured teachers' assessment
literacy through large-scale survey instruments highlighted the participants' limited knowledge
and skills to assess student learning (Plake et al., 1993).

Alternatively, Campbell et al. (2002) administered an assessment literacy test to compare
the knowledge of pre-service and in-service teachers and concluded that pre-service participants
averaged two fewer correct answers than in-service teachers. However, later Mertler (2009)
claimed that the similarity of scores among in-service and pre-service teachers supports the
statement that most teachers do not have a sufficient level of assessment literacy. As a result,
these studies pointed out the need to investigate teachers’ and principals’ perceptions and beliefs
about assessment practices. Interestingly, the field of LAL shows even more complexity because
EFL teachers need to include a much deeper engagement with 1) applied linguistics, 2) the
nature of language learning and teaching, 3) second language acquisition theories (Davies, 2008;
Giraldo, 2018, Scarino, 2013) and more recent components of multilingual assessment (Cenoz &
Gorter, 2020; May, 2014, Meier, 2017).

In foreign language (FL) contexts, especially in contexts that face radical education
reforms, language teachers’ pedagogical and English language skills are receiving increased
attention (llic & Warrington, 2007; Razmjoo, 2007; Tahereen, 2014). While these issues are
essential, what is needed in these contexts is how teachers’ LAL impacts their pedagogy and
assessment because teachers’ LAL can narrow the scope of learners' language learning (Chan &
Evans, 2014). On the point of LAL in classroom assessment practices, Lépez and Bernal (2009)
found that Columbian teachers demonstrated divergent language assessment practices. For
instance, their results showed that those teachers, who received language assessment training,

were more able to develop assessment tasks that improved teaching and learning outcomes. In
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contrast, teachers with no training only utilised summative assessment tasks to obtain grades.
Therefore, this study concluded that teachers' beliefs and language assessment knowledge
influenced their classroom assessment practices. As a result, teachers trained in LAL would
probably include and use classroom assessment to draw conclusions about the academic
achievements of their EFL students (Alkharusi et al., 2011; Brookhart, 2011; Popham, 2009;
Shohamy, 2001, Stiggins, 1995).

In South America, research studies on EFL in-service teachers and pre-service student
teachers AL concluded that these stakeholders need explicit training about LAL (Giraldo &
Murcia, 2019). The study of Giraldo and Murcia (2018) illustrated how a LAL course for pre-
service language teachers contributed to their development in two main areas. Their results
indicated that the participants' language assessment views shifted from language assessment as
tests that grade knowledge only to a process-oriented approach involving more critical
discussions about language testing. In addition, Restrepo-Bolivar (2020) used learning journals
to illustrate pre-service teachers’ assessment perceptions and revealed divergent views of
language assessment. Another study concluded that professional development programs for in-
service teachers had increased their awareness of language assessment through reflection on
topics such as the nature of language learning and second language acquisition pedagogies on
language assessment (Giraldo & Murcia, 2019).

In the Asian context, it is noteworthy that LAL has been more concentrated in higher
education contexts. For instance, Xu and Brown (2017) examined Chinese EFL university
teachers’ language assessment literacy using a modified variant of the Teacher Assessment
Literacy Questionnaire (TALQ), produced by Plake and Impara (1992). The results showed that

these participants' preliminary language assessment literacy levels were similar to findings in the
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USA, Columbia, and Oman, recommending that universities provide regular professional
development training on language assessment literacy.

Lam (2015) explored how five Hong Kong teacher education universities include (or not)
language assessment literacy and development in pre-service teaching programs. The data
included official websites of English Language Teaching Programs of the universities,
government sources, and interviews with undergraduate students and instructors. The findings
indicated a big theory-practice gap because the program content was too academic and did not
primarily focus on developing critical LAL skills. For example, the study found that most
teaching practices “primarily underscored the evaluation of pedagogical skills and classroom
language proficiency rather than LAL" (Lam, 2015, p. 185). The researcher concluded that
practicum supervisors assessed how future teachers delivered their lessons rather than how they
evaluated their students’ language abilities. As a result, the study recommended that course-
based language assessment training of pre-service teachers be re-designed to include LAL
explicitly.

Summary

The chapter provided background about language testing in Kazakhstan and explained the

development of LAL in various contexts such as the USA, South America, Western Europe, and

Asia. The following section will present the study’s methodology.
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Chapter 3: Methodology

The research investigates how EFL teachers’ LAL reflects the underpinnings of language
assessment reform in the Kazakh context. For this reason, the purpose of this study was to shed
light on how state-funded assessment PD courses impact EFL teachers’ language assessment
literacy. The previous chapter provided a review of LAL literature to illustrate its importance for
EFL teachers. This chapter presents the research methodology and design and concludes with the
study’s ethical considerations.
Research design and method

Numerous studies have advocated for the dual benefits of collecting quantitative and
qualitative data in educational research, referred to as mixed methods research (Creswell, 2014).
One of the essential advantages of a mixed-method research design is that such studies build on
the strengths of qualitative and quantitative approaches (Bryman, 2016; Creswell, 2014). For this
reason, this study was underpinned by a mixed-method research design because several recently
published educational research studies on assessment and assessment literacy advocate the
advantages of following such an approach (Borg, 2015; Lam, 2015). For this reason, this study
used a convergent parallel mixed-methods design. One of the strengths of a convergent parallel
mixed-methods design is the possibility of combining complementary results from quantitative
and qualitative research methods (Bryman, 2016; Creswell, 2014). As a result, it allowed the
researcher to collect and analyse two separate datasets, the qualitative (website analysis and
interviews) and the quantitative (online survey), and then merge them to compare and combine
the results. Consequently, | used a parallel-databases variant where two parallel strands of data
are gathered and examined independently and only brought together during the interpretation

(See Figure 1) (Creswell, 2014).
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Figure 1

Overview of the Convergent Parallel Mixed-Methods Design
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Note. The figure shows the overall research grouped into three steps: eight main activities, where
the actions after the literature review are conducted parallel and independently.

Sampling and Research Instruments

The sample consisted of one hundred and nineteen participants (n=119) in a teacher

survey, three participants (n=3) in the one-to-one teacher interviews, and three English as a

foreign language (EFL) teacher training course descriptions (n=3) for document analysis. The

study first used a convenience sampling strategy in which EFL teachers were invited to

participate in an online survey through their corporate emails and the Kazakhstan Teacher of

English Association webpage (https://kaz-tea.kz/en/). Finally, the study utilised purposive
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sampling to select participants for the semi-structured interviews according to their teaching
experiences and school locations.
This study used the following research instruments:

1. Documents (PD course descriptions from state-funded PD websites);

2. LAL (5-point Likert-type) Survey;

3. Semi-structured interviews.

The first research instrument consisted of documents and data on publicly accessible
websites of state-funded PD organisations in Kazakhstan. It aimed to identify the content of EFL
teachers’ PD courses.

The second research instrument was a web-based survey for EFL teachers (see complete
survey in Appendix A). The survey consisted of two parts: (1) a multiple-choice section to gather
information about participants’ teaching experience and participation in state-funded and other
assessment PD interventions, and (2) a five-point Likert-type scale section which consisted of
seventeen items aimed to assess teachers’ perceptions about their assessment knowledge and
skills. The survey items were adapted from a list of descriptions for LAL core components and
their dimensions proposed by Giraldo (2018). To test for validity and internal consistency of
data, the researcher computed Cronbach’s alpha for each Likert-type item. It is recommended to
have a minimum coefficient between 0.65 and 0.8 (or higher in many cases); coefficients that are
lower than 0.5 are usually unacceptable (Bonett & Wright, 2015). As a result, Cronbach’s alpha
for all Likert-type items of the survey was higher than 0.8, which suggested a strong reliability
measurement.

The third research instrument was semi-structured teacher interviews that consisted of six

questions grouped into three categories, namely (1) warm-up questions about teachers’
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experience in education and PD courses, (2) the questions about the teachers’ attitudes and
beliefs about language assessment in classrooms, and (3) the questions on the teachers’
suggestions about language assessment in classrooms (see Appendix B). All the questions were
tested in pilot interviews and checked for appropriateness to the research questions and the
interview length. Overall, the main goals of the interview were:
1. To gain a deeper understanding of the teachers' LAL beliefs, attitudes, and skills in their
classroom practices.
2. To gain a deeper understanding of the teachers' LAL perceptions and their suggestions
about developing or improving their LAL.
3. To identify additional topics or issues that were not considered in the literature review
and were potentially relevant to the study's research questions.
Data Collection Procedures
After receiving the ethical approval from Nazarbayev University, Graduate School of
Education (GSE) research committee, | sent emails with a link to the online questionnaire
(Google Forms) to the intended organisations and school administrators of urban and rural public
schools. First, | sent a follow-up email to explain the research purpose to two state-funded PD
organisations to request assessment course documents and resources. Unfortunately, they were
not forthcoming, and | then decided to collect course information freely available for public use
on their websites.
Secondly, I sent the teachers an email explaining the study and provided a link to an

interactive website (https://sway.office.com/01s9m24gjF1DAWEF9). It contained all the necessary

research project information, such as the purpose, the ethical procedure to protect teacher

participants’ identities with the links to the survey, and the researcher's contact details. As a final
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step in the survey, respondents were informed about the purpose of the follow-up semi-structured
interview. | requested their willingness to participate through a tick list at the end of the survey
questions.

Finally, I conducted online Zoom interviews at a convenient time for participants to
ensure a comfortable atmosphere, which helped gain meaningful and reliable data (Creswell,
2014). The interviews lasted no more than 20 minutes; it was recorded after each participant
gave consent.

Data Analysis Procedure

Due to the study utilising convergent mixed-methods, the document analysis data, the
quantitative data from the online surveys, and the qualitative data from the teacher interviews
were collected simultaneously (Creswell, 2014). All the data was then analysed and reviewed to
explain or support each other. Table 1 illustrates the study timeline.

Table 1

Study Timeline

Activity Date
| 1
Proposal Presentation October 2021
GSE Ethics Committee Approval November 2021
Website analysis November 2021
Participant Invitations & Online November & December 2021
Survey Data Collection
Conducting Interviews January 2022
Data Analysis February - April 2022

The analytical procedure for this research included document analysis, online teacher
survey quantitative analysis, and qualitative analysis of teachers’ interviews. Firstly, the
researcher conducted a comprehensive study of the course descriptions and their overall structure

for the website analysis to determine the knowledge and principles that underpinned the EFL
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assessment PD courses in Kazakhstan. (See Appendix D). The screen captures of relevant Web
pages were collected using the screenshot function of a computer from the desktop view of the
websites. Relevant pages indicated the information about the courses for EFL teachers provided
by state-funded PD organisations (See the screen captures in Appendix D). A second deductive
analysis used Giraldo’s (2018) LAL dimensions as a frame to evaluate the course learning
outcomes and content (Giraldo, 2018).

The second phase of the study used SPSS software to provide descriptive and inferential
statistics about the respondents' attitudes concerning their language assessment knowledge and
the correlations between the completion of assessment courses and their self-perceived language
assessment abilities. The researcher examined the reliability and internal consistency of data
computing Cronbach's alpha and ran descriptive statistics to analyse demographic information
and teachers' responses for Likert-type items (percentages, mean, standard deviation). In
addition, Pearson's correlation was used to determine whether there were relationships between
participants' completion of state-funded PDs, other assessment PDs and their perceptions about
their own language assessment abilities and skills.

Finally, the teacher interview data were transcribed and coded for patterns emerging from
the literature. These patterns were further analysed to identify recurring themes that revealed
LAL results.

Ethical Considerations

The researcher completed all necessary CITI Modules. Before collecting any data, the
researcher first submitted the proposal for ethical approval. Upon approval, the researcher
initiated the analysis of websites of PD course organisations and sent invitations to EFL teacher

participants to participate in the online survey for a quantitative study. The invitation included
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the study information, consent forms, a link to the online survey questionnaire, and the
information on participation in individual semi-structured interviews.

The research included no more than minimal risk for the participants. Nonetheless,
numerous precautions were used to protect the respondents who participated in this study.

As the proposed study utilised a mixed-method approach, it considered the ethical issues
typical to the process. Ethics in mixed-methods studies need to relate to important quantitative
and qualitative research issues. In sum, quantitative and qualitative research needs to be
underpinned by ethics (Creswell, 2014).

Confidentiality and Anonymity

Researchers are responsible for ensuring that no harm is done to the participants at the
initiation or during data collection (Bryman, 2016, Creswell & Clark, 2018). No harm means that
an ethical researcher strives to ensure participants’ anonymity and confidentiality. Therefore,
throughout all stages of the study, | ensured that these ethical considerations were upheld by
guaranteeing the confidentiality of all data and the anonymity of the respondents.

Although the data from the document analysis was taken from publicly available
websites, the researcher removed identifiers of PD organisations, and changed names into codes
such as Organisation 1 and Organisation 2. To ensure the privacy and anonymity of the survey
participants, the online questionnaires were set up to make sure that participants’ responses
included minimal personal information and mainly focused on their educational background,
knowledge of language assessment, and classroom practices. In addition, the account that was
used in Google Forms had a strong-level password to guarantee confidentiality. Regarding the
semi-structured interviews, the names of interview participants were changed to codes. The data

they shared was coded, avoiding their personal information, and the recording started only after
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their permission. Finally, all the research data was stored in Google Drive (a cloud-based storage
solution) with a strong-level password that was only accessible by the researcher to ensure
confidentiality and anonymity.
Risks and Benefits

Quialitative studies always involve risk; however, all the procedures were planned to
mitigate potential risks. It was expected that teachers might feel uncomfortable talking about
their thoughts on their professionality, practices, or the quality of the professional development
courses or programs they attended. To minimise these risks, the researcher explained the whole
procedure of the study. Also, the participants were informed about the coding steps, data
analysis, interpretation, and how the data will be used. I have also minimised the participants’
fear of being recorded by explaining that the recordings would be deleted once the study was
completed.
Summary

Chapter 3 presented the research methodology, data collection methods, and analysis
processes. The next chapter will present the study results that emerged from the convergent

mixed-methods study.
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Chapter 4: Findings

The previous section focused on the research methodology to investigate EFL teachers’
language assessment literacy related to the content of state-approved PD courses for in-service
teachers. In this chapter, I present the results of a convergent parallel mixed-method study which
included website analysis, a LAL survey, and teachers’ semi-structured interviews. The central
research question of this study was:

To what extent do teachers' language assessment literacy (LAL) reflect the

underpinnings of language teaching reform?

To answer the main research question, | first need to present the findings from three sub-
questions which were:

1. What is the content of language assessment PD training in Kazakhstan?

2. What are teachers' skills and knowledge about language assessment?

3. What are teachers' beliefs and attitudes about language assessment?

The study results are organised in the following sequence. First is document analysis,
followed by the survey results, and the final section presents the interview findings.
Document Analysis

The information from Organisation 1 and Organisation 2 about the courses for EFL
teachers was analysed to illustrate the nature, focus, and content of EFL teachers' PD courses
(See Appendix D for the original versions of the Russian content). The document sources used
for this study are freely available on the publicly accessible websites of the state-funded
organisations offering EFL PD courses. | now present the results: (1) Website Analysis and (2)

Content Analysis.
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Findings of the Website Analysis

The first analysis phases searched for information related to the course goals, description,

and overall structure to illustrate the underpinning assessment principles.

Organisation 1. The results show that the website of the Organisation 1 offers two

courses for EFL teachers, titled The advanced training of teachers at a secondary education

school in the discipline "English™ as part of updating the content of secondary education

(Course-1) and Development and examination of assignments for assessment™ in the subject

"English language (Course-2). Table 2 presents a grouped summary of Organisation 1’s course

overviews, their titles, delivery mode, overall course descriptions, and program goals.

Table 2

Courses Provided by the Organisation 1

Course The advanced training of teachers at a secondary ""Development and examination of assignments for
titles education school in the discipline ""English" as part  assessment" in the subject ""English language"*

of updating the content of secondary education Course-2)

(Course-1)
Course Online, 3 weeks of training, including 160 academic Not mentioned
mode hours of synchronous and asynchronous learning, 15

webinars of 90 minutes each day, 1 lesson plan for

defence, and 1 certification presentation
Overall To improve the professional skills of teachers in the To improve the professional level of teachers in the
description  context of updating the content of secondary field of development and examination assignments for
and Goals education. assessment as part of updating the content of

secondary education.

Outcomes During the course teachers will: During the course teachers will:

1. understand the structure, content, goals and
objectives of the updated English
curriculum;

2. know the features of the criteria-based
assessment system, the practical aspects of
its implementation;

3. be ready to accept the methodology and
content of the updated SES of general
secondary education; to change the software
and methodological support of the
educational process, to change the goals and
methods of pedagogical activity;

4. learn how to build the educational process in
accordance with the goals and expected
learning outcomes of the Study Program.

1.  study the main approaches to the
development and examination of assessment
tools;

2. master the types and characteristics of tasks
used in the assessment process;

3. learn how to develop and conduct an
examination of assessment tools;

Additional: In the process of coursework, special
attention is paid to the development of different types
of tasks, the ability to use different forms of their
presentation, to improve pedagogical methods and
approaches for examining the developed tasks,
compiling test questions and distractors, the ability to
analyse the content of tasks and test questions and
select tasks for further use in the classroom in English.
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Organisation 2. The website of the Organisation 2 has information on one course for
EFL teachers, titled Development of professional competencies of an English teacher (Course-3)
(See table 3). Table 3 summarises Organisation 2’s course overviews, their titles, delivery mode,
overall course descriptions, and program goals.
Table 3

Course Provided by the Organisation 2

Course title Development of professional competencies of an English teacher (Course-3)

Course mode  Offline; or remote in asynchronous or synchronous mode, including 40 or 80 academic hours of learning in
Russian, made for primary, basic secondary, general secondary education levels of education with a certificate
as a completion form

Overall The purpose of the Program is to increase the level of professional competencies of English language teachers

description in the field in applying the achievements of pedagogical technologies, Internet learning for the development of

and Goals "4C" skills of students in English lessons within the framework of the current Standard Curriculum for the
subject "English Language.”

Outcomes After the course, teachers will:

1. carry out and optimise professional activities in accordance with regulatory legal acts in the field of
implementation and development of teaching the subject "English";

2. apply modern strategies for the formation of students' emotional intelligence to develop
communication skills and speech activity of students;

3. carry out effective interaction with students, based on the theory of 4Cs - the generation of such soft
skills of students as communication, cooperation, critical thinking, creative skills;

4. create and implement interactive tasks in the educational process with a focus on optimising the
language skills of students;

5. create differentiated tasks to involve all students in the educational process, including those with
special educational needs;

The analysis showed that both organisations focus on improving teachers' professional
competencies; Organisation 1 noted that the program focuses on the content update for
secondary education. In contrast, Organisation 2 pointed out that the program addresses the
current Standard Curriculum for English. Course-1 (Organisation 1) and Course-3 (Organisation
2) are similar in their primary goals; both courses aim to improve EFL teachers' professional
skills associated with the updated curriculum. The website revealed a few differences in the
mode of delivery and the number of hours; 160 hours for Course-1 and 40 or 80 hours for
Course-3 in offline and online modes. Also, Course-3 indicated its audience as the teachers of all
levels of school education from primary to general secondary schools, whereas Course-1 and

Course-2 did not specify their audience.
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What is interesting in this data is that Course-2 is different from the other two courses
because it focuses on developing teachers' assessment skills. Interestingly, the course description
states that 1) special attention is paid to the development of different types of tasks, 2) the ability
to use different forms of oral presentations, 3) to improve pedagogical methods and approaches
for examining tasks, 4) compiling test questions and distractors, 5) the ability to analyse the
content of tasks and test questions and finally 6) to select tasks for use in the English
classrooms.

Overall, the results showed that Course-2 and Course-3 foregrounded the general
teachers’ competencies; thus, the focus on teachers’ assessment literacy was vague. The analysis
revealed that Course-2 has only one outcome about the features of criteria-based assessment
systems and their implementation (See Table 2). Course-3 had two vaguely related assessment
objectives: 1) creating and using interactive tasks, focusing on optimising students’ language
skills, and 2) creating and implementing differentiated tasks.

Finally, the outcomes of Course-2 were all related to assessment, which shows its focus
was on improving EFL teachers’ assessment knowledge. As shown in Table 2, Course-2 focuses
on teaching the main approaches for developing and examining assessment tools, types and
characteristics of tasks used in the assessment process and developing and examining assessment
tools.

Findings from Course Content

The relation of courses’ content to the features of LAL was analysed by categorising the

course descriptions and outcomes against the language and assessment literacy (LAL) core list

(Giraldo, 2018). This core list includes three central components: Knowledge, Skills, and
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Principles, each with corresponding dimensions updated and developed with the knowledge of
other researchers in the field (Davies, 2008) (See Figure 2).
Figure 2

A Core List of Language Assessment Literacy Dimensions: Knowledge, Skills, and Principles

Ayvareness of applied linguistics
Awvareness of theory and concepts
Awareness of own language
assessment context
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Knowledge

Language
Assessment
Literacy
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Instructional skills
Design skills for language Awareness of and actions towards
assessments critical issues in language assessment
Skills in educational measurement
(advanced skills not always needed)
Technological skills

Note. Retrieved from Giraldo (2018, p. 187)

Comparing the website content on PD courses and the Core List, information on courses
from the websites is not informative. Although Course-1 mentions studying the main approaches
for developing and examining the assessment tools, no specific concepts, principles, or theories
were mentioned. Similarly, all other information on Course-1, Course-2, and Course-3 did not
include any special language assessment approaches. Therefore, it was challenging to discern
whether the assessment component of PD courses makes connections with knowledge of applied
linguistics issues such as communicative approaches to language assessment, second language
acquisition and assessment, and assessment principles such as validity and reliability. For

example, the description and outcomes of the Course-2 (see Table2) suggested that language
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assessment is about “methods and approaches for examining the developed tasks” and “the
ability to analyse the content of tasks and test questions and select tasks for further use in the
classroom in English.” In addition, the course information suggested a limited focus on the
relationship between instructional skills and the assessment of specific language competencies
such as reading, writing, grammar, and listening and speaking. Instead, their focus was on
teachers' knowledge about “the features of the criteria-based assessment system, the practical
aspects of its implementation” (See Table 2, Course-1, outcome 2). Therefore, EFL teachers
might gain a narrow perspective of language assessment in their professional development
courses.
Summary of findings

The results suggested that the content of both courses for EFL teachers only included
assessment knowledge connected with the latest updated curriculum. For instance, the
introduction of criteria-based assessment, summative and formative assessment methods, and
approaches for selecting, developing, and examining different assessment tools, which in turn
indicated that the PDs are working on improving teachers' teaching and assessment skills.
However, the analysis also revealed that the courses lacked descriptions associated with applied
linguistics such as second language acquisition, critical language testing (CLT), multilingualism,
and assessment principles such as validity and reliability. These are all related to LAL's
dimensions of knowledge and skills components (Giraldo, 2018). It suggested that teachers can
probably conduct assessment procedures in a classroom setting; however, their knowledge might

be insufficient to create and use high-quality assessment tasks and tools.
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Quantitative Analysis

This part of the thesis included a survey that consisted of two sections. The first section
obtained demographic information about respondents’ educational backgrounds, such as years of
teaching, teaching categories, degrees, and whether they completed state-funded professional
development courses, specifically language assessment. It was also used as a Qualifying
demographic questionnaire to determine participant eligibility. The second section consisted of
17 Likert-type questions about EFL teachers’ attitudes concerning their assessment competencies
after educational reform. The questions were mandatory to avoid missing data, and it was based
on the LAL descriptors proposed by Giraldo (2018). (See Appendix A).
Presentation of Survey Findings

This section presents the survey findings in the following sequence: (1) demographic
information, (2) descriptive analysis of Likert-type items, (3) Pearson's correlation, and (4) the
summary of findings.
Demographics

The first part of the survey revealed that a total of one hundred and nineteen teacher
participants (n=119) completed the online survey, which consisted of 15 male (12.6%) and 104
female teachers (87.4%). The mean age of respondents was 34.12, and the mean number of years
teaching was 10.50. The participants were also able to select their degree levels as one of the
demographic questions on the survey instrument. The response options were BA (Bachelor of
Arts), MA (Master of Arts), and Ph. D. (Doctor of Philosophy) or near completion. As a result,
there was no dominant level of education, as the numbers of participants with Bachelor’s and
Master’s degrees were almost similar, 56 (47.1%) and 55 (46.2%), respectively. The grade level

taught was evenly distributed, with slightly fewer primary school EFL teachers than other grade
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levels (16.9%). One-third of participants (70.6%) took state-funded PD courses on the updated
curriculum, and more than half of them (52.1%) reported that they had other PD interventions on
assessment. All demographic data collected from participants are presented in Tables 4 and 5.
Table 4

Demographic Characteristics of Participants (N=119)

Characteristics n %
| Gender | | |
Male 15 12.6
Female 104 87.4
Location
Rural 41 34.5
Urban 78 65.5
Highest level of education
Bachelor’s Degree 56 47.1
Master’s Degree 55 46.2
PhD 8 6.7

Grade level taught
Primary school (K-4)
Secondary school (5-9)
High school (10-11, and 12)

Teachers who took state-funded PD training

84 70.6
Yes

35 29.4
No

Teachers who had PD interventions on assessment

62 52.1
Yes

57 47.9

No
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Table 5

Other Participant Characteristics (N=119)

Characteristics M SD

| I |
Age 34.12 7.55
Years of teaching 10.50 7.25

Further, the participant responses were analysed using descriptive and inferential
statistics.
Quantitative Analysis of Likert-type items

Responses for Likert-type scale items were quantified using a scale of one to five. One
represented strongly disagree; two represented disagree, three represented not sure, four
represented agree, and five represented strongly agree. To ensure that each participant's response
was taken for each survey item, the section in the survey was mandatory.

Table 6 illustrates the correlation of respondents’ age to their years of teaching. The years
of teaching included the following ranges 1-3 years, 4-6 years, 7-12 years, 13-20 years, 21-31
years, and more than 32 years of experience. The participants’ experience was used to determine
the number of teachers who worked without any experience before the curriculum update, those
who worked during the update, and teachers who had rich experience before the curriculum
update. The descriptive analysis revealed that 16.0% of teachers started teaching when the
reform was already launched, 22.7% of respondents worked during the planning stages of the
updated curriculum, and 61.3% of respondents worked at schools with a traditional assessment
model (see Table 6). It was anticipated that the teachers’ perceptions about their language
assessment knowledge and skills might differ according to the groups. However, the correlation

analysis did not show any statistically significant correlation between grouped years of teaching
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and responses to Likert-type item responses. Overall, the data showed that teachers' age and
years of teaching were evenly distributed, and that teachers’ years of experience did not affect
their perceptions of their language assessment skills.

Table 6

Years of Experience Correlated by Ages (N=119)

Year of experience

Age >3 years 4-6 years 7-12 years 13-20 years 21-31 years <32 years
21-25 years 92.90% 7.10%
26-30 years 15.60% 71.90%  12.50% 14.30%
31-35 years 4.80% 14.30%  66.70% 53.80% 3.80%
36-40 years 42.30% 61.50% 34.60% 3.80%
>40 years
Total 16.00% 22.70 24.40% 27.70% 8.40% 0.80%

Table 7 shows the teachers’ self-reported attitudes toward their language assessment
abilities, which were then correlated with the three core components of language assessment
literacy: knowledge, skills, and principles, particularly the 17 descriptors selected for the Likert-
type items (see Appendix A, Step 2). The survey results revealed a higher degree of positive
responses for the Principles component, where 94.40% of respondents selected the “agree” and
“strongly agree” values—the Skills component, especially instructional skills, with 93.08% of
positive responses accordingly. The subgroup of items with the most negative responses was the
Knowledge component, particularly the awareness of applied linguistics with 30.8% for the value

“Not Sure” and 5.32% for “Disagree” and “Strongly Disagree,” respectively. Moreover, in



SCHOOL EFL TEACHERS’ ASSESSMENT LITERACY IN KAZAKHSTAN 35

Figure 3, most of the negative responses for items from 10 to 14 indicated participants' responses

to the Knowledge component in the LAL core list.
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Table 7

Attitudes of Teacher Survey Respondents to Their Abilities (N=119)

36

Responses

ltems

Instructional skills

1.

2.

3.

4.

plan, implement, monitor, record, and report student
language development.

improve instruction based on assessment results and
feedback.

utilize alternative means for assessment; for example,
portfolios.

communicate norm- and criterion-referenced test
results to a variety of audiences: students, parents,
school directors etc.

Design skills for language assessment

1.

2.

3.

clearly identify and state the purpose for language
assessment.

write selected-response items such as multiple-choice,
true-false, and matching.

design rubrics for alternative assessments such as
portfolios and peer-assessment.

Technological skills

1.

2.

run operations on Excel; for example, descriptive
statistics and reliability correlations.
use internet resources such as online tutorials and

|
Strongly Disagree Not Agree Strongly M* SD* Cronbach’s

Disagree
P*

0.00%
0.00%
0.00%

0.00%

0.80%
0.80%

0.80%

0.00%

0.80%

P

0.80%

0.80%

0.00%

0.00%

0.00%

0.00%

0.00%

5.90%

0.00%

Sure
P
P

4.20% 57.10%

1.70% 74.80%

8.40% 67.20%

11.80% 63.90%

14.30% 63.90%

4.20% 70.60%

18.50% 63.90%

26.10%52.10%

4.20% 73.90%

Agree
P

37.80%
22.70%
24.40%

24.40%

21.00%
24.40%

16.80%

16.00%

21.00%

4.32.596

4.19.492

4.16.552

4.13.590

4.04.656

4.18.577

3.96.656

3.78.783

4.14 557

Alpha

.886
.885
.887

.889

.884
.883

.881

.891

.885
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adapt contents for their particular language
assessment needs.

Awareness of applied linguistics

1.

compare approaches for language teaching and
assessment; e.g., communicative language testing;
task-based assessment.

explain the major issues in applied linguistics; e.g.,
bilingualism, language policy and planning,
pragmatics, sociolinguistics, etc.

analyse trends in second language acquisition and
their impact on language assessment; e.g., motivation,
cross-linguistic influence, learner strategies.

Awareness of theory and concepts

1.

2.

illustrate the history of language testing and
assessment, and its impact on current practices and
society.

evaluate the kind of washback that assessments can
have on learning, teaching, curricula, and institutions.

Awareness of and actions towards critical issues in
language assessment

1.
2.

3.

use tests, test processes, and test scores ethically.
provide assessment practices that are fair and non-
discriminatory.

implement democratic language assessment practices,
by giving students opportunities to share their voices
about assessment.

0.80%

0.80%

0.80%

0.00%

0.00%

0.00%
0.00%

0.00%

5.00%

3.40%

5.00%

5.00%

6.70%

0.00%
0.00%

0.80%

28.60%57.10%

37.00% 50.40%

26.90%61.30%

37.80%52.10%

36.10%47.90%

3.40% 59.70%
5.90% 56.30%

6.70% 58.80%

8.40%

8.40%

5.90%

5.00%

9.20%

37.00%
37.80%

33.60%

3.67.738

3.62.725

3.66.704

3.57.671

3.6 .751

4.34.541
4.32.581

4.25.614

881

879

.882

.885

.890

.888
.890

.885
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P* = percentage ~ M* = mean

SD* = standard deviation



SCHOOL EFL TEACHERS’ ASSESSMENT LITERACY IN KAZAKHSTAN 38

Figure 3

Bar Chart For Attitudes of Teacher Respondents to Their Abilities (N=119)
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Note. This is a stacked bar chart where the rows represent 17 items of Likert-type scale
questions, where row one presents the results for the first item in the second part of the
questionnaire titled: The current state of EFL teachers’ LAL in Appendix A, step 2.

Moreover, as seen in Table 7, the participants most agreed with the items two and 15
(97.5% and 96.7%), which indicated that they can “improve instruction based on assessment
results and feedback™ and that they find it easy to “use tests, test processes, and test scores
ethically.” The items participants most disagreed with were questions 14 and eight (6.7% and
5.9%). This indicated that they find it easy to “evaluate the kind of washback that assessments
can have on learning, teaching, curricula, and institutions” and that they can “run operations on
Excel; for example, descriptive statistics and reliability correlations.” In addition, the analysis

found that items 13, 11, and 14 (37.8%, 37%, and 36.1%) had the most responses for the value
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“not sure.” In sum, the participants reflected that they are more prepared to use assessment data
to improve their teaching and to do it ethically.

Also, the results suggested that the respondents lacked the knowledge related to the
significant issues in applied linguistics, the history of language testing and its impact on current
practices and society, and the evaluation of the kind of washback that assessments can have on
learning, teaching, curricula, and institutions (Giraldo, 2018).

The results have four well-defined suggestions about teachers' knowledge, skills, and
principles in language assessment. What was evident from teachers’ responses was that they
seemed to have more confidence in using language assessment and test processes ethically and
providing fair and non-discriminatory assessment practices. Another significant finding was
teachers’ responses about their knowledge of Skills component items. The teachers were
particularly confident in Instructional skills that included recording and reporting assessment
data, using it for improving instructions, and utilising different types of assessment. Also, they
reflected that they were mostly good at designing the assessment tools, identifying their purpose,
and preparing the task rubrics. However, teachers had low responses for item eight (see
Appendix A, step 2) about running operations on Excel for measurement tasks like descriptive
and correlations analysis of assessment data. In addition, another significant finding was that
teachers indicated limited awareness of applied linguistics concepts associated with language
testing.

Figure 4 represents the log-transformed column chart of average means by LAL
dimensions as a visual reference. These dimensions include instructional skills, design skills, and
technological skills of the Skills component, the awareness of applied linguistics and the

awareness of theory and concepts of the Knowledge component, and the awareness of and
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actions towards critical issues in language assessment of the Principles component. As seen in
Figure 4, the average means of the responses point to the low scores of the dimensions in the
Knowledge component. Means 3.65 and 3.59 are close to the value “not sure” of the Likert-type
responses.

Figure 4

Log-Transformed Column Chart for Average Means by LAL Dimensions
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Note: The grid line with the number four on the horizontal axis represents the value “agree” on
the Likert scale.

Pearson’s Correlation. The researcher evaluated the relationship between the content of
PD courses and teachers' assessment abilities to answer the main research question: To what
extent do teachers' language assessment literacy (LAL) reflect the underpinnings of language
teaching reform?

The researcher correlated EFL teachers’ completion of state-funded courses or other

language assessment PD interventions against their responses on language assessment literacy's
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three components (knowledge, skills, and principles). The aggregate totals from participants’
responses were used to perform calculations based on the components that respondents selected
as being capable or not capable. The Skills component consisted of nine items, the Knowledge
component had five items, and the Principles component had three items, requiring respondents
to select a choice on a five-option in Likert-type scale (strongly disagree, disagree, not sure
agree, or strongly agree).

To quantify the level of the teachers' abilities in Skills (LAL-S), Knowledge (LAL-K),
and Principles (LAL-P) components (see Tables 8 and 9), each strongly disagree was assigned a
value of one, disagree a value of two, not sure a value of three, agree for a value of four and
strongly agree received a value of five. LAL-S, LAL-K, and LAL-P aggregate scores were
generated as the dependent variable for each respondent who answered the questions. The
independent binary variables were the Completion of state-funded courses (SFC) and
Completion of other PD interventions (PDI), where yes was coded as 0 and no as 1.

A Pearson’s correlation was run to test the relationship between the independent
variables of LAL components aggregate scores (LAL-S) (N - 119, M ~ 39.9, SD ~ 3.744) (LAL-
K) (N - 119, M ~ 18.1, SD ~ 2.998), (LAL-P) (N - 119, M ~ 12.9, SD ~ 1.495).

Table 8 summarises the descriptive statistics of these variables. As seen in Table 9, data
analysis reveals a statistically significant weak negative relationship between the completion of
PD interventions and their abilities in the Skills component (r =-.218, n = 119, p =.009). A one-
tailed test was chosen because of the underlying assumption in the research hypothesis that the
direction of a teacher’s ability scale scores (higher or lower) will depend on their SFC or PDI
scores. The result was interpreted as the variables having a correlation of 0.218, which was

significantly below the 0.01 level. Results also indicate the 0.218 correlation relationship due to
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chance at a level of p < 0.01, which was even a stronger finding than the acceptable level of
significance set for the study requiring a p-value where a < 0.05.
Table 8

Descriptive Statistics for Dependent Variables Scores and Independent Variables Aggregate

Scores
Variables N Minimum Maximum Mean SD
1 I | 1 |
Dependent
SFC 119 0 1 .29 458
PDI 119 0 1 A48 .502
Independent
LAL-S 119 16 45 36.9 3.744
LAL-K 119 10 25 18.1 2.998
LAL-P 119 9 15 12.9 1.495
Table 9

Correlation between Course Completion and LAL Scores

LAL-S LAL-K LAL-P
SFC | Pearson Correlation | -.027 | .065 | .065
Sig (1-tailed) .385 240 242
N 119 119 119
PDI Pearson Correlation -.218** -.148 -.110
Sig (1-tailed) .009 .055 117
N 119 119 119

**_Correlation is significant at the 0.01 level (1-tailed)
Correlation analysis was further used in an attempt to determine if there were
relationships between the PDI and LAL-S sub-groups, specifically the Instructional skills (LAL-

S-1), Design skills (LAL-S-D), and Technological skills (LAL-S-T) components. The completion
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of PDI as self-reported by teacher participants shows a statistically significant negative weak

relationship with the Instructional skills (r = -.192, n = 119, p = .018) and Design skills (r

.213,n =119, p =.010) (Table 10, Tablel11). Again, each correlation coefficient is negative,

indicating that as the score for the PDI completions increases, the score for the Instructional

skills and Design skills or the variables would decrease. This negative correlation supports the

directional hypothesis associated with the research question, which means that the teacher

respondents who indicated that they had other PD interventions on assessment were more
confident in their knowledge and skills in LAL components.
Table 10

Descriptive Statistics for PDI and LAL-S Sub-groups Aggregate Scores

Variables N Minimum Maximum Mean SD
] ] ] I ]
PDI 119 0 1 A8 .502
LAL-S
LAL-S-I 119 10 20 16.8 1.720
LAL-S-D 119 3 15 12.2 1.592
LAL-S-T 119 3 10 7.92 1.105
Table 11
Correlation between PDI and LAL-S Sub-scores
LAL-S-1 LAL-S-D LAL-S-T
I I ] |
PDI Pearson Correlation -.192** -.213** -.133
Sig (1-tailed) .018 .010 .075
N 119 119 119

**_Correlation is significant at the 0.05 level (1-tailed)
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Overall, the results revealed the following well-defined trends in descriptive analysis:

1. The survey results revealed that the teacher respondents indicated themselves as being
more confident in using language assessment and test processes ethically and providing
fair and non-discriminatory assessment practices.

2. The teachers also had higher responses for recording and reporting assessment data, using
it to improve instructions, and utilising different assessment types.

3. The respondents seemed less familiar with the functions of Excel or with terms such as
descriptive statistics and reliability correlations.

The following trends in the correlation analysis,

1. The results showed that the teachers' LAL skills related to the completion of PD
interventions teachers’ LAL skills (r = -0.22 and -0.15, p < 0.05). Thus, the teachers who
individually access the assessment interventions other than state-funded ones seem to
have more confidence in assessment knowledge and skills.

2. Inaddition, there was no statistically significant correlation between state-funded PD
courses and teachers' LAL, which means that teachers’ completion of the courses might
not have much influence on their assessment abilities.

3. Within the Skills component, the completion of PD intervention is related to teachers’
abilities in Instructional and Design skills (r = -0.19 and -0.21, p < 0.05). Each of the
correlations was negative, which means people who indicated no experience in PD
interventions seemed to have lower abilities according to their self-reported responses.
As per the conventions associated with the convergent—parallel mixed-methods approach,

the next section will present the results from the qualitative interviews.
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Presentation of Qualitative Data

The following section presents the findings from interviews with three participants.

| selected three respondents who indicated their willingness to participate in a follow-up
interview from the questionnaires. The purpose of the interview was to give the researcher
insight into the teachers’ attitudes and beliefs about language assessment in their classroom
practices. Also, | wanted to shed light on their opinions about how the assessment-related PD
courses informed their assessment beliefs and practices.

Presentation of the Interview Results

The interview consisted of six questions to illustrate teachers’ attitudes and beliefs about
classroom-based language assessment. The questions were divided into three categories: 1)
teachers’ background in education, 2) their attitudes and beliefs about language assessment, and
3) their preferences about types of interventions for professional development and suggestions
about the ways to improve the teachers’ language assessment knowledge and skills (See
Appendix B for the list of questions in the semi-structured interview).

Purposive sampling was used to select the teacher participants according to their teaching
experiences from three different perspectives. The sample consisted of three EFL participants:
Participant 1 teaches at a rural school but previously worked at an urban school. Participant 2 is
an experienced teacher at an urban school. Participant 3 is a pre-service EFL teacher still at
university, completing her EFL teaching degree.

Participants’ Profile

Before the interview, the respondents were asked to complete a brief survey about their

demographic and background information, including their teaching (years) experience and the

types of PD interventions they participated in (see Table 12). The data revealed that the
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participants’ teaching experience ranged from 0 to 7 years and that their age ranges were
between 23 and 35. In addition, two participants completed state-funded PD courses on
curriculum reform.

Table 12

Personal Background of Interview Participants (N=3)

Questions Participant 1 Participant 2 Participant 3

Gender | F | M | F

Age 26 35 23

Category In-service In-Service Pre-service

Type of school Rural Urban

Year of teaching 7 6

State-funded PD course Yes Yes No

Worked at school before the curriculum  Yes No

update reform Iowe.r than

Self-perceived LAL level middle lower than medium
medium

Teachers’ self-perceived assessment knowledge

The participants were asked to share their thoughts about their assessment beliefs to
understand the teachers' beliefs and attitudes about their assessment knowledge and practices. In
addition, the respondents were asked to indicate their self-perceived language assessment
knowledge and explain their answers (See Appendix B, Questions 4, 5).

The interview analysis revealed a dominant theme associated with teachers’ average self-
perceived knowledge about assessment. For example, Participant 1 said,

Regarding my own assessment, | can say that | am somewhere in the middle
because we are teachers at an ordinary rural school.
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Also, Participant 2, an urban schoolteacher, indicated her self-perceived LAL as average. She
stated,

| think my assessment is a bit lower than medium.
Participant 3, a pre-service teacher, also said,

Maybe, it is about the normal or under the normal.

In addition, one participant raised English language proficiency and the urban-rural
divide as factors that impacted teachers' assessment abilities. For example, Participant 1 believes
that teachers’ English language proficiency and geographical location as factors influencing
classroom assessment practices,

It can be challenging for a teacher to assess a student's performance when the
teachers themselves have poor English. Another factor is the lack of attention to

teachers from rural schools. | have worked here for three years and did not
participate in any seminar or workshop.

Participant 3 believed that assessment theories do not relate to classroom-based challenges. He
commented,
All the knowledge, even the theories from books, are not always practical, there
are various situations in classrooms, and it is hard to predict them and act as it is
instructed in documents [and PDs].
Participant 2 believed there is a gap between knowing about assessment and applying it in
practice. He said,
Even though | know a lot about criteria-based assessment and some other basics,
mainly due to lack of time, the process of assessment happens in the form of a
quick review.
To sum up, data showed that despite their differences in experience and locations, all of their
self-perceived LAL perceptions were average; thus, their self-perceived LAL was similar to

recent large-scale surveys that found teacher assessment literacy was regrettably low (DeLuca &

Lam, 2014; Vogt & Tsagari, 2014; Mertler, 2009; Lam. 2015; Xu & Brown, 2017).
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Unfortunately, it holds implications for teachers and learners because a teacher’s average LAL
can limit pedagogy and narrow learners’ scope of language learning and developing
communicative competence (Chan & Evans, 2011). Additionally, the participants’ LAL beliefs
showed English language proficiency, geographical locations of schools, and that knowledge of
assessment does not help in practice. As a result, their self-perceived LAL and LAL beliefs
implied that they would probably be more comfortable utilising summative assessment tasks to
obtain grades despite PD training (Lopez & Bernal, 2009).
Managing assessment in practice

The interview revealed that the participants’ self-perceived LAL and LAL beliefs could
affect their classroom assessment practices. A dominant theme was managing assessment in their
schools or classes. For example, Participant 1 said,

Imagine that only one teacher is responsible for teaching all primary classes, more
than 100 students overall. So, the quality of teaching [and assessment] suffers.

Participant 3 noted,

Teachers should inform students about skills and knowledge to be acquired by the
end of a course [but] teachers should be [knowledgeable about] the steps and
actions for some unexpected situations [for example] teachers [should] know that
there are different students with different needs.

Another factor emerging from managing assessment in EFL classrooms was relying on
guidebooks when developing assessment tools. Participant 1 noted,

| take most of the exercises from a book specially designed for a specific grade,
e.g., Excel for grade 5, Smiles for primary school, so I can be at least 60% sure
that my assessment is fair.

It was also echoed in the responses of Participant 3,

If I am provided with teaching and assessment materials with tasks and
instructions especially prepared for specific school age, I think I would be 80-
90% sure that | teach and assess in the right way.
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In summary, the extracts indicated teachers’ workload and low confidence in developing
assessments, indicating gaps in their pedagogical and technical knowledge of language
assessment. All the participants voiced a lack of confidence in their ability to develop
assessments without guides or textbook resources. As a result, despite attending assessment PDs,
the participants in this study would probably possess limited capacity to draw conclusions about
the academic achievements of their EFL students (Popham, 2009; Alkharusi et al., 2011). For
instance, participants' responses did not demonstrate 1) “an increased awareness of and
appreciation for assessment as a tool for guiding and improving language instruction” (Montee et
al., 2013, p. 23) or 2) “a process in which the teacher gathers relevant information about the
student’s weaknesses and strengths in the learning process to make decisions about the
instruction and students’ learning” (Restrepo-Bolivar, (2020, p. 45).

Professional Development and EFL Teachers’ Professional Identity

During the interview, the participants were asked to reflect on their assessment
knowledge and its influence on their professional identities. Participant 3 noted,

It has a significant impact on a teacher's work at school because parents need to
know the level of their children, the school needs to see the teacher's work, and

the students want to know about their progress, so maybe this is the reason for
schools to have such rating system to assess everything.

The above extract indicates that the teachers’ professional identity was related to
accountability associated with reporting summative assessment results to the school
administration, parents, and students.

Interestingly, Participant 2 mentioned the importance of understanding summative and
formative assessments. He responded,

If a teacher is professionally informed on the assessment system, it will generally

help them check summatives and formatives or other works, explain their marks
to students and other colleagues, why and how they have a specific rating, and
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improve the teaching. So, teachers and students could work in tandem when the
process is more evident to both, and its impact is only positive.

Another significant issue raised about participants’ professional identity was making
assessment information, presentations, and documents practically relevant and usable. On this
issue, Participant 2 commented,

We annually have different contests at a national level for teachers. So, we have
winners, and maybe they could produce valuable materials, not just academic
articles, which can be boring for the majority, but maybe some exciting

presentations, of course, unobtrusive, lite, with elements of humour, focusing on
the masses. It could be beneficial.

Similarly, Participant 3 said,
We had different reforms and changes in the educational system, but they were

not correctly presented, so teachers misinterpreted them, and finally, students
faced problems.

The extracts illustrated that teachers’ LAL professional identities after PD training mostly
foregrounded summative assessment and accountability of reporting results to school
administration and parents. It was illuminating that their professional identities did not make
explicit their knowledge about theories and models of language proficiency, their educational
measurement designs, and the impact of language testing on their classroom-based practices
(Davies, 2008). Another dominant theme was that the assessment materials and initiatives to
improve EFL teachers' LAL was theoretical and not accessible to improve classroom-based
assessment practices. The participants’ responses suggested they were probably not exposed to
analysis or design of assessment instruments (Kleinsasser, 2005; Restrepo-Bolivar, 2020). AS a
result, it reflected other studies where teachers' expectations were about having practical, first-
hand training (Fulcher, 2012; Giraldo & Murcia, 2018). This finding emphasised that if teachers

study LAL knowledge and principles, they should do so within a practice-based framework.
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Developing teachers’ language assessment skills for classroom-based practices
Participants foregrounded the importance of working in collaboration and constantly
sharing ideas among colleagues from different schools to improve their LAL. For instance,
Participant 2, from an urban school, noted,
The most optimal variant [is] listening to your colleagues who have already
mastered [assessment] to a certain level. And the views of teachers from other

places are also essential. We should combine the knowledge from external
sources and local practices.

The pre-service teacher (university student) indicated that having knowledgeable mentors
could be helpful for novice teachers' LAL development. Participant 3 said,
Well-prepared mentors at schools who are informed and experienced in most

schoolwork could be helpful. They could advise or guide new teachers, and it
would help to learn fast and effectively.

Participant 2 commented on minimising teachers’ workload and simplifying reporting on
assessment outcomes. He said,
The important thing is to find an appropriate time and not to bring more work to
teachers. For example, additional reports [which] should have a more accessible
and concise format, brief, only containing the primary information. As a result,

every teacher may have their own notes or a handbook, and maybe some practical
exercises that are not time-consuming.

In conclusion, these extracts showed a common view about effective intervention for
developing EFL teachers’ LAL. The first theme was the value of teachers’ collaboration across
schools and geographical locations. Therefore, these responses indicated more importance in
collaboration with more knowledgeable and experienced peers. Their responses indicated that
scaffolding their LAL development would best occur by sharing classroom-based assessment
experiences contingent upon relationships with mentors, fellow novice teachers, and interaction
with experienced teachers (Vélez-Rendon, 2006). As a result, these extracts indicated a positive

stance toward creating conditions for the co-construction of assessment knowledge and
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understanding rather than PD sessions that add to teachers’ workloads associated with
cumbersome institutional assessment reporting.

Summary of interview findings

First, the interview data showed that despite their differences in experience and locations, the
participants’ self-perceived LAL perceptions were average; thus, their self-perceived LAL was
similar to recent large-scale surveys that found teacher assessment literacy was regrettably low
(DeLuca & Lam, 2014; Vogt & Tsagari, 2014; Mertler, 2009; Lam. 2015; Xu & Brown, 2017).
As a result, their self-perceived LAL and LAL beliefs implied that they would probably be more
comfortable utilising summative assessment tasks to obtain grades despite PD training (Lopez &
Bernal, 2009).

Secondly, the data illustrated teachers’ workload and low confidence in developing
assessments, indicating pedagogical and technical knowledge gaps. Despite attending assessment
PD courses, they were over-reliant on assessment guides, which highlighted the participants’
limited capacity to draw conclusions about the academic achievements of their EFL students
(Alkharusi et al., 2011; Popham, 2009).

The third finding illustrated that after PD training, the teachers developed LAL
professional identities related to summative assessment and institutional accountability of
reporting results to school administration and parents. For example, their LAL professional
identities did not include core language skills such as being more aware of assessing listening,
speaking, reading, and writing. As a result, the results demonstrated that teachers might not shift
their assessment practices from grammar and vocabulary to assessing communicative

competence optimally.
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Finally, the study found that teachers indicated a positive stance toward creating
conditions for the co-construction of assessment knowledge and understanding rather than PD
sessions that add to teachers’ workloads associated with cumbersome institutional assessment
reporting. Therefore, collaboration across schools and geographical locations was viewed as the
best way to develop teachers’ LAL.

Summary of findings across the three data sets

The analysis of the websites suggested that PD courses funded by the government tend to
focus less on fostering the development of LAL and more on the general improvements of the
professionality of EFL teachers. Although they include some knowledge of language assessment,
identifying their features and comparing them to the core components of LAL was challenged
due to the lack of information on specific principles or concepts of language assessment in the
course descriptions on the websites.

The quantitative study revealed three well-defined trends. First, the results showed that
the teacher's completion of other PD interventions related to teachers' LAL skills (r = -0.22 and -
0.15, p < 0.05). Second, and in contrast, there was no statistically significant correlation between
state-funded PD courses and teachers' LAL, meaning that completing the PD courses did not
influence teachers' perceptions about their LAL abilities. Third, within the Skills component, the
completion of PD intervention was related to teachers' Instructional and Design skills (r = -0.19
and -0.21, p < 0.05). Each correlation was negative, meaning people who did not attend PD
interventions seemed to have lower abilities according to their self-reported responses.

Finally, the qualitative study results indicated that 1) the participants’ self-perceived LAL
perceptions were average, 2) gaps in teachers’ pedagogical and technical knowledge resulting in

low confidence in developing assessments, 3) the teachers developed LAL professional identities



SCHOOL EFL TEACHERS’ ASSESSMENT LITERACY IN KAZAKHSTAN

related to summative assessment and institutional accountability and 4) the participants held a
positive stance toward collaboration about the co-construction of assessment knowledge rather
than PD sessions. See Table 13 for a visual summary of the findings of this convergent mixed-

method study.
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LAL Core
Components
(& Dimensions)

Findings

Skills
(Instructional
skills, design skills
for language
assessment, and
technological
skills)

Knowledge
(awareness of
applied linguistics,
theory, and

Document
Analysis
(Qualitative)
(n=3)

Teacher Survey
(Quantitative) (n=119)

No data Agree*: 88.43%
Mean**: 4.10

e The second highest dimension,
Instructional skills (Agree*=93.08%,
M**=4.20)

e The highest item was the ability to plan,
implement, monitor, record, and report
student language development
(Agree=97.50%, M=4.32)

e The lowest scored item within the
component was in Technological skills
dimension, the ability to run operations
on Excel; for example, descriptive
statistics and reliability correlations
(Agree*=68.10%, M=3.78)

No data Agree*: 61.14%
Mean**: 3.62

e The component with most negative

responses

Teacher Interview
(Qualitative) (n=3)

The participants’ self-perceived LAL
perceptions were average.

The participants’ self-perceived LAL
perceptions were average.



concepts)

Principles
(awareness of and
actions towards
critical issues in
language
assessment)
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No data

Additional: PD
courses lack focus
on EFL teachers'
assessment
knowledge skills

Specifically, the awareness of theory and
concepts dimension (M**=3.58) with
36.95% for the value “Not Sure” and
5.85% for “Disagree” and “Strongly
Disagree.”

Agree*: 94.40%
Mean**: 4.30

The highest overall score for the
component and the dimension

The highest item, using tests, test
processes, and test scores ethically
(Agree=96.70%, M=4.34)

Additional: EFL teachers’ LAL skills related to
the completion PD interventions teachers LAL
skills (r =-0.22 and -0.15, p < 0.05).

However, there was no statistically significant
correlation between state-funded PD courses and
teachers' LAL.

Within the Skills component, the completion of
PD intervention related to teachers’ abilities in
Instructional and Design skills (r =-0.19 and -
0.21, p < 0.05). Each of the correlations was
negative, which means people who did not
attend PD interventions seemed to have lower
abilities according to their self-reported
responses.

The participants’ self-perceived LAL
perceptions were average.

Additional: First, the participants’ self-
perceived LAL perceptions were
average.

Secondly, teachers demonstrated low
confidence in developing assessments,
indicative of pedagogical and technical
knowledge gaps, despite attending
assessment PD courses.

Third, teachers’ beliefs and values
foregrounded summative assessment and
institutional accountability. It was
illuminating that their professional
identities did not make explicit the
relationship between models of language
pedagogy and assessment design, their
educational measurement designs, and
the impact of language testing on their
classroom-based practices.

Finally, the study found a positive
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teachers’ stance toward creating
conditions for the co-construction of
assessment knowledge collaboration and
mentoring rather than attending more
PD sessions.

Note: *. Combined percentages for values “agree” and “strongly agree” (see more detailed in Table X); **. Average score for mean
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Conclusion

This mixed-methods research study aimed to investigate how EFL teachers” LAL reflects
the underpinnings of language assessment reform in the Kazakh context. For this reason, the
purpose of this study is to shed light on how state-funded assessment PD courses impact EFL
teachers’ language assessment literacy. This chapter presented the results from documents,
guantitative survey analysis and semi-structured interview qualitative analysis with three teacher

participants. The following chapter will present the discussion of the findings.
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Chapter 5: Discussion

The study investigated the LAL of EFL teachers in Kazakhstan to determine how their
assessment knowledge and skills correspond to the current curriculum updates for language
pedagogy and assessment. The previous chapter presented the findings from the document
analysis, a teacher survey, and interviews. This chapter discusses the results in relation to the
literature on assessment literacy, language assessment literacy, and teachers’ perceptions about
language assessment to answer the main research question of the study:

To what extent do teachers' language assessment literacy (LAL) reflect the
underpinnings of language teaching reform?

To answer the main RQ, I will first address the sub-questions, which were:

1. What is the content of language assessment PD training in Kazakhstan?

2. What are teachers' skills and knowledge about language assessment?

3. What are teachers' beliefs and attitudes about language assessment?

Research Question 1: What is the content of language assessment PD training in
Kazakhstan?

The study found that the state-funded PD organisations’ course objectives are working
towards improving EFL teachers' professional skills, including assessment knowledge, which
was visible in the information on their websites. However, the focus was on developing general
pedagogical knowledge and introduced criteria-based assessment with primary emphasis on
summative assessment and formative assessment strategies. First, the results indicated that
significant LAL components were not covered in these courses. Therefore, these courses mostly
omitted significant LAL dimensions necessary for effective language testing. These dimensions

were (a) essential knowledge of applied linguistics (e.g., communicative approaches of language
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teaching) and their contexts for language assessment (e.g., ability to be critical towards
assessment practices they use); (b) instructional and technical skills about the relationship
between pedagogy and assessment design, creating assessment tools for the four language skills,
and basic knowledge of educational measurements; and (c) the social consequences of
assessment concerning issues of power and ethics and fairness in assessment practices (Davies,
2008; Fulcher, 2012; Giraldo, 2018; Inbar-Lourie et al., 2013). Therefore, these gaps in the PD
courses suggested that EFL teachers in Kazakhstan might lack confidence in creating high-
quality assessment data.

The second finding showed a lack of course content about the knowledge component of
LAL. This was also confirmed in the quantitative and qualitative data analyses. For example, in
the teacher survey, the dimensions in the knowledge component had the lowest mean of
teachers’ responses (average mean for Applied Linguistics = 3.65, and Theories and Concepts =
3.59). The interview showed the respondents' over-reliance on ready-made assessment materials.
This limited knowledge about LAL is worrying because it can create conditions for inappropriate
and wrong tests that might not assess the intended language outcomes, leading to test fairness
and ethics issues. As a result, this study concludes that PD courses need to make this component
explicit because it is the only condition that will lead to high-quality assessments for improving
learners' language proficiency. (Giraldo, 2018; Stiggins, 2004).

Finally, the website analysis found similar results to Lam's (2015) analysis of official
websites and interviews with undergraduate students and instructors about English Language
Teaching Programs at five Hong Kong universities. Lam (2015) revealed a LAL theory-practice
gap which was also found in my study. Therefore, it can be concluded that EFL teachers in

Kazakhstan would probably have good knowledge about assessment in the updated curriculum
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and new assessment terms such as criteria-based assessment, summative assessment, and
formative assessment.
Research Question 2: What are teachers' skills and knowledge about language assessment?

Drawing on the modified list of Giraldo’s (2018) descriptions for LAL dimensions, the
survey results indicated the overall high level of teachers’ self-perceptions about their abilities
and knowledge (average mean 3.99 out of maximal five points scale). Namely, the study found
four well-defined indicators of teachers' knowledge, skills, and principles in language
assessment, including three positive and two negative ones:

First, the survey indicated that teachers are more confident in their abilities to conduct
assessment processes ethically. It suggests that they learned about the importance and the
functions of ethical assessment procedures from contact with IELTS exams which are used as a
primary measurement for both teachers’ and students’ English language abilities in Kazakhstan.
It is surprising because most literature points to the lack of focus on assessment principles in
language testing textbooks (Brown & Bailey, 2008). In the Kazakh context, it could be explained
by the consequential and powerful natures of large-scale tests such as IELTS and TOEFL are
widely used as the leading indicator of language knowledge (Shohamy, 2001; Spolsky, 2008;
Davies, 2008).

The second finding was teachers’ high level of confidence in their instructional skills that
emphasised teachers’ self-perceived perceptions about their abilities to identify assessment
purposes, design assessment tools, and prepare the tasks rubrics. It was also echoed in the
document analysis, where the results suggested that the state-funded PD courses include the
knowledge and skills related to selecting assessment tools and improving instructions based on

assessment data results. Furthermore, the correlation analysis revealed that teachers who attend
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PD interventions other than state-funded ones indicated higher confidence in the LAL skills
component. This result showed that teachers who were actively engaging with additional
professional development opportunities tend to be more prepared to improve their instructions
and use technology in assessment practices.

The study found no statistically significant correlation between state-funded PD courses
and teachers' LAL, which meant that the courses did not influence teachers’ LAL development.
Therefore, the teachers were not confident in their knowledge of language testing concepts
concerning applied linguistics and second language acquisition. It was a disappointing finding
because the Knowledge component includes teachers' understanding of communicative language
testing, second language acquisition, and the development of appropriate assessment strategies
and critical issues about validity and reliability (Inbar-Lourie, 2008; Davies, 2008). Therefore,
the study concludes that EFL teachers’ low LAL confidence can negatively affect classroom-
based assessment practices because those with good knowledge of language assessment theories
and principles can choose tests that best fit their classroom situations (Giraldo, 2019).

Research Question 3: What are teachers' beliefs and attitudes about language assessment?

First, the study found that the participants’ self-perceived LAL perceptions were average,
which concurs with other large-scale surveys that found teachers' self-perceived LAL was
regrettably low (DeLuca & Lam, 2014; Vogt & Tsagari, 2014; Mertler, 2009; Lam. 2015; Xu &
Brown, 2017). Unfortunately, it holds negative implications for EFL classrooms because an
average LAL can limit pedagogy, narrow the scope of language learning, and suggest that the
teachers would probably be more comfortable designing and reporting on summative assessment

tasks for grade completion (Chan & Evans, 2014; Lépez & Bernal, 2009).
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Secondly, the study found that teachers demonstrated low confidence in developing
assessments, indicative of pedagogical and technical knowledge gaps, despite attending
assessment PD courses. For this reason, the data showed an over-reliance on assessment guides,
which highlighted the participants’ limited capacity to draw conclusions about the academic
achievements of their EFL students (Alkharusi et al., 2011; Popham, 2009). As a result, the study
concludes that the participants' responses did not demonstrate 1) “an increased awareness of and
appreciation for assessment as a tool for guiding and improving language instruction” (Montee et
al., 2013, p. 23) or 2) nor did they demonstrate assessment as “a process in which the teacher
gathers relevant information about the student’s weaknesses and strengths in the learning process
to make decisions about the instruction and students’ learning” (Restrepo-Bolivar, 2020, p. 45).

The third finding illustrated that teachers’ beliefs and values foregrounded summative
assessment and institutional accountability. It was illuminating that their professional identities
did not make explicit the relationship between models of language pedagogy and assessment
design, their educational measurement designs, and the impact of language testing on their
classroom-based practices (Davies, 2008). For example, their LAL beliefs and professional
identities did not include assessing core language skills such as listening, speaking, reading, and
writing. Therefore, the results demonstrated that teachers might find it challenging to articulate
and shift assessment practices from grammar and vocabulary to optimally assessing
communicative competence.

Finally, the study found a positive teachers’ stance toward creating conditions for the co-
construction of assessment knowledge collaboration and mentoring rather than attending more
PD sessions. Another dominant finding was the theoretical nature of assessment materials and

initiatives, which suggested they were probably not exposed to practical, hands-on training
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(Fulcher, 2012; Giraldo & Murcia, 2018). This finding emphasised that if teachers study LAL
knowledge and principles, they should do so within a practice-based framework (Kleinsasser,
2005; Restrepo-Bolivar, 2020). In sum, the development of language teachers’ LAL should
happen as a bottom-up intention where all the essential aspects of teachers' needs and challenges
are taken into account (Fulcher, 2012; Scarino, 2013; Giraldo, 2018).

Main Research Question: To what extent do teachers’ language assessment literacy (LAL)
reflect the underpinnings of language teaching reform?

The study found that the state-funded PD organisations’ course objectives are working
towards improving EFL teachers' professional skills, including assessment knowledge, which
was visible in the information on their websites. However, the focus was on developing general
pedagogical knowledge and introducing criteria-based assessment and summative and formative
assessment strategies. Therefore, the study found that significant LAL components were not
covered in PD courses, revealing a LAL theory-practice gap (Lam, 2015). Based on the
assessment PD courses, the study concludes that EFL teachers in Kazakhstan would probably
have some assessment knowledge to navigate the updated curriculum. As a result, the study
concludes that PD courses need to make the knowledge component that consists of the
relationship between applied linguistics and language testing because it is the only condition that
will lead to high-quality assessments for improving learners' language proficiency. (Giraldo,
2018; Stiggins, 2004).

The quantitative study revealed three well-defined trends. First, the results showed that
the teacher's completion of other PD interventions related to teachers' LAL skills (r = -0.22 and -
0.15, p < 0.05). Second, and in contrast, there was no statistically significant correlation between

state-funded PD courses and teachers' LAL, meaning that completing the courses did not develop
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teachers’ LAL. Third, within the Skills component, the completion of PD intervention was
related to teachers' Instructional and Design skills (r = -0.19 and -0.21, p < 0.05). According to
their self-reported responses, each correlation was negative, meaning those who did not attend
PD interventions seemed to have lower abilities. As a result, the state-funded PD did not develop
teachers’ LAL, which was confirmed by the statistically significant weak negative correlation
between the items related to teachers’ completions of PDs and their self-indicated language
assessment skills and knowledge. Consequently, the study found a correlation between the LAL
gap in the PD courses and participants’ self-perceived LAL knowledge.

Finally, the qualitative study results indicated that 1) the participants’ self-perceived LAL
perceptions were average, 2) gaps in teachers’ pedagogical and technical knowledge resulting in
low confidence in developing assessments, 3) the teachers developed LAL professional identities
related to summative assessment and institutional accountability and 4) the participants held a
positive stance toward collaboration about the co-construction of assessment knowledge rather
than PD sessions. It is worth mentioning that the results mentioned above are in correlation with
the teacher survey findings, where most teachers reported their low preparedness to employ
descriptive statistics, knowledge of applied linguistics and language testing theory and principles
in their assessment practices.

Conclusion

This chapter discussed the findings presented in Chapter 4 in light of existing theoretical
and empirical studies related to the current research topic and Giraldo's (2018) descriptions for
LAL dimensions, which were employed as the conceptual framework of this study. Thus, this
chapter foregrounded the main findings on EFL teachers' self-perceived LAL, the nature of state-

funded EFL assessment. In addition, this chapter illustrated teachers' perceptions and beliefs
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about language assessment, and their suggestions about improving teachers' awareness of LAL in

local and national contexts.
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Chapter 6: Conclusion

The previous chapter focused on presenting findings and discussions from qualitative and
quantitative data gathered from document analysis, teacher survey and teacher interviews. The
document analysis included three English as a foreign language (EFL) teacher training course
descriptions taken from the websites of two state-funded PD organisations. The teacher survey
was completed by 119 participants, where EFL teachers voluntarily answered 5-point Likert-type
survey questions that used a modified list of Giraldo’s (2018) descriptions for LAL dimensions.
Finally, the semi-structured teacher interviews were conducted with three participants,
representing in-service EFL teachers from urban and rural schools, and a pre-service EFL
teacher. For the analysis of all data, the study utilised Giraldo's (2018) descriptions for LAL
dimensions which was employed as the conceptual framework of this study. As stated in the
Introduction, the purpose of the study was to explore the EFL teachers’ LAL level and shed light
on how it is impacted by state-funded assessment PD courses. The central question of the study
was:

To what extent do teachers' language assessment literacy (LAL) reflect the underpinnings

of language teaching reform?
The following sub-question guided the main question:

1. What is the content of language assessment PD training in Kazakhstan?

2. What are teachers' skills and knowledge about language assessment?

3. What are teachers' beliefs and attitudes about language assessment?

In the concluding chapter, | foreground and summarise the findings of the above research
questions. The study’s main conclusions will be outlined: 1) 1) The content of language

assessment PD training in Kazakhstan, 2) Teachers' skills and knowledge about language
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assessment, and 3) The relationship between teachers' language assessment literacy (LAL) and
language teaching reform. Furthermore, this chapter presents the implications of the results, the
study's limitations and provides recommendations for further research.
Main Conclusions of the Study
The content of language assessment PD training in Kazakhstan

The study revealed that state-funded PD organisations work successfully on improving
EFL teachers’ assessment skills and knowledge. However, it was also found that the PD courses
they provide are primarily focused on sharing assessment knowledge related to the recent school
curriculum update, such as the implementation of criteria-based assessment, formative and
summative assessment, and the materials and practices for developing and analysing various
assessment tools. What is not present in the courses was the significant component of LAL, the
knowledge that includes applied linguistics such as theories of second language acquisition,
critical language testing, and multilingualism. The same results were also echoed (a) in the
online teacher survey, where there was no statistically significant correlation between state-
funded PD courses and teachers’ LAL, meaning that completing the courses did not develop
teachers’ LAL, and (b) in the teacher interviews, where the respondents’ self-perceived LAL
perceptions were average. The results indicate the needs of in-service EFL teachers that are not
covered in the PD curriculum.
Teachers' skills and knowledge about language assessment

The study had led the researcher to conclude that participants’ self-perceived LAL was
lower than average. Although most survey participants were optimistic about their skills required
for language assessment processes, they had low responses for the items of knowledge

component, indicating that they were not confident in their knowledge of language testing
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concepts concerning applied linguistics and second language acquisition. It was also echoed in
the results of the interviews, where teachers’ assessment beliefs and values foregrounded
summative assessment and institutional accountability; and their professional identities did not
make explicit the relationship between models of language pedagogy and assessment design,
their educational measurement designs, and the impact of language testing on their classroom-
based practices. Taken together, it suggested that EFL teachers might have gaps in theoretical
and technical knowledge resulting in low confidence in developing and managing language
assessments, which can negatively affect their classroom-based assessment practices.
The relationship between teachers’ language assessment literacy (LAL) and language
teaching reform

Unfortunately, despite the growing interest in the high-quality English language teaching
in the country, there is a tendency to neglect the needs of EFL teachers, in which the top-down
designed professional development programs fail to provide the teachers with the assessment
knowledge and skills. It obviously leads to the decrease in language teaching quality in public
schools, which in turn challenges the implementation of the current language-in-education
reforms in Kazakhstan. The problem might be resolved by focusing on improving EFL teachers’
language assessment literacy (LAL), which can include all the mentioned gaps in the knowledge
of the EFL teachers. Finally, it is essential to treat LAL as a significant problem and to
contextualise it with the local educational system and, most importantly, to teachers’ workforce,
levels of teachers and students, meaning that the LAL of teachers assessing young learners might

differ in those who work with advanced levels or higher grades of school (Tsagari, 2021).
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Limitations of the Study

The study has several limitations. Firstly, the study results cannot be generalised to the
whole population of EFL teachers in the country as it was small scale research. Secondly, one
potential limitation of the interview analysis is based on the languages used for conducting the
interviews. The interviews used Kazakh and Russian languages as they were the participants'
first languages, and for the analysis, the transcripts were translated into English. It might result in
the quotes which were sometimes a bit complicated. To minimise its impact and not lose any
vital information, the interviews were coded in their original languages first and then translated
all the quotes into English. Thirdly, the series of mass protests in Kazakhstan in January 2022 led
to the nationwide internet blackout for almost ten days, which highly impacted the possible
numbers of the respondents for the teacher survey. Moreover, the website analysis of the state-
funded PD organisations could not provide sufficient information about the nature and context of
their interventions for EFL teachers. Thus, some of the results of the document analysis step
could be biased.

Lastly, all collected data was based on the website analysis and the different perceptions
of EFL teachers throughout the country to increase the chances of getting more accurate
information about the current state of the EFL teachers' LAL and its relation to the aims and
processes of state-funded PD organisation. Triangulation allowed the collecting of valuable data.
However, at the same time, most of the data were based on the assumptions and perceptions of
the respondents and interviewees and finally depended on the personal interpretation of the

investigator.
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Implications and Recommendations

The findings of this study have various implications and recommendations for the
development of teacher LAL in Kazakhstan. Although there is a growing interest in LAL studies
worldwide, there is a gap in language teachers' LAL studies in Kazakhstani. Therefore, the topic
of EFL teachers' LAL in Kazakhstan and the impact of state-funded professional development
organisations need further research.
Practice

Based on the study’s findings, an assessment PD curriculum to foster EFL teachers’ LAL
should focus on the knowledge dimension. Although the high-level knowledge of theory is the
least important aspect for classroom teachers (Taylor, 2013), the presence of introductory
knowledge about applied linguistics, critical language testing, and multilingualism in language
teachers’ assessment PD courses in Kazakhstan is a must. In addition, taking into account that a
PD curriculum has a high role in developing teachers’ assessment and LAL, and LAL
enhancement is collaborative work, policymakers in Kazakhstan need to shift from the top-down
policy in developing courses for the educators and start the evaluation of teachers’ needs and
include the knowledge on LAL to every EFL teachers’ course on assessment. In addition, the
same implication is appropriate to the stakeholders from EFL teaching institutions.
Future Research

Future work should concentrate on enhancing the quality of assessment PD courses for
in-service and pre-service EFL teachers. Therefore, it is suggested to investigate and compare the
LAL needs of EFL teachers of different levels (primary, secondary, high schools, and private
tutoring) in Kazakhstan. Future needs would be to prepare contextualised LAL profiles for

different types of EFL teachers or to establish professional standards and guidelines for EFL
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teachers’ LAL. In addition, the same investigation can be done with teacher trainers and, most
importantly, on the professional language testers who deal with the development and
coordination of the high-stake English language tests in the country’s education system (e.g.,
Unified National Testing). Another possible area is to explore how EFL teachers in the country
develop their language assessment knowledge and skills via other sources than state-funded
courses or how they choose tests for their classroom situations and examine their impact on
teachers’ perceptions about their own LAL.

Finally, it is again worth mentioning that LAL is not a theoretical model that can be used
as a unified tool to measure language teachers' assessment abilities in different contexts (Sun,
2022). And taking into account that LAL is essential in improving the English language teaching,
for Kazakhstan, it is a significant issue and needs to be contextualised within the demands of the
local educational system, considering various factors such as the levels of students, teachers'
workforce, the difference between teachers from rural and urban schools, or teachers assessing

young learners and students of advanced levels (Tsagari, 2021).
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Appendix A
Five-Point Likert-Type Scale Questionnaire
Step 1

Participants’ info, teaching experience and education, PD experience

85

Participants’ Info Gender:

Age:

Type of school you work at:
Urban
Rural

Grades you work with (more than one option):
Primary school (K-4)
Secondary school (5-9)
High school (10-11, and 12)

Last teacher category:
Teacher,
Teacher-Moderator,
Teacher-Expert,
Teacher-Researcher
Teacher-Master

!
Teaching Experience Length of time teaching English, in years (indicate the number):

& Education Choose your degree or qualification (more than one option):
PhD (graduated or near completion)
MA
BA
Other: Certificate (CELTA, DELTA, TEFLA etc.)

|
Participation in PD Have you taken any state-funded professional development (PD)
Interventions training on the updated curriculum (Orleu, CoE)? Yes/No.
If yes, indicate the year and the organisation:
Have you taken any PD intervention on assessment (seminar,
workshop, training, webinar etc.)? Yes/No.
If yes, indicate the year and the organisation:
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Step 2

The current state of EFL teachers’ LAL

Please indicate how skilled you are in using the assessment issue described by each of the
statements below by ticking one of the choices next to each statement according to the

following five-point scale:
SA= Strongly agree,

A=Agreed,
NS = Not sure,
D = Disagree,

SD = Strongly disagree.

Skills

Instructional skills
| have ability to:

plan, implement, monitor, record, and report student
language development.

improve instruction based on assessment results and
feedback.

utilize alternative means for assessment; for example,
portfolios.

communicate norm- and criterion-referenced test
results to a variety of audiences: students, parents,
school directors etc.

Design skills for language
assessments
| have ability to:

clearly identify and state the purpose for language
assessment.

. write selected-response items such as multiple-choice,

true-false, and matching.
design rubrics for alternative assessments such as
portfolios and peer-assessment.

Technological skills
| have ability to:

run operations on Excel; for example, descriptive
statistics and reliability correlations.

use internet resources such as online tutorials and adapt
contents for their particular language assessment needs.

Knowledge

Awareness of applied
linguistics
| find it easy to:

compare approaches for language teaching and
assessment; e.g., communicative language testing; task-
based assessment.

explain the major issues in applied linguistics; e.g.,
bilingualism, language policy and planning,
pragmatics, sociolinguistics, etc.

analyse trends in second language acquisition and their
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impact on language assessment; e.g., motivation, cross-
linguistic influence, learner strategies.

Awareness of theory and 1. illustrate the history of language testing and
concepts assessment, and its impact on current practices and
| find it easy to: society.

2. evaluate the kind of washback that assessments can
have on learning, teaching, curricula, and institutions.

Principles
|
Awareness of and actions 1. use tests, test processes, and test scores ethically.
towards critical issues in 2. provide assessment practices that are fair and non-
language assessment discriminatory.
| find it easy to: 3. implement democratic language assessment practices,

by giving students opportunities to share their voices
about assessment.

*The questions are modified Giraldo’s (2018) eight dimensions of LAL for language teachers.
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Appendix B

Interview Questions

Categories Interview Questions

| ] 1
Warm-up Questions 1. How long have you been teaching English at school?

2. Were you involved in state-funded teacher training
from organisations like Orleu or Center of
Excellence?
Probes: What types of interventions did you participate in?
(Training, seminar, workshop etc.)
I I 1

What are teachers’ attitudes 1. Did you work at school before the updated

and beliefs about language curriculum reform was introduced?

assessment in classrooms? 0. What assessment models did you use at that
time?

1. Do you see any differences or similarities
between the traditional and updated
assessment models?

2. What do you think about the teachers’ assessment of
literacy?

0. How does it affect their professionality?

1. How does it affect the language teachers’
professionality?

3. What is your self-perceived level of language
assessment literacy (LAL)? What do you think are
the reasons for your answer?

Probes: What is the most difficult aspect of LAL in your
classroom practice? Why is this?
| ] 1

What are the teachers’ 1. What do you think should be done to improve the
suggestions about language teachers’ LAL in the school you work in? What
assessment in classrooms? about at the national level?

Probes: What kind of PD interventions would be useful to
you?
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Appendix C
Informed Consent Form
An investigation of English as a Foreign Language (EFL) teachers’ assessment literacy in

Kazakhstan

DESCRIPTION: You are invited to participate in a research study that explores your attitudes
and beliefs about language assessment literacy (LAL) and your experiences in professional
development (courses you have participated in, seminars or other interventions on assessment
methodology). You will be asked to participate in a face-to-face interview or online interview,
depending on the COVID 19 restrictions in Kazakhstan. The interviews will be informal and will
be conducted in the English, Russian or Kazakh languages depending on your preference. If you
express your agreement, the interview will be tape-recorded. In addition, you will be requested to
complete a questionnaire about your knowledge on LAL (competence and assessment practice
frequency). Finally, you will answer questions related to your attitude towards the updated
assessment methodology, your professional development experience and your competence in
LAL. Your name, the name of your organisation and other personal information will be
anonymous during all stages of the study, including in documents, electronic files, and the
dissertation itself. All the collected data, recordings, and study-related documents, including
consent forms, will be saved on a personal cloud-based storage protected with strong password
which is only accessible to the researcher.

TIME INVOLVEMENT: Your participation for each instrument will take between 20-30
minutes.

RISKS AND BENEFITS: The risks for participants associated with this study are very
minimal. To reduce any potential risks arising from the study, participants’ and their institution’s
identities will be hidden; thus, their names will be changed in the documents and the data stored
in a secured place. No information from the interviews will be shared with their colleague
teachers or administration. The interview time and place will be negotiated with every participant
and will not interfere with their class schedules, work duties and important office hours.
Therefore, participants will not lose their work time, and the study will not interrupt their regular
work schedule.

The benefits that may reasonably be expected from this study are the participants having the
opportunity to share their perspectives that are unique in Kazakhstani research and receiving new
insights about the EFL teachers’ state of LAL, their attitudes and beliefs about the changed
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assessment methodology and whether the knowledge and practices of teachers corresponds to the
aims and content of state-funded PD courses.
PARTICIPANT'S RIGHTS: If you have read this form and have decided to participate in this
project, please understand your participation is voluntary. As such, you have the right to
withdraw your consent or discontinue participation at any time without penalty. The alternative
is not to participate and 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, please contact the Research Project Supervisor for this student work, Assistant
Professor Michelle Bedeker, at michelle.bedeker@nu.edu.kz
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 form if you agree to participate in this study.
« | have carefully read the information provided;
e | 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;
e | understand that I am free to withdraw from the study at any time without giving a
reason;
o With full knowledge of all previous information, | agree, of my own free will, to
participate in this study.

Signature: Date:

The extra copy of this signed and dated consent form is for you to keep.
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Appendix D

Screen captures of Web pages

91

CPM Course on Updated Curriculum for EFL Teachers (Retrieved from https://sdo.com.kz/local/crw/course.php?id=292)

q

(&4 ] & sdo.cpm.kz/localferw/course.php?id=292

English Language

A > BWUTpMHa KypcoB > AKbINbI KypcTap / MnaTHele Kypcel > English Language > O kypce

MoBbileHne KBanudMKaLUKU NpenofasaTeneii o6leo6pasoBaTeNbHbIX LWKOA N0 AUCLWUNIVHE
«AHFMACKWIA A3bIK» B paMKaX 06HOBNEeHWA cofepXKaHuA cpefHero o6pa3oBaHWA

Liens NporpaMmel: coBepLUeHCTBOBaHWE NpoheccMoHanbHoro MacTepcTBa CnyllaTeneid B KOHTeKCTe
06HOBNEHWA COAEPXKAHWA cpegHero o6pasoBaHus.

Kypc B yudpax

3 Hegenw obyyeHus

160 akafeMUYecknx YacoB CMHXPOHHOMO W aCMHXPOHHOro 0By4eHus
15 pe6GuHapoB No 90 MUHYT kax Akl AeHb

1 nnaH ypoka Ans 3aLuTel

1 NpeseHTaumA AnA cepTuduKaLmm

B xofe 06yueHUs Bbl:

6yAeTe NOHUMaTL CTPYKTYPY, COAepxaHue, Lenu 1 3a4aqm o6HoBNeHHOI y4e6HOA NnporpaMme! No
AHMNUACKOMY A3bIKY;

6yfeTe 3HaTb 0COBEHHOCTM CUCTEMbI KPUTEPWaNEHOro OLeHWBaHWS, NpakTUHeckne acnekTsl ero
OCYLLeCTBARHWS;

6yfeTe roToBbI K BOCMPWATUIO METOAONOTW 1 COAepXaHuA o6HoBneHHoro MOCO obLuero cpejHero
06pa3oBaHKA; K M3MEHEHWH NPOrpaMMHOro W MeToANYeckoro obecnedeHns 06pasoBaTensHoOro
npouecca, Kk M3MeHeHW Lienei 1 cnoco6oB Neaarormyeckoi geaTensHocTY;

Hay4WTeck CTPOMTE y4ebHbIA NPoLEeCc B COOTBETCTBMM C LIBNSIMUW 1 OXMAAEMEIMW Pe3yNbTaTamu oby4yeHuns
YueBHO Nporpammel.

U A

=]
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Translation

Title: The advanced training of teachers at a secondary education school in the discipline

"English" as part of updating the content of secondary education.

Program goal: to improve the professional skills of teachers in the context of updating the

content of secondary education.

The course in numbers

3 weeks of training

160 academic hours of synchronous and asynchronous learning
15 webinars of 90 minutes each day

1 lesson plan for defence

1 certification presentation

During the course you will:

understand the structure, content, goals and objectives of the updated English curriculum;
know the features of the criteria-based assessment system, the practical aspects of its
implementation;

be ready to accept the methodology and content of the updated SES of general secondary
education; to change the software and methodological support of the educational process,
to change the goals and methods of pedagogical activity;

learn how to build the educational process in accordance with the goals and expected

learning outcomes of the Study Program.
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CPM Course on Assessment for EFL Teachers (Retrieved from https://sdo.com.kz/local/crw/course.php?id=93)

q (@ A @ sdo.cpm.kz/local/crw/course.php?id=93 @ A (i)

MpeaMeT «AHFINNCKUIA S3bIK»

A > BUTpUHa KypcoB > Baranayra apHa/FaH TancbipManapb! 33ipey xaHe capantay/ PaspaboTka v 3KcrnepTu3a 3agaHuil 415 oLeHUBaHNs > AHIIUACKAN A3bIK > O kypce

Kypc 3aBepLueH

«Pa3pa6oTKa M IKCnepTM3a 3afaHunii ANA OLEHNBaHNA» NO NpeaMeTY «AHIINIACKUIA A3bIK»

Liensb Mporpammbi: NoBbILLEHVE NPOYECCUOHANBHOTO YPOBHS NeAaroros B 061acTv pa3paboTku 1
3KCMepTV3bl 3aZaHnii ANA OLEEHUBaHKA B paMKax 06HOB/IEHVA COAepXaHUs CpeaHero o6pasoBaHms.

3apaum Mporpammbi:

1) U3Y4nTb OCHOBHbIE MOAXOABI K Pa3paboTKe 1 IKCNepTU3e MHCTPYMEHTOB OLEHUBAHUS;

2) 03HaKOMUTb C TUNAMM 1 XapaKTepUCTUKaMU 334aHUN, UCNONb3YEMbIX B MPOLIECCe OLEHUBAHUS;
3) HayuuTb paspabaTbiBaTh U NPOBOAWUTL KCNEPTU3Y UHCTPYMEHTOB OLIEHVUBaHWS;

B npouecce KypcoBoro obyueHusi ocoboe BHUMaHWe OTBOAWTCA pa3paboTke PasHbIX BUAOB 3ajaHWiA,
YMEHUIO UCMONb30BaTh pa3Hble GOpMbl MX NpeAbABNEHWUs, COBEPLUEHCTBOBaTL Nnejarornyeckue MeToabl
noAxoAbl Mo 3KcrepTu3e pa3paboTaHHbIX 3aAaHWiA, COCTaBAEHWIO TeCTOBBLIX BOMPOCOB W AUCTPaKTOPOB,
YMEHUIO aHaM3MpoBaTh coAepXaHue 3afaHuii U TeCTOBbIX BOMPOCOB U 0T6MpPaTh 3aAaHnA AN AanbHeiiluero
MCMNONb30BaHUA Ha YPOKaX aHrIMIACKOTO A3blKa.
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Translation
Title: "Development and examination of assignments for assessment" in the subject "English
language"
Program goal: improving the professional level of teachers in the field of development and
examination assignments for assessment as part of updating the content of secondary education.
Program Objectives:
1. to study the main approaches to the development and examination of assessment tools;
2. familiarise with the types and characteristics of tasks used in the assessment process;
3. to teach how to develop and conduct an examination of assessment tools;

In the process of coursework, special attention is paid to the development of different
types of tasks, the ability to use different forms of their presentation, to improve pedagogical
methods and approaches for examining the developed tasks, compiling test questions and
distractors, the ability to analyse the content of tasks and test questions and select tasks for

further use in the classroom. in English.
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Orleu PD Course for EFL Teachers (Retrieved from https://orleu-
edu.kz/product/%d0%be%d0%b1%d1%80%d0%b0%d0%b7%d0%be%d0%b2%d0%b0%d1%82%d0%b5%d0%bb%d1
%8c%d0%bd%d0%b0%d1%8f-%d0%bf%d1%80%d0%be%d0%b3%d1%80%d0%b0%d0%bc%d0%bc%d0%b0-
%d0%ba%d1%683%d1%80%d1%81%d0%be%d0%b2-%d0%bf%d0%be-4/ )

4 (22 [m] & orleu-edu.kz/product/oGpasoearensHas-nporpamMma-Kypcos-no-4/ @ A

W

0 LLIEHTPE ONA YYUTENER 3NIEKTPOHHASA EMBNTMOTEKA MPECC-LEHTP OBPATHASA CBA3b o RU Q =

Paseutune npogeccuoHanbHbIX KOMMNETEHLMIA YYUTENA aHIIMNCKOro CrovmocT
A3blKa

O Kypce: ‘
— . make o R
. ady . Fluency Litestyle = s e —
language = b rocess._
— alLibeEnglish ° gy seline tips s
[MCTaHUMOHHO B aCMHXPOHHOM peXXUMe, [IMCTAHLMOHHO B CUHXPOHHOM likelife thins= ERace — St Pl
®opma obyueHun ) ; i Real I""l’:u time
pexume, OddnaiH (Offline) :"_'“...x"‘"" X -
Er ‘ﬂuen ot adiocts

e, - "‘“lﬂ! puh:unnm ...,........ .....

MpoponmurensHocTs 40 yacos, 80 yacoe
-learning

(opma 3aeepwenna  CepTudmkar
i gg_’hnnu. o L
Azbik Pycckui By & L‘vrrLIS

YpoeHu o6pazosaHua HavanbHoe, ocHOBHOe cpegHee, oblyee cpegHee o6pasoBaHue lea
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https://orleu-edu.kz/product/%d0%be%d0%b1%d1%80%d0%b0%d0%b7%d0%be%d0%b2%d0%b0%d1%82%d0%b5%d0%bb%d1%8c%d0%bd%d0%b0%d1%8f-%d0%bf%d1%80%d0%be%d0%b3%d1%80%d0%b0%d0%bc%d0%bc%d0%b0-%d0%ba%d1%83%d1%80%d1%81%d0%be%d0%b2-%d0%bf%d0%be-4/
https://orleu-edu.kz/product/%d0%be%d0%b1%d1%80%d0%b0%d0%b7%d0%be%d0%b2%d0%b0%d1%82%d0%b5%d0%bb%d1%8c%d0%bd%d0%b0%d1%8f-%d0%bf%d1%80%d0%be%d0%b3%d1%80%d0%b0%d0%bc%d0%bc%d0%b0-%d0%ba%d1%83%d1%80%d1%81%d0%be%d0%b2-%d0%bf%d0%be-4/
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A & orleu-edu.kz/product/o6pazoearensHaa-nporpaMma-Kypcoe-no-4/ A (]

0 LEHTPE DNA YYUTENEA 3NIEKTPOHHASA EMBNTMOTEKA MPECC-LIEHTP OBPATHAA CBA3b (2] RU Q

YeMy Bbl Hay4YUTeCD:

Mo saBeplueHWK Kypca cnyluaTenu:

1)OC}FI.HECTSJ'IHIOT W ONTHMKW3WPYHOT npod]eccm)Haanylo OeATeNbHOCTL B COOTBETCTEMH C HOpPMaTUBEHbIMW NPABOBbLIMKW aKTaMH B cd)epe HMNNeMeHTauuM

W PasBMTHA NpenofaeaHuA NpeaMeTa « AHIMMACKWA A3bIKY,

Z)HPHMGHHK)T COBpeMEHHbIe CTpaTeruu dJOpMHpOBﬂHMFI IMOUHOHaNBHOIo MHTENNeKTa y4allMxCcA ANA PaseMTUA KOMMYHWKaTUBHbIX HaBbIKOB W peqesnﬁ

OEeATENbHOCTH YYallWMXCA;

3)ocywwecTBNAKT 3G {eKTUBHOE B3aMMOAECTBME C YYaLMMKUCH, 633UpYACh Ha Teopuu 4Cs — reHepuMpoBaHUM Takux codT HaBbIKOB YYalLWUXCA, Kak

KOMMYHWKaLUWA, COTPYAHWYECTBO, KPUTHYECKOE MblllNeHHWe, TBOPYeCKHE HaBblKK;
4)003ﬂaK}T W UMNNEMEHTHUDYIOT B yqeﬁublﬁ npouecc HHTepakKTUBHble 3afaHWA C CIJOK]"COM Ha ONTUMH3aLUWKD A3bIKOBbLIX HaBbIKOB YYalllMXCA;

5)cospnaioT gudepeHUMpoBaHHbIe 3ajaHWA 4/1A BOB/IBYEHWA BCEX YYaLMXcA B y4e6HbIi NpoLecc, B TOM YMChe ¢ 0cobbiMU 06pa3oBaTeNlbHbIMKU

n0Tpeﬁ HOCTAMMW;

6)NpUMeHsI0T MIHTEpHET — NPOEKTHBIH MEeToA ANA Co34aHuA KonnabopaTWBHOH 06pa3oBaTeNbHOM QUCKYCCHOHHO — MOAEPHUPYEMOil Cpefibl Ha YpoKax

aHrMUIACKOro A3biKa AnA pPasBUTHA peYeBblX HAaBbLIKOE y4allMXCA;

?)npnmeuﬂmr 3 peKTUBHO coBpemeHHble IT- TEXHONOrMK ANA CO3AaHWA NHTEPaKTUBHbIX PEYEBbIX BUO0B OeATeNIbHOCTH
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] & orleu-edu.kz/product/o6pasoeaTensHan-nNporpaMmMa-KypcoB-no-4f A (=}

0 LEHTPE ONA YYUTENEA 3NIEKTPOHHASA EMBNTMOTEKA MPECC-LIEHTP OBPATHAA CBA3b (2] RU Q =

OnucaHue:

Llenb MporpamMmbl — NOBbILIEHWE YPOBHA NPoeccMoHabHbIX KOMNETEHLMI YYUTENeid aHrIMACKOro A3biKa B 061acTi NPUMEHeHWA LOCTUXEHUIA
nefarorMyecknx TEXHONOrMi, MHTepHeT-06y4eHna AN pa3BuTiA «4K»-HaBLIKOB YYallMXCA Ha YpOKaX aHrIMACKOro AsbiKa B pamMKax AedcTeyrowen Tunosoi

y4ebHoii MporpaMMel No y4e6HOMY NpeaMeTy «AHIIIMACKWA A3bIK».
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Translation
Course Title: Development of professional competencies of an English teacher

About the course:

Form of study Remote in asynchronous mode, Remote in synchronous mode, Offline

]
Duration 40 hours, 80 hours

I ] 1
Completion Form  Certificate

| | |
Language Russian

| | 1
Levels of Education Primary, basic secondary, general secondary education

What will you learn:
Upon completion of the course, teachers will:

1. carry out and optimise professional activities in accordance with regulatory legal acts in
the field of implementation and development of teaching the subject "English";

2. apply modern strategies for the formation of students' emotional intelligence to develop
communication skills and speech activity of students;

3. carry out effective interaction with students, based on the theory of 4Cs - the generation
of such soft skills of students as communication, cooperation, critical thinking, creative
skills;

4. create and implement interactive tasks in the educational process with a focus on
optimising the language skills of students;

5. create differentiated tasks to involve all students in the educational process, including

those with special educational needs;

98



SCHOOL EFL TEACHERS’ ASSESSMENT LITERACY IN KAZAKHSTAN 99

6. use the Internet - the project method to create a collaborative educational discussion -
moderated environment in English lessons to develop students' speech skills;
7. effectively apply modern IT technologies to create interactive speech activities
Description:
The purpose of the Program is to increase the level of professional competencies of English
language teachers in the field of applying the achievements of pedagogical technologies, Internet
learning for the development of "4K" skills of students in English lessons within the framework

of the current Standard Curriculum for the subject "English Language".



SCHOOL EFL TEACHERS’ ASSESSMENT LITERACY IN KAZAKHSTAN 100

Appendix E
Interview Transcripts

Interview 1 In-Service Rural School Teacher (Transcribed from Kazakh)

Categories Interview Questions Answers

I I |
Warm-up Questions 1. How long have you been teaching | started working at school in 2014.

English at school?
2. Were you involved in state-funded

teacher training from organisations Yes, in 2016, in June. It was an entire course by CoE.
like Orleu or Center of Excellence? After that time, | took training on critical thinking and the
Probes: What types of interventions did you level three on the updated curriculum by Orleu. The trainer
participate in? (Training, seminar, workshop was a teacher of the third category from our school.
etc.)
I ] |
What are teachers’ 3. Did you work at school before the We used a traditional assessment method in 2014, day-to-
attitudes and beliefs updated curriculum reform was day monitoring and setting a final mark depending on
about language introduced? overall progress.
assessment in What assessment models did In the beginning, I, as any young teacher, had my mentor.
classrooms? you use at that time? She helped me deal with daily tasks like preparing lesson

plans and planning assessments, mostly reading and
writing. Assessment of speaking and listening skills was
rare, and we did listening tasks about twice or once a
week. And the reading and writing tasks were utilized in
almost every lesson. In short, we lacked a focus on
listening and reading tasks.
Do you see any differences or | cannot say there are no similarities because we assess the
similarities between the same skills: reading, writing, listening and speaking. But, |
traditional and updated think the updated model is more effective because it
assessment models? requires assessing all four skills where you cannot skip any
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4. What do you think about the teachers’
assessment of literacy?

How does it affect their
professionality?

How does it affect the
language teachers’
professionality?

5. What is your self-perceived level of
language assessment literacy (LAL)?
What do you think are the reasons for
your answer?

Probes: What is the most difficult aspect of

of them, using points instead of marks, where formative
and summative tests accumulate the final results. I find it
convenient and time-saving in comparison to the old
procedures.

Did you have other difficulties in traditional assessment?

As | already mentioned, the traditional assessment did not
require assessing all four skills, so listening and speaking
were mainly totally skipped, but it is not possible in the
updated assessment model. In addition, in updated form,
students get points to compete to achieve higher results,
not only for final marks, and they see final marks only at
the end of the term.

What grades do you teach?

| teach predominantly primary schools, from 1 to 4, and
some grades from secondary.

In addition, it is easier to put a mark connected to students'
level when you have points instead of marks. For example,
in traditional, we had only marks 2, 3, 4 and 5, where we
also mostly avoided using mark 2, but in a formative
assessment, we have more points, which is more effective
and more manageable in marking.

There are many types of teachers with different thinking and
abilities. I can't decide whether someone is good or bad at
assessing. | mean, any teacher needs experience, and self-
development is achievable to any of us. There is no limit to
learn something new.

Regarding my own state, | can say that | am somewhere in
the middle because we are teachers of an ordinary rural
school. In addition, we do not have students who know
advanced English, as in some urban schools. | always try
to advance my English teaching skills because we are the
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LAL in your classroom practice? Why is
this?

ones who learn and improve them all the time.

What are the other factors that affect your self-
confidence in assessing?

The engagement of students. Most of our students are not
interested in learning English as they find it too difficult.
We, as teachers, understand it and try to improve the
situation; however, sometimes, it does not work.

We have some good students who participate and win in
Olympiads, but their number is low.

Another factor is the lack of attention to teachers from rural
schools. | have worked here for three years and did not
participate in any seminar or workshop. Moreover,
teachers need to observe lessons in other schools to
exchange ideas and practices; however, it is not happening
here. | think it affects our professionalism. My previous
school was urban; we were used to attending English
clubs, which was very useful for me.

Could you tell me more about English clubs, what place
IS it?

English club is the intervention where different teachers of
English gather at, for example, a library to ask questions
on different topics, mostly about their classroom practices.
We do not have such clubs here, and it could help us
develop our teaching and language skills. Moreover, |
believe that improving speaking skills among teachers of
rural schools could improve teaching English. So,
preparing seminars on this problem should be the main
focus of schools administrators for us. We do not have the
time and power to organize such events ourselves.

Do you have challenges in assessing?

Of course, I have. | teach all four grades of primary school,
and teaching them to read is difficult for me. I think it is
not suitable for my work because teaching and assessing
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them takes much time and energy. It could be much easier
if 1 had some grades from primary school and some from
secondary, for example. Our vice principal does not
understand such situations, as she does not teach English
to kids. If administrators of schools understand the amount
of workload we have, it would be better. Imagine that only
one teacher is responsible for teaching all primary classes,
more than 100 students overall. So, the quality of teaching
suffers.

To what extent you are confident when you set a
particular mark on a student? Do you have any
instructions that help you?

There are no detailed handbooks for us. As a teacher who
has worked with the same children for months, I know
their approximate levels. Moreover, | take most of the
exercises from a book specially designed for a specific
grade, e.g. Excel for grade 5, Smiles for primary school, so
I can be for at least 60% sure that my assessment is fair.

What are the
teachers’ suggestions
about language
assessment in
classrooms?

6. What do you think should be done to
improve the teachers’ LAL in the
school you work in? What about at
the national level?

Probes: What kind of PD interventions
would be useful to you?

| think teachers' collaborative work at school is essential and
can help in many situations. For example, they can
organise English clubs, and there are also teachers of other
subjects who learn or speak English to join it. At a school
level, it can be beneficial to improve English in general,
which will improve assessment too.

Regular seminars or contests on a needed theme are usually
helpful at the national level. However, | can add that there
are international teachers at any city in KZ, so the Ministry
of Education can support ideas in organising events where
those native speakers come to rural schools with courses,
seminars or other exciting things.

Moreover, | think the assessment itself is not only about
students' abilities in using language, but it is also about
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their discipline, preparedness, focusing, e.g. doing
homework, etc. In addition, finally, it can be challenging
for a teacher to assess student's performance when the
teachers themselves have poor English; it is a fact.
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Interview 2 In-Service Urban School Teacher (Transcribed from Russian)

Categories Interview Questions Answers
I I I
Warm-up Questions 1. How long have you been teaching From 2015, about six years.
English at school? CoE regularly provides various master classes both online and
2. Were you involved in state-funded offline. Therefore, the abbreviation of CoE is constantly
teacher training from organisations circulated in our talks, they always work with our school,

like Orleu or Center of Excellence? and we often take part in their events.

Probes: What types of interventions did you Tell more about the events' format and topics, please.

participate in? (Training, seminar, workshop The quick thing that | remember recently is an online seminar

etc.) on soft skills. I remember it because it was different from
what they usually do, different from traditional/professional
teaching seminars. In general, we are provided with some
short online or face-to-face lectures on teaching tips, like
ways to improve remembering the materials of lessons,
working with presentations etc.

What are teachers’ 3. Did you work at school before the In 2014, the teaching program at the school where | worked
attitudes and beliefs updated curriculum reform was already updated, and in 2015 only the higher grades had a
about language introduced? formative assessment in older variant, which was with
assessment in What assessment models did ratings like "achieved, not achieved, achieving™. Later, all the
classrooms? you use at that time? grades at our school had a similar updated program which we
Do you see any differences or  have today at all schools in Kazakhstan. So, I did not work at
similarities between the school with the old traditional assessment system.

traditional and updated
assessment models?
4. What do you think about the Our school pays special attention to assessment. It is an
teachers’ assessment of literacy? essential aspect. However, although we have various
seminars, not often on such themes particularly, AND some
digital materials shared, it is often not learnt independently;
OR when there are some questions on it, it often fails to
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How does it affect their
professionality?

How does it affect the
language teachers’
professionality?

5. What is your self-perceived level of
language assessment literacy (LAL)?
What do you think are the reasons
for your answer?

Probes: What is the most difficult aspect of
LAL in your classroom practice? Why is
this?

ask... Therefore, I think many teachers want to know more
about the assessment system because most of their
knowledge on assessment is a bit superficial. Namely, they
know the basics and some practices; however, if it is about
explaining it to someone professionally, | think most of them
will face problems.

If a teacher is professionally informed on the assessment

system, it will generally help them check summatives and
formatives or other works, explain their marks to students
and other colleagues, why and how they have a specific
rating, and improve the teaching. So teachers and students
could work in tandem when the process is more evident to
both, and its impact is only positive.

| think it is a bit lower than medium. Even though I know a lot

about criteria-based assessment and some other basics,
mainly due to lack of time, the process of assessment
happens in the form of a quick review. It can be explained
that the process itself is labour-intensive and time-
consuming. Especially when we mark essays, we face
various specifics of language teaching related to the age of
students and features of the criteria-based system that may
affect the complexity and the quality of assessment.
Therefore, my level of LAL is lower than medium or close to
the middle.

If we take some technical moments in assessing all four

language skills of students, we should use a specific
approach to each of them. For example, IELTS system, ... if
it is about writing or reading, works of students in higher
grades are assessed differently. As a result, you have to
master much information and skills to conduct a proper
assessment and provide good feedback. Therefore I think it is
especially problematic because we usually focus on assessing
grammar or lexis; however, other aspects like content are
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assessed by guesswork. | mean, we rely on the rich
experience that allows us to look at students' work and
decide what level or mark is appropriate in different
situations, but if there is a need to explain our decision
professionally with good feedback to a student or school
administration, I, personally, may have some challenges.

In other words, it isn't easy to do detailed reports, as we must
pay attention to many factors and aspects, and there are
different specifics in different grades, namely, primary,
secondary or higher, they all have specific things, we should
learn them, and ... I think we need some pieces of training
not less than once a year, namely, to share an experience or
to attend seminars. In other words, we need a second

opinion.
| |

What are the 6. What do you think should be done to | think sharing ideas is the most optimal variant; listening to
teachers’ suggestions improve the teachers’ LAL in the your colleagues who have already mastered it to a certain
about language school you work in? What about at level. And the views of teachers from other places is also
assessment in the national level? essential, so we should combine them all: the knowledge
classrooms? Probes: What kind of PD interventions from external sources and local practices. The important

would be useful to you? thing is to find an appropriate time and not to bring more

work to teachers, for example, additional reports. And it
should have a more accessible and concise format, brief, only
containing the primary information. As a result, every
teacher may have their own notes or a handbook, and maybe
some practical exercises that are not time-consuming.

In addition, we annually have different contests at a national
level for teachers. So, we have winners, and maybe they
could produce valuable materials, not just academic articles,
which can be boring for the majority, but maybe some
exciting presentations, of course, unobtrusive, lite, with
elements of humour, etc., focusing on masses. It could be
beneficial.
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Interview 3 Pre-Service Teacher (Transcribed from Russian)

Categories Interview Questions Answers
I ] 1 1
Warm-up Questions 1. How long have you been teaching I did not teach at school; I only taught at language centres
English at school? for some time.

What is your degree?
| finished university with a diploma in two foreign
languages, English and Chinese.

2. Were you involved in state-funded No, it didn't happen for some reason. We were studying in
teacher training from organisations the program that required last year students to pass an
like Orleu or Center of Excellence? examination on the qualification of teachers, and that

Probes: What types of interventions did you practice was just being implemented. But the Covid-19
participate in? (Training, seminar, workshop lockdown influenced the process, and everything was
etc.) cancelled. Initially, we were supposed to get free courses

in English and tests, but unfortunately, we did not get any

preparations or online tests. | graduated in 2020.
| | | 1

What are teachers’ 3. Did you work at school before the What assessment models do you know?

attitudes and beliefs updated curriculum reform was When | was at school, we had 5-scale marks. However, at

about language introduced? university, we had a course on the updated model of

assessment in What assessment models did assessment (I do not remember the exact name of the

classrooms? you use at that time? course), where we learned the theory and principles of the
Do you see any differences or new assessment model. Further in year 3 and at the
similarities between the beginning of the last year, we attended schools for short
traditional and updated internships where we had lessons, prepared and
assessment models? conducted some small tasks and tests, saw the main

processes of formatives and summatives. However, | did
not get much information and knowledge on assessment
practises.
4. What do you think about the teachers” | believe that it is a human factor. It is perhaps dependent
assessment of literacy? on teachers' knowledge and their human qualities.
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How does it affect their
professionality?

How does it affect the
language teachers’
professionality?

5. What is your self-perceived level of
language assessment literacy (LAL)?
What do you think are the reasons for
your answer?

Probes: What is the most difficult aspect of
LAL in your classroom practice? Why is this?

Sometimes teachers should be sufficiently competent to
raise or lower their level of requirements to achieve
effective teaching. Marks of students are also indicators
of teachers' proficiency.

It has a significant impact on a teacher's work at school
because parents need to know the level of their children,
the school needs to see the teacher's work, and the
students want to know about their progress, so maybe this
is the reason for schools to have such rating system to
assess everything. Teachers need to know the principles
and practices of assessment for 90% because it is not
possible to do it for 100%. All the knowledge, even the
theories from books, are not always practical, there are
various situations in classrooms, and it is hard to predict
them and act as it is instructed in documents.

Maybe, it is about the normal or under the normal, and |
don't have any experience of working at school. Most
likely that in the beginning, I will have some challenges
with the systems of assessment etc., but after a while, |
hope 1 will be able to have some progress.

If I am provided with teaching and assessment materials
with tasks and instructions especially prepared for
specific school age, I think | would be 80-90% sure that |
teach and assess in the right way.

I didn't work at school, but when | imagined it, | thought it
would be difficult for me to assess speaking. Because
students are of different language proficiency levels, also
their personalities are different too. So sometimes, it can
be hard to make them speak and answer the questions
even when they know the answers.
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What are the 6. What do you think should be doneto | believe both teachers and students should be provided
teachers’ suggestions improve the teachers’ LAL in the with accurate information on the processes; teachers
about language school you work in? What about at the  should inform students about skills and knowledge to be
assessment in national level? acquired by the end, of course, etc., while teachers should
classrooms? Probes: What kind of PD interventions would be instructed on the steps and actions for some

be useful to you? unexpected situations; well, e.g. to make teachers know

that there are different students with different needs, etc.
Also, they should use different methods. | can be
mistaken because I didn’t teach at school in front of big
classes with over 16 students in a classroom. Normally,
when you teach big groups, one or two students have
challenges in learning the language in the beginning,
maybe even with some physical disabilities, so teachers
should be cautious about that. In addition, professors in
universities provide students with a syllabus and a list of
requirements where everything is described, so | think a
similar practice can be beneficial at schools. It can also be
beneficial in preparing school students for the university
lifestyle.

At the national level, | believe that the ministry of
education should work on delivering clear and detailed
instructions because we see that teachers are not always
informed about the requirements that governments set for
their teaching. For example, we had different reforms and
changes in the educational system, but they were not
correctly presented, so teachers misinterpreted them, and
finally, students faced problems.

For teachers like me, pre-service EFL teachers, there are
various training courses, webinars and other interventions
for professional development. However, | would
acknowledge the need for some practical events or
courses where future teachers can see the teaching
process and participate in it. Additionally, well-prepared
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mentors at schools who are informed and experienced in
most schoolwork could be helpful. They could advise or
guide new teachers, and it would help to learn fast and
effectively.
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