AN INVESTIGATION INTO THE IMPLEMENTATION OF ALTERNATIVE
ASSESSMENT IN THE YOUNG LEARNER CLASSROOM

A THESIS SUBMITTED TO
THE GRADUATE SCHOOL OF SOCIAL SCIENCES
OF
MIDDLE EAST TECHNICAL UNIVERSITY

BY

LYNN MARIE BETHARD CETIN

IN PARTIAL FULFILLMENT OF THE REQUIREMENTS
FOR
THE DEGREE OF DOCTOR OF PHILOSOPHY
IN
THE DEPARTMENT OF ENGLISH LANGUAGE TEACHING

MAY 2011



Approval of the Graduate School of Social Sciences:

Prof. Dr. Meliha Altunisik
Director

I certify that this thesis satisfies all the requirements as a thesis for the degree
of Doctor of Philosophy.

Prof. Dr. Wolf Kénig
Head of Department

This is to certify that we have read this thesis and in our opinion it is fully adequate,
in scope and quality, as a thesis for the degree of Doctor of Philosophy.

Assist. Prof. Dr. Nurdan Ozbek Giirbiiz
Supervisor

Examining Committee Members:

Prof. Dr. Husnu Enginarlar (METU, FLE)

Assist. Prof. Dr. Nurdan Ozbek (METU, FLE)
Gurbuz

Assoc. Prof. Dr. Golge Seferoglu (METU, FLE)

Assist. Prof. Dr. Hanife Akar (METU, EDS)

Assist. Prof. Dr. Nuray Alagozli (Baskent University, ELT)




I hereby declare that all information in this document has been obtained
and presented in accordance with academic rules and ethical conduct. |
also declare that, as required by these rules and conduct, I have fully cited
and referenced all material and results that are not original to this work.

Lynn Marie Bethard Cetin

Signature



ABSTRACT

AN INVESTIGATION INTO THE IMPLEMENTATION OF ALTERNATIVE
ASSESSMENT IN THE YOUNG LEARNER CLASSROOM

Cetin, Lynn Marie Bethard
Ph.D., Department of English Language Teaching
Supervisor: Assist. Prof. Dr. Nurdan Ozbek Guirbiiz

May 2011, 212 pages

The purpose of this study was to explore and develop a better understanding of the
implementation of alternative assessment in the young learner classroom. This in-
depth, qualitative study focuses on teachers’ practices and beliefs, as well as the
student perspective and the role of alternative assessment in the instructional
process. Case studies were carried out on nine different English language teachers
and their use of alternative assessment strategies and tools over a six month period
in their first, second, third, fourth and fifth grade English classrooms. Data was
collected through interviews, observations and relevant documents. Findings show
that teachers use a variety of different alternative assessment methods and tools with
varying degrees of regularity and effectiveness. Teachers believe that alternative
assessment shows learning and interaction between thinking and learning,
emphasizes the student as an individual and encourages active and autonomous
learners. They also believe it promotes differentiated learning, clarifies expectations
and motivates learners and teachers. Teachers believe that alternative assessment
has a positive impact on the learning process and outcomes, as well as on the
affective and cognitive development of the students. Six classroom implementation

factors were determined to impact on the use of alternative assessment in the
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classroom: language ability, cognitive ability, planning, time, training and

classroom environment.

Keywords: Young learners, alternative assessment, assessment.



0z

COCUKLARA YABANCI DIL OGRETIMINDE ALTERNATIF
DEGERLENDIRME YONTEMLERIYLE ILGILI BIR CALISMA

Cetin, Lynn Marie Bethard
Doktora, Yabanci Diller Egitimi Boliimii

Tez Yoneticisi: Y. Dog. Dr. Nurdan Ozbek Giirbiiz

Mayis 2011, 212 sayfa

Bu caligmanin amaci kiiclik yastaki 6grenci siniflarinda alternatif degerlendirme
uygulamalarini kesfetmek ve daha iyi bir anlayis gelistirmektir. Bu genis kapsamli
ve nitelikli ¢aligma Ogrencilerin bakis agis1 ve egitim siirecinde alternatif
degerlendirmenin etkilerinin yanisira 6gretmenlerin uygulamalarina ve inaniglarina
odaklanmaktadir. Vaka c¢alismalar1 dokuz farkli Ingilizce dgretmenin ve onlarin
birinci, ikinci, {i¢lincii, dérdiincii ve besinci sinflarinda alt1 aylik bir siirede alternatif
degerlendirme uygulamalan stratejileri ve araglar1 iizerine uygulanmistir. Veriler
goriismeler, ders gozlemleri ve ilgili belgeler yoluyla toplanmistir. Bulgular
Ogretmenlerin alternatif degerlendirme metotlarim1 degisen devamliliklarla ve
verimliliklerle kullandiklarin1 gdstermistir. Ogretmenler alternatif degerlendirmenin
ogrenmeyi, diislinme ve 6grenme arasindaki etkilesimi gosterdigine, d6grenciyi bir
birey olarak vurguladigina ve aktif ve bagimsiz Ogrenciler olma ydniinde
cesaretlendirdigine inanmaktadirlar. Ayrica farklilastirilmis 6grenmeyi tesfik

ettigine, bekletileri netlestirdigine ve Og8rencileri ve 6gretmenleri motive ettigine
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inanmaktadirlar. Ogretmenler alternatif degerlendirmenin 6grenme siirecinde ve
sonuglarinda ve ayni zamanda Ogrencilerin duyussal ve biligsel gelismelerinde
olumlu etkisi olduguna inamiyorlar. Altt smif uygulamasi etmenleri alternatif
degerlendirmenin sinifta kullanimina etki etmek {izere belirlenmistir: dil yetenegi,

kavramsal zeka, planlama, slre, egitim ve sinif ortami.

Anahtar Kelimeler: Kiigiik yastaki 0Ogrenciler, alternatif degerlendirme,

degerlendirme.
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CHAPTER 1

INTRODUCTION

This chapter consists of six sections the first of which discusses the background to
the study. The second section presents the aim of the study, including a brief
description of the research methodology. The third section introduces the need for
the study. The fourth section briefly notes the limitations of the study. The fifth
section is an overview of the chapter and the sixth section defines some key terms.

1.1. BACKGROUND TO THE STUDY

Assessment of young learners is inherently complicated due to the characteristics of
young learners and the nature of assessment. “Elementary education is based on
principles of child growth and development, recognizing that children develop at
different rates and bring different experiences, learning styles and emotions to their
learning” (McKay, 2006, p. 24). Young learners are growing physically,
emotionally, socially and cognitively. They are developing general, as well as
literacy skills, knowledge and understandings that may or may not transfer from
their first language. Such age-related and individual differences need to be
considered in the content of language learning, learning theories, teaching methods

and assessment.

Assessment sends messages to students that affect their self-concept and self-worth,
as well as their understanding of what is important in learning and in the world.
Children come to their own conclusions about a foreign language based on what and
how they are taught. The same is true for assessment. “Asessment practices not only
determine children’s futures and how their time is spent, but also carry messages for
children about what parents and teachers consider important in language learning
and life” (Cameron, 2001b, p. 240). In addition, “Educational research demonstrated



long ago that children live up to the expectations of their teachers, whether those are
low or high. Expectations are perhaps more clearly revealed through assessment

practices than anywhere else” (Cameron, 2001b, p.240).

Assessment of young learners should provide feedback on what students can do and
areas that they have misunderstood, while sending students appropriate messages
about themselves and the world around them. Teachers and assessors of young
learners have found ways to structure assessment procedures to encourage children
by showing them what they have learned and to give positive feedback, motivating
them to succeed” (McKay, 2006, p. 23). Cameron (2001b) also stresses that, “the

process and outcomes of assessment can motivate learners” (p.220).

Alternative assessments such as; portfolios, self-assessment, peer-assessment,
projects and teacher observation are believed to encourage and motivate young
learners and to strengthen the interaction between instruction and assessment
through ongoing feedback. However, like many areas of teaching English to young
learners, the implementation of alternative assessment, could benefit from more
classrooms based, empirical research. Leung and Lewkowicz (2006) advocate that
understanding what teachers are thinking and doing when they carry out assessment

in the classroom is a first step.

1.2. AIM OF THE STUDY

As students of English begin the process of language learning earlier and earlier, the
task of assessing learners becomes more challenging. The purpose of this study is to
explore the implementation of alternative assessment in the young learner classroom
and thus develop a better understanding of alternative assessment in the young
learner classroom. Case studies were carried out on nine different English Language
teachers and their use of alternative assessment strategies and tools over a six month
period in their first, second, third, fourth and fifth grade English classrooms in order
to permit the in-depth study of teachers and students in the classroom setting. The

study focuses on teachers’ practices and beliefs, as well as the students’ response.
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The role of alternative assessment in the instructional process will also be analyzed.

Data was collected through interviews, classroom observations and documents.

To this end, the following research questions were constructed to guide the
exploration of the implementation of alternative assessment in the young learner

classroom:

RQ 1. What are teacher’s alternative assessment practices?
RQ la. What types of alternative assessment do teachers implement?
RQ 1b. What factors impact the classroom implementation of alternative

assessment?

RQ2. What are teachers' beliefs about assessment in the young learner classroom?
RQ2a. What are teachers' beliefs about alternative assessment in the young learner
classroom?

RQ2b. What are teachers' beliefs about the benefits of implementing alternative
assessment?

RQ2c. What are teachers’ beliefs about the challenges of implementing alternative

assessment?

RQ3. How do students respond to alternative assessment?

RQ4. What role does alternative assessment have in the instructional process?
RQ4a. In what ways is alternative assessment in alignment with the instructional
process?

RQ4b. In what ways is alternative assessment not in alignment with the instructional

process?

1.3. SIGNIFICANCE OF THE STUDY

In the researching, reporting and teaching of English to young learners; “there is,

simultaneously, evidence of considerable innovation as well as a lack of clarity on



some fundamental issues” (Rea-Dickens, 2000 p. 245). Teaching children is not a
new practice, however, in the last ten years there has been significant growth of
English classes, both in state systems and in private language schools (Cameron,
2001Db). Cameron is not alone in her claim that the recent increase in interest has led
to the publication of methodology books, but a parallel debate about theoretical and
research issues is largely missing. Similar calls for investigation have also been
heard about alternative assessment. Tsagari urges that we must, “understand how
the aspects of alternative assessment are actually accomplished in classroom
interaction and to develop appropriate theory and research methods in the study of
this highly complex and dynamic teaching-learning-assessing interface before any
definite conclusions about its positive effects on teaching and learning are drawn
(Tsagari, 2004, p. 14). Rea-Dickens (2000a), Cameron (2001b), and Mckay (2005)
advocate for more empirical research. Classroom teachers also seek to learn
effective alternative assessment methods. Based on the findings from this study, the
researcher plans to add further insight into the implementation of alternative

assessment in the young learner classroom.

1.4. LIMITATIONS OF THE STUDY

The limitations of the study are discussed throughout the thesis with particular
emphasis in the reflections on the research methodology in Chapter 3. The case
study approach does not always lead to findings that are transferable to a more
general population. This study may be considered limited by the choice of school
and participants in the study since they were selected through convenience
sampling. Respect for the demanding timetable of the participating teachers was a
consideration in the study as was direct interaction with the students. Responses
from the students were limited to students’ participation during the student focus
group about Porfolio Day. The structure and size of the focus group might also be
considered a limitation. The internal role of the researcher, a teacher and co-

ordinator at the school, may also be considered a limitation of the study.



Considerations and measures taken to address the limitations and reduce the

influences of any biases are seen throughout the paper.

1.5. OVERVIEW OF THE STUDY

Following this introduction, an overview of the literature with a particular emphasis
on assessment, alternative assessment and young learners is presented in Chapter 2.
Chapter 3, details the design of the study and the data collection tools, including
data analysis. Information is also given about the school and participants. Chapter 4
reports and discusses the findings of the study while Chapter 5 discusses the

conclusion and implications.

1.6. DEFINITION OF TERMS

alternative assessment: non-traditional assessment methods and tools

anecdotal records : records of a child’s actions and behavior over time
checklist > arecord of what a student can do at a certain time
conference: : meaningful discussion between a teacher and student
observation : the informal or formal process of noticing and adjusting
peer assessment : students reflecting and giving feedback to another student
portfolio : a collection of student work that shows progress over time
rating scale : numerical representation of a students’ ability
self-assessment : students reflecting on thier own development

young learners : students between the ages of six and twelve



CHAPTER 2

REVIEW OF LITERATURE

This chapter begins with an overlook of terminology and proceeds with a discussion
of alternative assessment. A review of selected research on young learners is
followed by a more detailed survey of recent trends in assessment of young learners
and a discussion of some relevant studies. A brief summary related to teacher
beliefs and practices, as well as to the concept of alignment will conclude the
chapter. The review is by no means comprehensive, nor is it aimed to be. The main
aim is to focus on aspects of these areas which are most relevant to this thesis in
order to place this study in a theoretical context.

2.1 ASSESSMENT AND TESTING

The term “assessment’ is used as an umbrella term for all methods of testing and
assessment. Testing usually refers to more formal or standardized testing procedures
which are an influential component of language programs around the world.
‘Assessment’ and ‘alternative assessment’ are used to refer to more informal
methods often, but not solely, used in classrooms (Brown 2004, Brown 2005).
There are other terms that are also used to refer to assessing students’ language
without the use of formal tests; authentic assessment, performance assessment,
continuous assessment, on-going assessment, informal assessment, descriptive
assessment, direct assessment, dynamic assessment, instructional assessment,
responsive assessment, complementary assessment, formative assessment, portfolio
assessment, situated/contextualized assessment, assessment by exhibition
(Aschbacher 1991, Archbald 1991, Brindley, 2001, Cumming & Maxwell 1999,



O'Malley & Valdez Pierce 1996, Soodak 2000, Tsagari 2004). The differences in
meaning and use will not be discussed. This dissertation refers to ‘alternative
assessment’ in the broad sense of the term. While discussing the work of other
researchers these terms as well as the term ‘alternative assessment’ will be used

when it has been indicated appropriate.

2.2 ALTERNATIVE ASSESSMENT

Hamayan (1995) claims that changes in assessment practices are a reflection of a
similar shift in the beliefs and practices of the teaching and learning of languages.
She proposes two contributing factors and states, “More holistic and integrative
views of language, and the push toward the development of higher-order skills, have
given rise to alternative approaches to assessment” (p. 213). The development of a
more global view of language learning means that language learning is no longer
seen as a passive process where skills are accumulated, but as an active one with the
learner in a more central role. Standards were also raised to a more sophisticated
level to include goals outside of traditional areas of language proficiency such as
content area teaching. With these changes came a need for assessment that
accounted for new beliefs about teaching and learning. Educators also wanted
assessment that interacted with and reflected the learning process and guided

instruction in the classroom.

Tsagari (2004) argues that the need for alternative assessments stemmed from
dissatisfaction with the type of information gathered from high-stakes/standardized
tests and teacher-made tests. Such tests can have a negative impact by narrowing the
curriculum and restricting the methodology and instructional materials used. High-
stakes exams also affect how students approach learning and can psychologically
affect teachers and students. Teacher-made tests may not accurately monitor student
progress and the school curriculum. According to Black and William (1998),
pioneers of Assessment For Learning (AFL), “One of the outstanding features of
studies of assessment in recent years has been the shift in the focus of attention,

towards greater interest in the interactions between assessment and classroom
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learning and away from concentration on the properties of restricted forms of test

which are only weakly linked to the learning experiences of students” (p. 1).

Alternative assessment provides information that is easy for students and teachers
to use and understand. It can be used to evaluate the learner and the instruction.
Teachers can also use the information from alternative assesment and provide a
framework for organizing student work and making decisions about their students
and classrooms. Alternative assessment gives students more responsiblity for their
learning and allows them to see and appreciate their own accomplishments (Rief,
1990). Teachers have also been empowered. “As a result of the increasing
legitimacy of alternative assessment, which is mostly classroom-based, one further
important change has occurred; it has given teachers the power of assessment”
(Hamayan, 1995, p. 216).

Hamayan (1995) synthesized the five characteristics of alternative assessment as
proximity to actual language use and performance, a holistic view of language, an
integrative view of learning, developmental appropriateness and multiple

referencing. She summarizes these characterics and their implications as follows:

e ‘Proximity to actual language use and performance’ specifies that alternative
assessment is based on activities that have an authentic communicative
purpose. Accordingly, alternative assessment tends to be classroom based.
Therefore, the teachers have begun to play a more active role in assessment.
Teachers are no longer recipients of information from the experts, but are
assessors and providers of information. Hamayan explains that, “The
increasing popularity of alternative procedures has opened up the realm of
assessment to include teachers who are not likely to be specialists in the area
of testing, research, evaluation, and psychometrics” (p. 214).

e ‘A holistic view of language’ is based on the principle that apsects of
language, phonology, grammar and vocabulary, are interrelated and the four

skills of language, listening, speaking, reading and writing are also a part of



an integrated whole. Alternative assessment also views the whole learner in

his or her natural social, academic and physical context.

‘An integrative view of learning’ acknowledges that various aspects of a
learner’s life, academic and personal, as well as a wide range of skills and
abilities are a part of the development of language learning that must be

recognized.

‘Developmental appropriateness’ refers to procedures that sets cognitively,
socially and academically appropriate expectations. This characteristic is

particularly meaningful for young language learners.

‘Multiple referencing’ asserts that information about learners should be

collected through a variety of sources and means.

Other scholars have also defined the common characteristics of alternative

assessment. Aschbacher (1991) lists several common characteristics of alternative

assessments based on her previous work,

require problem solving and higher level thinking,

involve tasks that are worthwhile as instructional activities,
use real-world contexts or simulations,

focus on processes as well as products, and

encourage public disclosure of standards and criteria.

Herman, Aschbacher, and Winters (1992, p. 6) continue to advocate that alternative

assessments should use tasks that are also meaningful instructional activities and

approximate real-world applications. They also mention additional criteria:

require students to perform, create, produce, or do something;

tap into higher level thinking and problem-solving skills;

ensure that people, not machines, do the scoring, using human judgment;
and

call upon teachers to perform new instructional assessment
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Huerta-Macias (1995), focusing on the US ESL context, also put emphasis on the
notion that alternative assessment should consist of normal day-to-day activities and
should provide information about the strengths and weaknesses of the students. In
addition Huerta-Macias mentions that when done properly they should be
muticulturally sensitive. This supports the assertation that equity in education was

another contributing factor to the development of alternative assessment.

Brown and Hudson (1998) discuss the three different criteria of Hamayan (1995),
Aschbacher (1991) and Herman, Aschbacher and Winters (1992) and present a

compilation of twelve comprehensive items:

require students to perform, create, produce, or do something;

e use real-world contexts or simulations;

e are nonintrusive in that they extend the day-to-day classroom activities;

e allow students to be assessed on what they normally do in class every day;
e use tasks that represent meaningful instructional activities;

e focus on processes as well as products;

e tap into higher level thinking and problem-solving skills;

e provide information about both the strengths and weaknesses of students;
e are multiculturally sensitive when properly administered,;

e ensure that people, not machines, do the scoring, using human judgment;
e encourage open disclosure of standards and rating criteria; and

e call upon teachers to perform new instructional and assessment role

Brown and Hudson (1998) are enthusiastic about the possibilities of new assessment
procedures, however, they are not alone in being cautious about issues of reliablility
and validity. They suggest that procedures used in performance assessment serve as
an example in this area since they are similar logically and technically. When these
issues are re-visited later in this paper it is interesting to note that when Bachman
(2002) discusses these issues he uses the terms performance assessment and

alternative assessment interchangeably.
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Brown and Hudson (1998) also question the phrase alternative assessments due to
their concern that it indicates three possible misconceptions: (a) that these
assessment procedure are an entirely new way of doing things, (b) that they are
completely separate and different from mainstream or traditional testing and the
preciously mentioned concern that (c) they do not adhere to set requirements of test
construction and decision making. They “view procedures like portfolios,
conferences, diaries, self-assessments, and peer assessments not as alternative
assessments but rather as alternatives in assessment” (p. 657). This distinction was
first suggested by John Norris, in Norris et al. (1998). This distinction emphasizes
that there is not one set of alternatives, but many alternatives in assessments, and
that these alternatives are not exempt from set guidelines in assessment. It is also a
reminder that different test types serve different purposes, each with unique
strengths and weakeness. Teachers should be knowledgeable about the purposes,
strengths and weaknesses of alternatives in assessment and should make informed
choices. They believe that, “Language teachers have always done assessment in one
form or another, and these new procuedures are just new developments in a long
tradition” (p. 657).

Alderson and Banerjee (2001) briefly discuss alternative assessment as a part of
their state-of the-art review on assessment. They summarize that alternative
assessment adhere to, “procedures which are less formal than traditional testing,
which are gathered over a period of time rather than being taken at one point in
time, which are usually formative rather than summative in function, are often low-
stakes in terms of consequences, and are claimed to have beneficial washback
effects” (p. 228). This definition explains what alternative assessment is not,
‘testing’ and focuses on the time frame and the purpose of the assessment, on-going
and its formative role in the instructional process. The authors also suggest that the,
“ ‘alternative assessment movement’, if it may be termed such, probably began in
writing assessment, where the limitations of a one-off improptu single writing task
are apparent” (p. 228). In traditional tests of writing students write their reponse to a
short prompt with minimal input and planning time during a limited time span and

with limited possibilities for redrafting and revising. Alderson and Banderjee
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suggest that this led to the portfolio assessment movement for first language writing,
ESL in the US and foreign languages. “Although portfolio assessment in other
subject areas (art, graphic, design, architecture, music) is not new, in foreign
laguage education portfolios have been hailed as a major innovation, supposedly
overcoming the drawbacks of traditional assessment” (p. 229). Several accounts
(Hughes Wilhelm 1996, Padilla 1996, Short 1993) of how alternative assessments
have been used are mentioned. These accounts are criticized for being descriptive
and persuasive instead of research-based, empirical studies that address the
advantages and disadvantages of alternative assessment. Leung and Lewkowicz
(2006) recommend that instead of assuming that, “all teachers will be able to adopt
a formative approach in recommended ways, it may be a good idea to first find out

what teachers think and do when carrying out classroom assessment” (p. 227).

Hamayan (1995) addresses the differences between alternative assessment used for
large-scale evaluation as opposed to classroom-level evaluation. She advises that for
classroom-level evaluation the purpose of the assessment and how it will interact
with the instructional process and the curriculum should be guiding factors at the
planning stages. Alternative assessment must adhere to well-thought out and
planned criteria. When the results of the assessment will be used to make high
stakes decisions, issues related to reliability, validity and authenticity must be
properly addressed. Huerta-Macias expressed the notion that “alternative
assessments” are somehow “in and of themselves valid, due to the direct nature of
the assessment” (Huerta-Macias, 1995, p. 10). Clapham (2000), similar to Brown
and Hudson (1998), questions this belief and argues that alternative assessments
must also adhere to rigrorous standards and should be trialed for validity and
reliability in practice.

Bachman and Palmer (1996) introduced the concept of ‘usefulness’ for assessment
procedures, incorporating the ideas of reliability, construct validity, authenticity,
interactiveness, practicality and impact. Bachman (2002) warns that peformance
assessments (alternative assessments) have focused on the authenticity of the task to

the extent that the constructs that these tasks are intended to measure are not always
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given the necessary attention. These constructs are more complex than those of
traditional exam types where we already see the predicament where language is
simultaneously the object and the instrument of testing. Alternative assessments are
meant to show language in use. Language in use, “involves the full range of areas of
language ability, as well topical knowledge and affective schemata” (p. 5). In this
siutation the language ability we want to measure becomes entangled with other
abilities and with the methods used for assessment. As more attributes are involved
in the process, the process and establishing validity of the process becomes more
complicated. Bachman asserts that there are two important valididy issues. First,
there is the question of what conclusions can be drawn from the test performance
and second, what generalizations can be made from those conclusions. Bachman
suggests that when designing assessment tasks the role of language and content
must be clear in the constructs that are to be measured. He further suggests that the
development and design of the assessment task must be construct-based and task-

based.

Bachman (2002) further argues that there are four questions that should be asked to
address validity:

1. What construct(s) are assessed? (What specific inferences about test takers’
abilities can we make on the basis of their performance on this assessment
task?)

2. What is(are) the domain(s) of generalizations of assessment-based
inferences?

a. To what domain(s) of learning tasks or real-world tasks do we expect
our inferences about test takers’ abilities to extrapolate, based on this
assessment task?

b. How representative of learning tasks and real-world tasks is this
assessment task? That is, to what extent do the characteristics of the
assessment task correspond to the characteristics of learning tasks

and real world tasks?
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c. To what extent to test takers’ responses to the assessment task
correspond to individuals’ responses to similar learning tasks an real-
life task?

3. How authentic are test takers’ responses to the assessment task? (To what
extent and in what specific ways do test takers perceive the assessment task
as corresponding to learning tasks, or to real-life tasks?)

4. How interactive are test takers’ responses to the assessment task? (To what

extent does the test task engage the areas of ability to be assessed?)

Questions three and four refer to authenticity and integrativeness which are specific
qualities related to performance assessment. Briefly, authenticity has at least two
different definitions in the literature. Messick (1996) asserts that authenticity is the
extent to which definition of the construct is portrayed in the assessment task.
Interactiveness relates to the involvement of other characteristics of the test taker.
The more the task measures what it is planned to measure, the greater the construct
validity. When the task activates abilities that are not intended to be measured, the
construct validity is weakened. According to Bachman and Palmer (1996)
authenticity is “the degree of correspondence of the characterisitcs of a given
language test task to the features of a target languge use (TLU) task” (p. 23).

Bachman (2002) argues that in order to address these issues three factors must be
present during the design, development and usage of performance assessments: (a) a
cognitively-based definition of the contruct-abilities to be assessed, (b) a clearly
identified and defined domain of target use situation tasks, and (c) a set of
distinguishing characteristics for describing both the assessment task and the target
language use task (p. 9). In the case of language testing a cognitive model of
language use ability is necessary because constructs based on a single theory do not
provide a base comprehensive enough for the design of tests nor for the
extrapolation of results. The first element, a cognitively-based model of languge use
and language ability, is composed of language use, language ability, topical
knowledge and affect. Language use refers to the activity in which the language

assessment activities occur. During this activity there is interaction between topical
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knowledge, language knowledge, personal characteristics, as well as metacognitive
strategies and affective factors of each language user. Interaction between multiple
language users involves input and utterances. Language ability consists of language
knowledge, organizational and pragmatic knowledge, as well as metacognitive
strategies. Metacognitive strategies relate to language knowledge, topical
knowledge, personal characteristics and affect which make the connection to

language use. (Palmer and Bachman, 1996)

For the second element, a clearly identified domain of target language use situations
and tasks, must be described. One or more target language use domains needs to be
stipulated. Finally, for the third element, a set of distinguishing characteristics for
describing both the assessment tasks and the target use tasks, should be clarified. In
order to do this the following five characterisitcs of the framework should be
addressed; setting, rubric, input, expected respone and the relationship between

input and response.

A Drief description of these characteristics will be given. The setting includes
physical characteristics such as noise level and environment. The rubric should
include the instructions and how they are given, difficulty of the task and some
characterizing variables of the task, the structure of the task, the sequencing and the
time limitations. The criteria is also included in this characteristic. The input is the
material that students are expected to process in order to respond and the expected
response is what we want to elicit from the students. Both input and expected
response must account for language characteristics and topical knowlege. Finally,
the relationship between input and response address such questions as the flexibility
of the teacher to be able to adapt his or her response to the level of the child and to
what extent will the child need to add his or her background knowledge to the input

in order to respond.

This model is of great interest theoretically and practically, however classroom
practice can also be revealing. According to Rea-Dickens (2000) different

representations of assessment and language development are reflected through
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classroom practice. She urges colleagues to develop a broader knowlege base in the
areas of teacher implementation of classroom assessment. She suggests there is
much to learn about teachers’ purposes for assessment, management of assessment

and uses of data collected.

2.3 ASSESSMENT METHODS AND TYPES

Hamp-Lyons’ (1992) distinction between activitities that yield information for
assessment and those ways which we organize and record the information is
practical. Adhering to this principle, Tsagari (2004) summarizes the following

methods of alternative assessment from the relevant literature:

e Observations e Games

e Portfolios e Diaries/Journals
e Self-assessment e Demonstrations
e Peer-assessment e Exhibitions

e Projects e Conferences

e Story re-telling e Think-alouds

e Dramatization e Debates

Tsagari (2004) also refers to the following tools as the most frequently used tools:

e Anecdotal records e Progress cards
e Checklists e Learner profiles
e Rating scales e Questionnaires

Hamayan (1995) has a similar list, but also includes writing samples and interviews
as popular methods and inventories as a commonly used tool. She notes that,
“Practically any classroom, school or language-related activity can serve as a source
of information about the learner, his or her language proficiency, the learning

process, the effectiveness of instruction or the classroom” (p. 217).
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The disscussion that follows is a brief review of the most common alternative
assessment tools. Definitions are given as commonly used in literature and practice
relevant to young learners. “Observation is one of the most useful assessment
techniques to use with children because it does not disturb the children and allows
them to be assessed in the process of ordinary classroom activities” (Cameron,
2001b, p. 231). Cameron explains that most skillful teachers are constantly engaged
in the process of observe — notice — adjust teaching. For example, if a teacher is
reading a story and the students do not seem to understand the main idea, the
teacher can stop and explain a few key words or go back and re-read, stopping at
important points to enhance comprehension. However, when observation is used as
an assessment technique there should be a pre-determined focus and the information
that will provide the evidence should be decided. In the above example, students’
particpation, facial expressions, body language and responses could provide
information about their oral comprehension of the story.

McKay (2006) distinguishes between incidental and planned observation. Incidental
observation is a natural part of teaching that occurs when the teacher and students
are engaged in classroom activities and tasks. The teacher might make observations
during oral interaction or when watching a student writing a draft or working on a
project. These observations can also take place outside of the classroom, on the
playground or in the school cafeteria. The teacher might wonder, “Can the student
ask for help in English?”As the teacher observes the students mental or written
notes are taken that later inform teaching decisions. Planned observations involve a
variety of techniques, but require that notes are taken in a systematic way. The
teacher may also use checklists or rating scales that he or she has designed to fit a
particular purpose or ones that have been produced by an external source.

“A portfolio means a collection of a students’ work and evidence of student
achievement over a period of time” (Pinter, 2006, p. 136). Porfolios create a strong
link between teaching and assessment since they are an example of what a learner
can do. “This method of assessment can also motivate learners by getting them to

focus on what they are good at and to develop ownership of the learning process,
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thus promoting learner independence” (p. 137). Students and teachers should work
together to develop and understand the criteria that students should follow when
they select work for their portfolio. Portfolios also help children to improve their
reflection skills. As students become more capable of choosing appropriate work
that reflects their abilities, they are also becoming more capable of reflecting on
their own learning. McKay advocates that “The judicious use of portfolios can
underpin classroom assessment, establishing greater learner and parental
involvement in learning, more opportunities for explicitness in expectations and

greater support for learning through assessment” (McKay, 2006, p. 160).

Self-assessment is a teaching strategy as much as it is an assessment method. “Self
assessment means that children are asked to think about their own performances and
achievements on a regular basis” (Pinter, 2006, p. 136). Pinter warns that children
need gradual training in this area and that during such training the criteria and task
should be kept similar. Cameron (2001) suggests that initial training might be more
effective in the mother tongue which leads to further questioning about how the
balance between language learning and learner autonomy can be maintained.
Learning journals and diaries can be an extenstion of this work. Younger or
beginning level learners can use phrases such as; I like, 1 don’t like and I learned to

begin reflecting on their own learning.

Peer assessment helps children, “gain awareness of about what is required, or about
a good piece of work, by reflecting on another child’s performance using a simple
set of criteria” (McKay, 2006, p.166). Like self-assessment, peer-assessment also
requires training. Students need to to understand the guidelines established by the
criteria and how to give feedback by sharing positive comments first and, generally,
how to show appropriate and supportive behavior. A natural challenge of peer

assessment is that students tend to be influenced by their friends.

Projects involve a series of tasks that are completed either individually or as a
group. A project might involve research, note-taking, drafting, editing and re-

drafting for older students and a more direct process for youngers students such as
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designing a house or creating a city. There are many ways for the students to present
their project, but for language assessment purposes there should be a language
component and learners should have the criteria before they begin their project.

Projects can also include a demonstration or be a part of an exhibition.

Story re-telling can be used with texts that students have heard or read. Story retells
are particularly helpful in the early stages of langauge learning because it is less
challenging for students to re-tell a plot than to create a new plot. However, it can
be challenging for students to re-tell stories that they have heard orally since one of
the advantages of read alouds is that they can be above the child’s independent
working level. The teacher can look for different elements in the re-telling and
should set up the task and the criteria accordingly. For example, the teacher might
be interested in the units of ideas a student can remember, the proper sequencing of
events or the use of key phrases. The task can be a free response or it can be
desinged as a more structured task. The criteria for evaluation should be clear to the
students before they begin the task. Dramatizations can also be used to check oral

and reading comprehensoon in addition to other abilities.

Games are an integral part of the young learner classroom and can easily be
integrated into classroom assessment tasks. Teachers should ensure that the task
suits the purpose of the assessment, the context of the assessment and the
characteristics of the particular class. ‘Listen and do’, action tasks and total physical
response (TPR) activities are excellent ways to check students listening
comprehension. McKay (2006) warns that when this type of assessment is used with
a whole class individual children might be copying their classmates so that

individual checks should be carried out.

Conferences with students and with other people in the students’ lives, parents, class
teachers, assistants, can provide valuable information about other areas of learning
and the students’ lives. For example, a reading conference involves the teacher
listening to the student reading, asking questions, monitoring the use of reading

strategies, analysing errors and checking the child’s attitude and motivation. Writing
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conferences are also a key part of writing instructions. During formal one-on-one
work with students or during the course of instruction when a teacher moves from
student to student, teachers are able to get a better understanding of a student’s

current writing processes and understandings.

Debates and think alouds, when done in the target language, can be used with
students who have mastered more advanced speaking skills. Debates provide a
platform for students to use their speaking skills in both a planned and spontaneous
environment. Think alouds require students to share their thought process when
reading, solving problems, or responding to questions. Both activites can provide

insight into the abilities and strategies used by the student.

Keeping records of student development is an important part of assessment. Records
can be kept in a variety of different ways; anecdotal notes, checklists, rating scales,
questionnaires, learner profiles, and progress reports. Anecdotal notes are a type of
record where the teacher records a child’s actions and behavior over a period of
time. True anecdotal notes are objective as opposed to subjective or interpretive.
Checklists can be designed in different ways, but typically there is either a column
of student names at the left or a row of student names across. There are then spaces
left where the teacher can fill in an assessment task or activity. Different systems
can be used, but typically the teacher has a symbol for when the goal has been met,
when the goals is being worked on and when it has not been attempted yet. Some
course books have their own checklist. A rating scale requires the rater to assigned a
numeral representation to the object. For example, one (1) might represent
excellent, two (2) good, three (3) average, four (4) fair and (5) poor. Rating scales
and questionnaires can also be used by the students for self-reflection. Progress

reports and learner profiles can be considered records of learning.

2.4 YOUNG LEARNERS

Cameron (2001b) advocates that among other misconceptions there exists the myth
that teaching young learners is straightforward. Since every child is unique, even

within the same context and age range, teaching them is not straightforward. The
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social, emotional and cognitive characteristics of young learners cannot be
categorized into strict age brackets or grade levels. Table 2.4 -1 shows some of the
possible features of young learners on a continuum from younger to older learners.
In heterogeneouses classes, the student profile will consist of a range of the

characteristics which can be seen in this table.

Table 2.4-1 Possible features of young learners

Younger learners Older learners

These children are well established at
school and comfortable with school
routines.

Children are at pre-school or in the
first couple of years of schooling.

Generally they have a holistic
approach to language, which means
that they understand meaningful
messages but cannot analyze
language yet.

They show a growing interest in
analytical approaches which means that
they begin to take an interest in language
as an abstract system.

They have lower level of awareness

about themselves as language They have well developed skills as
learners as well as about the process readers and writers.
of learning

Generally they are more concerned They have a growing awareness about
about themselves than others. the world around them.

They have a limited knowledge about | They begin to show interest in real life
the world. ISSues.

They enjoy fantasy, imagination and
movement.

Source: Pinter (2006), p. 2

Considering these characteristics we will examine five principles set forth by
Cameron (2001b) to use while teaching young learners. These principles are based
on the theoretical work of Piaget (the child as active learner), Vygotsky (the child as
social, Zone of Proxmiate Developement) and Bruner (scaffolding and routines).
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The first principle relates to the fact that children actively try to construct meaning,
“Teachers thus need to examine classroom activities from the child’s point of view
in order to assess whether pupils will understand what to do or will be able to make
sense of new language” (p. 19). This applies to new language and to classroom
activities, including assessment. The second principle refers to children’s need to
have space for their language to grow. Routines and scaffolding are considered two
strategies that create space for this growth. Again, we can include assessment, and
in particular, alternative assessments, into these routines and scaffolds. The third
principle refers to children’s need for guidance in order to notice and attend to the
aspects of the foreign language that are meaningful. The fourth principle stresses
that development comes from the internalization of social interaction. Social
interaction plays a key roll in the young learner classroom and in alternative
assessments. The last, and most important principle, children’s foreign language
learning depends on what they experience. “There are important links between what
and how children are taught, and what they learn” (p. 20). We also saw this concept

repeated when we addressed assessment.

When we compare learning a first language to learning additional languages we find
that motivation is crucial. Many children who begin to learn English as a foreign
language are not immersed in an English-speaking environment where they need to
learn English to meet immediate social and academic needs. They are learning
English as a subject in school whether it is as a separate or integrated subject.
Children who are in this situation may not feel a real need or clear motivation to use
and learn English so it is in their best interest to foster their motivation. According
to a longitudinal study completed by Marianne Nikolov (1999), a Hungarian teacher
and researcher, the sources of children’s motivation to learn English change as they
get older. In her study younger children were motivated to learn by positve attitudes
towards English and the learning context, while around the age of 11 and 12
students began to be more affected by extrinsic factors. Alternative assessment
techniques are suggested as a motivating factor.

Dornyei (1994), a prominent figure in motivational research, suggests that the

components of foreign language learning motivation have three levels; language
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level; learner level and learning-situation level. The language level consists of
integrative motivational subsytem and instrumental motivational subsystem while
the learner level includes the need for achievement and self confidence, including
language use anxiety, perceived L2 competence, causal attributions and self-
efficacy. The learning situation level is divided into three components. The first
component, course specific motivational components, refers to interest, relevance,
expectancy and satisfaction. The second component, teacher-specific motivational
components refers to concepts such as affiliative drive, authority type and direct
socialization of motivation (modelling, task presentation, feedback). The final
component is group specific; goal orientedness, norm and reward system, group
cohesion and classroom goal structure. This model places more emphasis on the

learning situation.

According to Dornyei’s (2001) summary of new themes and approaches in second
language motivation research, there are five particularly interesting motivational
areas: social motivation; motivation from a process-oriented perspective; the
neurobiological basis of motivation; L2 motivation and self-determination theory;
and task motivation. Dornyei also highlights six emerging motivational themes;
teacher motivation, motivation and learning strategy use, demotivation, willingness
to communicate, motivational self-regulation or self-motivation, and motivating
language learners. Motivating language learners refers to the how not the what of
motivation in the classroom which is a driving force in the young learners’

classroom.

2.5 ASSESSMENT OF YOUNG LEARNERS

Hasselgreen (2005, p. 338) asserts that there is consensus that assessment
procedures for young language learners should comply with the following:
e Tasks should be appealing to the age group, interesting and captitvating,

preferably with elements of game and fun.
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e Many types of assessment should be used, with the pupil’s, the parents’ and
the teacher’s perspectives involved.

e Both the tasks and forms of feedback should be designed so that the pupil’s
strengths (what he or she can do) are highlighted.

e The pupil should, at least under some circumstances, be given support in
carrying out the tasks.

e The teacher should be given access to and support in understanding basic
criteria and methods for assessing language ability.

e The activities used in assessment should be good learning activities in

themselves.

Rea-Dickens (2000) summarizes the main themes of assessment in early laguage
learning as:
e Processes and procedure used by teachers to inform teaching and learning;
e Assessment of achievement at the end of the primary phase of education;
and

e Teachers’ professional development

According to Alderson and Banjeree (2001) the growing trend to introduce foreign
languages at the primary school level has resulted in a natural interest in the
assessment of the language development of young learners. The main themes in this
area focus on the challenges of assessing young learners due to previously
mentioned factors such as; age, motivation, interests, background knowledge and
stage of cognitive development. These factors influence the need to design tasks that
are developmentally appropriate and that respect the negative effect of perceived
“failure’ on future learning. Formative and summative assessments that focus on
what students can do are another theme of interest. Issues related to more formal
testing procedures, including designing tasks that are fair for children from different
schools or language programs and the problems of interacting with unknown

assessors and interlocuters are also listed.
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McKay (2005) recognizes five main themes in the assessment of young leaners; the
standards movement, large-scale, content-based assessment, academic language
proficiency, classroom assessment, and assessment of young language learners in a
foreign language context. The first three themes are related to the assessment of
second language learners learning a language in a minority language learning
contect. The last two themes include research into the assessment of foreign
language learners. One of the main focuses of classroom assessment research is on
the vailidy and reliability of these procedures and on new ways of thinking that are
emerging about formative assessment. This is also important in mainstream
language assessment. McKay also recognizes that the asssessment of young learners
requires specialist knowledge of assessment and of young learners as the
characteristics of young learners are highly relevant in the assessment process. This
knowledge includes the features of social, emotional and cognitive growth, as well
as an understanding of their developing literacy. The vulnerability of young learners

is seen again as an underlying principle.

Rea-Dickens (2001) asked several questions about formative assessment with young
learners:
e What constitutes ‘quality’ in formative assessment?
e Are these assessments creating opportunites for learning?
e What constitutes evidence of langauge learning?
e Are teachers in the EAL (English as an additional language) context able to
distinguish between a language need, a special education need, a curriculum

content need?

Leung (2005) also asks three questions:
e What do teachers do when they carry out formative assessment?
e What do teachers look for when they are assessing?
e What theories or ‘standards’ do teachers use when they make judgements

and decisions?
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2.6 ALTERNATIVE ASSESSMENT IN THE CLASSROOM

Alternative assessment in the classroom is supported by the belief that it creates a
strong connection between instruction and assessment by creating a feedback loop.
Figure 2.6-1 as adapted from Genesee and Hamayan (1994, p. 215) clearly

emphasizes this feedback loop.

Revise |—m Instructional Plans —— | Proceed
A l A
Instruction
Assessment

L | Obijective not achieved Obijective Achieved

Figure 2.6-1. Feedback loop
Source: Genesee and Hamayan (1994), p. 215

Rea-Dickens (2004) states that assessment is a natural part of teaching. Teachers
make selections based on their experiences and beliefs about language learning,
development and proficiency, intending to make choices that are in the best interest
of their students. These decisions affect lesson content and sequencing, material
selection, lesson plans and so forth. Teachers are involved in the on-going
observation of their students which leads them to form opinions about the progress
of individual learners and to make decisions about specific learning outcomes and
overall performance. Rea-Dickens claims that teachers have a tendency to focus on
the formal mechanisms that are in place and to under-estimate the observation-
driven approaches which have a strong presence in everyday classroom practice.
Until recently, this focus on formal methods and procedures has also been reflected
in research. “Assessment, with specific reference to teaching and learning in the
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language classroom, has remained, until recently, relatively unresearched” (p. 249).
She urges that more attention be paid to the teacher as assessor as is the case in

classroom-based assessment and alternative assessment.

In discussing classroom assessments, another from of alternative assessment, in the
young learner context, McKay (2006) explains that three phases of the assessment
process previously described by Bachman; design, operational (development) and
adminstration phases affect practice to varying degrees depending on the time
available, whether the assessment is planned or not and whether it is a high-stakes
assessment. As in more formal procedures Mckay suggests that in classroom-based
assessment, in the design phase the teacher sets the purpose of the assessment,
checks that the assessment is appropriate to the language needs and characteristics
of the learners and determines that the assessment is consistent with the
specifications of the curriculum. In the operational phase the teachers prepares the
tasks, including instructions and criteria. In the administration phase the teacher
checks that the procedure has worked well. McKay further suggests that the

following questions can be asked to represent the stages:

e Why do I need to know, and who else needs to know?

e What do I need to know?

e How can I find out?

e What will I do with the information?

e How will I know that the assessment has been effective and how can |

improve it next time?

Black (1993) emphasized for assessment to be formative the feedback information
has to be used in such a way that differential treatments are incorporated in response
to the feedback. (Black, pg. 9)

McKay elaborates on this process as seen in Figure 2.6-2.
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Stage 4. Recording
and dissemination

Recording and
reporting  progress
towards NC
Formal review for
LEA or internal
school purposes
Strategies for
dissemination of
formal review of
learners

Stage 1. Planning

Identifying the purpose for
assessment (why?)

Choosing the assessment
activity (how)?

Preparing the learners for
the assessment?

Who chooses/decides for
each of the above?

]

L

Stage 3. Monitoring

Recording evidence of
achievement

Interpreting evidence
obtained from assessment

Revising teaching and
learning plans

Sharing findings with other
teachers

Feedback to learner
(delayed)

Stage 2.
Implementation

Introducing the
assessment (why,
what, how?)

Scaffolding
during
assessment
activity

Learner self-and
peer-monitoring

Feedback to
learners
(immediate)

Figure 2.6-2. Processes and strategies in instruction-embedded classroom

assessment
Source: McKay, (2006), p.156
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2.7 RELEVANT STUDIES

In order to better understand issues related to alternative assessment and young
learners, a review of selected relevant empirical research, representing the
international and national context, is presented. Rea-Dickens and Gardner (2000)
conducted a case study on the nature of formative assessment in a primary school
that involved nine inner-city schools, with specific attention to the language support
of English language learners. They asked the following questions:

1. What is the range and perceived quality of assessment procedures in place?
Which assessment procedures are used? For which purposes? With what effects?

2) Which issues do those professionals responsible for the language support of
learners with EAL perceive as most important in their assessments of both the
language development and achievement of their pupils?

3) What are the different representations of the assessment process, including how
assessment supports curricular decision making and language learning classroom

practice?

They argue in the conclusion that distinctions between formative and summative
assessment is not as clear-cut as they seem. They also argue that the interaction
between reliability and validity in relation to classroom-based assessment is

complex.

Gatullow (2000) presented a case study in Italy focusing on formative assessment in
the ELT primary classroom. Her research had a duel focus on the researcher and the
teachers. Her main aims were:

1) For the researcher to identify:

(@) and describe how assessment is being interpreted and implemented by EFL
teachers in the final years of primary schools (i.e., children aged 8-10 years);

(b) the different dimensions of formative assessment;

(c) some examples of ‘good practice’ of formative assessment.
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2) For the teachers to have the opportunity to reflect on:

(@) the difference between formative and summative assessment in terms of
information, collection procedures, feedback provision and use of their results;

(b) the different dimensions of formative assessment;

(c) the extent and range of assessment actions in the classroom, both implicit and
explicit;

(d) the possible development of improved strategies for formative classroom

assessment.

The data analysed during the beginning of the study indicated that some formative
assessment actions are more common than others such as; questioning, correcting
and judging. Observing process, examining product and metacognitive questioning,
which are considered to be more beneficial were not used as frequently. The
teachers had developed an increased awareness of a wide range of formative
assessment including those that are believed to be more beneficial. Teachers also
recognized the importance of an open attitude towards learners, and the importance
of peer-teacher observations with the purpose of developing a new understanding of

of one’s work.

Studies related to assessment and alternative assessment have also been carried out
in the Turkish context. Cimer and Timugin (2008) conducted a case study on
formative assessment perceptions and habits of primary school English Teachers in
Trabzon province. There were 200 participating English teachers in the study. The
researchers concluded that the teachers applied a variety of performance tasks for
the purpose of formative assessment. Although teachers were confident and
successful when applying different types of assessment, they showed a need to
improve their knowledge about the theory and associated terminology. In-service
training was suggested for practicing teachers. Cimer and Timugin made the
observation that teachers who had more recently completed their training were more
familiar with formative assessment techniques. They suggested this as a positive

sign for teacher education.
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Many of these studies focus on the changes caused by the implementation of the
new primary education curriculum based on constructivism which was implemented
in 2004-2005. Ozdemir (2009) focused on issues encountered by classroom teachers
in the measurement and assessment process of the new primary education
curriculum in Turkey. The particpants in the study consisted of 287 classroom
teachers from 21 different schools in Kirikkale provincial centre. Data was collected
using the desciptive method through the use of a survey model. A Likert type scale
was used in order to identify the issues experienced by classroom teachers. Based
on factor analysis a six-factor, 25-item structure emerged. The sub-factors of the
scale were determined as alternative measuerment-assessment tools, time,
environment, student, parent and inspection elements. The results showed that
teachers were experiencing difficulties with the new measurement and assessment
procedures in relation to all of the sub-factors. Teachers reported that their biggest
challenge was time. Class size was also an issue. Teachers working in larger classes
(30-40 students and 40-50 students) experienced more problems. As a result of this
study, recommendations were made for further research into teachers’ strengths and
weaknesses in the area of measurement and assessment and in-service training and

on-going evaluation of teachers in these areas.

Ciftci (2010) carried out research to gain a better understanding of teachers’
opinions about performance tasks, a type of alternative assessment, used in schools.
The particpants in this study were 20 class teachers from the Central Konya
Province, teaching either grade four or five. Results of this study showed that
teachers faced problems due to the attitudes of the parents, insufficient time, high
student to teacher ratio, lack of equipment and excessiveness of the evaluation
forms. Ciftci concluded that teachers have problems with the assessment and

evaluation part of the new curricula.

Gelbal and Kelecioglu (2007) administered a survey to 242 classroom and branch
teachers teaching grades one to six in the central province of Ankara to examine the
proficiency perceptions of the teachers and problems they confront in general when

applying measurement and evaluation techniques. The most common problems the
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teachers met when trying to use measurement instruments was crowded classrooms
and insufficient duration of the course. They also recommended further education

on the preparation and use of measurement methods for the teachers.

Birgin and Baki (2009) conducted an investigation into primary school teachers’
proficiency perceptions about measurement and assessment methods. This sample
consisted of 975 randomly selected primary school teachers from 15 provinces in
Turkey. This study revealed that teachers did not perceive themselves as proficient
in performance and alternative assessment methods such as; journals, rubrics,
self/peer assessment, attitude scales, interviews, portfolios and projects. Birgin and
Baki also suggested in-service training and introducing teachers to alternative
assessment and giving them the opportunity to use different alternative assessment

methods during their undergraduate education.

2.8 TEACHER BELIEFS AND PRACTICES

Clark and Peterson (1986) conceptualized three different fundamental types of
teachers’ thought processes: (1) teacher planning, (2) teachers’ interactive thoughts
and decisions and (3) teachers’ theories and beliefs. Teachers’ beliefs affect
planning and their interactive thoughts and decisions and classroom behavior
(Nisbett and Ross, 1980). Theories and beliefs are an important part of teachers’
general knowledge though which teachers perceive, process and act upon
information in the classroom (Munby, 1982). According to Brousseau, Book and
Byers (1988) beliefs are influenced by teaching subcultures, pre-service experience
and experience in the classroom. Teachers’ beliefs affect teaching and learning.
However, inconsistency between teacher’s beliefs and practice can occur.
Inconsitencies can be attributed to the reality of the classroom. The complexities of
classroom life can affect teachers’ abilities to align their beliefs with their practices.
Ashton (1990) reported that many teachers base classroom decisions on classroom

realities like mutual teacher-student respect, classroom management and routine,
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needs of students in heterogeneous class classes, student learning, materials, social

and emotional characteristics.

2.9 ALIGNMENT

Cohen (1984) describes ‘instructional alignment’ as the extent to which intended
outcomes, instructional processes and instructional assessment match. According to
Anderson (2002) there are three primary components of curriculum: objectives,
instructional activities and supporting materials, and assessments. Curriculum
alignment requires a strong link between these three components. Anderson states,
“curriculum alingment requires a strong link between ojectives and assessments,
between objectives and instructional activities and materials and between
assessments and instructional activities and materials” (p. 257). Figure 2.9-1 shows
this relationship.

Classroom assessments reflect the concepts and skills that the teacher emphasized in
class, along with the teacher's clear criteria for judging students' performance. These
concepts, skills, and criteria align with the teacher's instructional activities and

ideally broader goals, as well.
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Standards/Obijectives (S/O)

Instructional
Activities
and Materials (IAM)

Assessments/Tests (A/T)

Figure 2.9-1. Link between objectives and assessments
Source: Anderson, (2002), pg. 256
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CHAPTER 3

RESEARCH METHODOLOGY

This research study is a qualitative case study of the implementation of alternative
assessment in the young learner classroom. The purpose of the study is to explore
alternative assessment with regard to teachers’ beliefs, attitudes and practices,
students’ perspective, as well as factors affecting implementation and its role in the
instructional process. Case studies, focusing on nine different English Language
teachers working with either first, second, third, fourth or fifth grade students in a
private primary school with an enriched English program, were carried out over a
six month period. This design permitted the in-depth study of teachers in the school
and classroom environment. Interviews, classroom observations, focus groups and
document analysis were used during the time period of the study to provide rich

data from a variety of sources.

This chapter presents and justifies the research methodology designed for this
purpose. The research design, including research paradigm and case study model are
discussed. This discussion places the study within a qualitative paradigm and
explains why a case study approach was chosen. The presentation of the research
questions follows. Relevant information about the setting and the participants is
presented. Data collection instruments and procedures used for the interviews,
classroom observations, focus groups and documents are described.

3.1 RESEARCH DESIGN

This study is a qualitative case study, which focuses on a group of teachers and their
students in the complex real world setting of a school and in some of its classrooms.
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3.1.1. Research Paradigm

The main focus of qualitative research is description and analysis that is used to
understand and interpret complex behavior in a natural setting. According to Miles
and Huberman (1994) there are several descriptors that are repeatedly seen as

features of qualitative research:

e Itis conducted through an intense and/or prolonged contact with a “field” or
life situation. These situations are typically “banal” or normal ones,
reflective of the everyday life of individuals, groups, societies, and

organizations.

e The researcher attempts to capture data on the perceptions of local actors
from “the inside,” through a process of deep attentiveness, of empathetic
understanding or interpretation, and of suspending or ‘“bracketing”
preconceptions about the topics under discussion.

e A main task is to explicate the ways people in particular settings come to
understand, account for, take action, and otherwise manage their day-to-day

situations

e Most analysis is done with words. The words can be assembled, sub-
clustered, broken into semiotic segments. They can be organized to permit

the researcher to contrast, compare, analyze, and bestow patterns upon them.

Qualitative research is most appropriate when the research issues are exploratory in
nature and the issues being put to informants may require complex, discursive
replies (Brannen, 1992). Thus, in studying a topic such as the implementation of
alternative assessments in the young learner classroom, qualitative research

provides the necessary framework.

3.1.2. Case study approach

This section outlines the main characteristics of case study as a research approach or
strategy. The term strategy is used with intention as case study is not a method, but

a choice of object to be studied. The chosen object is the case. Once the case or
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object has been chosen and defined a variety of techniques and procedures,
including observation, interview, field notes and documentary analysis can be used
to investigate the case (Adelman, Jenkins & Kemmis, 1980). The defined case is

often referred to as a ‘bounded system’.

Case studies can use any combination of quantitative and qualitative research
methods. The research method is not a distinguishing factor in defining a case study.
The most important aspect of a case study is the definition of the case and its
parameters. Yin descriibes a case study as, “an empirical enquiry that investigates a
contemporary phenomenon within its real-life context, especially when the
boundaries between phenomenon and context are not clearly evident” (Yin, 1994, p.
13). McDonough and McDonough (1997) view a case study as a natural approach
following the central tenets of qualitative research by being emic (from within the

case) and holistic (the whole system in its context).

Merriam describes a qualitative case study as, “an intensive, holistic description and
analysis of a single entity, phenomenon, or social unit. Case studies are
particularistic, descriptive, and heuristic and rely heavily on inductive reasoning in
handling multiple data sources” (Merriam, 1988 p. 16).

He proposed the following definition of these four key words:

e particularistic, focusing on on a specific situation or phenomenon

e descriptive, providing a rich “thick” description of a phenomenon under
study, thick description, a term originating in anthropology means a
complete, literal description of a cultural phenomenon

e heuristic, helping to illuminate the phenomenon being studied

e inductive, developing theory grounded in multiple data sources.

Hitchcock and Hughes (1995) list the defining features of a case study as the
following:
e Itis concerned with a rich and vivid description of events relevant to the

case.

e It provides a chronological narrative of events relevant to the case.
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e It blends a description of events with the analysis of them.

e It focuses on individual actors or groups of actors, and seeks to understand
their perceptions of events.

e It highlights specific events that are relevant to the case.

e The researcher is integrally involved in the case.

e An attempt is made to portray the richness of the case in writing up the

report.

Case studies can also be classified. Yin (1984) proposed three classifications:
exploratory, descriptive and explanatory. Exploratory case studies are used for
piloting, descriptive case studies for providing narrative accounts and explanatory
case studies for testing theories. Merriam (1988) also proposed three classifications
one of which was descriptive. The other two were interpretative, developing
conceptual categories inductively in order to examine initial assumption, and

evaluative, explaining and judging.

Lincoln and Guba (1985) note case studies may be written with different purposes
including to chronicle, to ‘render’, to describe; to teach; or a combination. They
further note that accordingly case studies may demand different actions from the
enquirer, be written at a different analytic level and will result in different products.
Stake (1994) considers classification based on the initial purpose of the case study.
He distinguishes between: the intrinsic case study, where the interest is in the case
for its own sake, based on uniqueness and the instrumental case study, which is
chosen to help understand something else, based on issues. The third type is the
collective case study in which multiple cases are studied to gain a fuller picture.
Groups of individual studies are undertaken to gain a richer perspective than would
be possible with an individual study. In an intrinsic study the case of interest,
“because in all its particularity and ordinariness, the case is of interest” (Stake,
2000, p. 432).

In light of these perspectives, the case being studied is the implementation of

alternative assessment from the perspective of a specific group of teachers within
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the real-life setting of their school and classrooms. Interest in this study was
intrinsic, inspired by many conversations and experiences shared by the researcher,
students, parents, administrators and teachers, several of which became partipants in
this study. It is the aim of the study to provide a rich, “thick” description that will
illuminate the phenomenon specified in the study and will lead to the development

of theory based on multiple sources of data.

The case study protocol for this study is presented in Table 3.1-1
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Table 3.1-1 Summary case study protocol

To explore the implementation of alternative assessment by
nine primary school teachers in order to describe and
analyze teachers’ beliefs and practices, as well as factors

Purpose affecting implementation, its role in the instructional
process, and the student perspective.
Nine primary school English teachers working in the same
Informants school, teaching different grade levels
Research The research questions are listed in Section 3.1.3
questions

Data collection
procedures

Data collection for each informant is through:
Classroom observation and teacher reflection of two
consecutive lessons at three different times in the semester
Two semi-structured interviews and three follow-up
interviews
Document analysis
Student focus group interview

Data collection
timetable

The data collection timetable is outlined in Tables 3.6-2 and
3.6-3

Data analysis

Collecting data, coding, categorising, drawing conclusions

Data re-
checking and
verification of

findings

Determining and establishing internal validity; seeking
counter
evidence and confirming or disproving findings
peer check, member check

3.1.3. Research questions

The research questions were designed to guide the study as it explored the

implementation of alternative assessment in the young learner classroom:

RQ 1. What are teacher’s alternative assessment practices?
RQ 1a. What types of alternative assessment do teachers implement?
RQ 1b. What factors impact the classroom implementation of alternative

assessment?
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RQ2. What are teachers' beliefs about assessment in the young learner classroom?
RQ2a. What are teachers' beliefs about alternative assessment in the young learner
classroom?

RQ2b. What are teachers' beliefs about the benefits of implementing alternative
assessment?

RQ2c. What are teachers’ beliefs about the challenges of implementing alternative

assessment?

RQ3. How do students respond to alternative assessment?

RQ4. What role does alternative assessment have in the instructional process?
RQ4a. In what ways is alternative assessment aligned with the instructional
process?

RQ4b. In what ways is alternative assessment not aligned with the instructional

process?

3.2 THESETTING

In this section there is a description of the setting made complete by a brief
discussion of the English department. The school is a private primary school with
students from kindergarten to grade eight located in Turkey. There are
approximately 900 students in the school of which almost 100% are Turkish
nationals. Of these students fewer than 4% come from an international background
where the student, a parent or both parents, are either foreign or speak a foreign
language at home. This is to emphasize that the school is not a school with an
international student population, but a school that is striving to provide an
international education and to establish a bilingual learning environment through an

enriched English program.

The school is responsible to the Ministry of Education which manages education
throughout the country. According to the national curriculum students start English

language education in grade four. At the school in this study, as is true with many
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private schools in the region, students start attending English classes in
kindergarten. In fact, many students begin English language education before they
enter primary school in private pre-schools and day care centers. English language
education is an important factor for parents when considering educational options
for their children. The school site was chosen for the study because of its enriched

English program and reasons of convenience as discussed further in Section 3.3.4.

The teachers in this study were teaching in grades one, two, three, four or five. In
grades one to three there were approximately 23 students in each heterogeneous
class and four classes at each level. In grades four and five the student to teacher
ratio is smaller with an average of twenty students in each heterogeneous class.
There were four sections of fourth grade and three sections of fifth grade. Each class
has a main class teacher that teaches the core subjects consisting of Turkish, math,
science and social studies. These classes comprise the majority of the lessons taught
throughout the forty-lesson school week. English is taught for ten lessons and the
remaining hours are taught by subject-area teachers who are specialized to teach
physical education, art, drama and music. Class teacher and English teachers teach
their lessons in the main class teacher’s classroom. Other subject areas have special
areas for their lessons such as; the gym, art workshop, the drama room and the
music room. In classrooms most of the display and storage space is used by the

main class teacher with a portion of the display area designated for English.

At each grade level there are two English teachers, a native-speaking teacher and a
Turkish teacher. In most cases each teacher teaches five hours with each class at
their level to total the ten hours of English taught. Slight variations can occur due to
scheduling. Divisions in teaching and other responsibilities, other than translation,
are not based upon this distinction. The main reason for this structure is to expose
students to the advantages of having two different teachers, one foreign and one
Turkish, and to provide the department with the advantages of such diversity. In
addition, to the two main class teachers there is a support teacher who team teaches
in grade one for eight lessons a week and in grade two for four lessons a week, two
lessons with each class and one lesson, respectively. In grades four and five there is
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a writing teacher who divides each class with the main class teacher during two

lessons a week for focused writing instruction with small, homogeneous groups.

There is also a teacher who is appointed level leader for each level. The level leader
is responsible for coordinating the work load for the level. The majority of
coordination work occurs during weekly planning meetings, but is also dispersed

throughout the week during informal meetings and daily conversations.

3.2.1. The English curriculum

In the 2008-2009 academic year the English Curriculum Committee, comprised of
the three English unit heads, two teachers and the vice-principal responsible for the
English Department wrote a new English curriculum. The first year of
implementation of the new curriculum took place during the 2009-2010 academic

year which overlapped with the time period of this study.

The new English curriculum was written in response to several factors. One of the
prominent reasons was the 2007-2008 school-wide adoption of a new approach, the
Primary Years Program (PYP). The PYP approach prepares students to be globally-
minded citizens of the world. Accordingly, it was determined that English needed to
be taught in a more meaning rich environment where language was not just a
subject, but a tool for learning and communicating. In addition, there was a general
consensus among stakeholders that the expected English level of the students should
be higher and the learning outcomes and exit level made more explicit. In part this
was due to increasing expectations, in line with PYP, and due to an already existent
discontent with the former English curriculum and program. The previous
curriculum did not provide the needed structure and details to support the growing
English program. A simple but relevant example is that assessment was not a
component in the previous curriculum. The new curriculum, however, specifies
learning outcomes at each grade level in oral language, listening and speaking,
written language, reading and writing, and media literacy and for each learning

objective sample questions, activities, assessments and notes for the teacher are
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provided. The new attention given to assessment in the English curriculum matches
that outlined by the PYP approach which emphasizes the importance of formative

assessment.

In order to put the new curriculum into practice teachers write course
implementation plans (CIP) that are six-week plans. There are six of these plans
throughout the year. These plans specify the learning outcome, materials and
resources, student activities, student production, assessment and any links to the

PYP units of inquiry, as described in Section 3.2.2.

3.2.2. The PYP approach

The Primary Years Program, also referred to as PYP, is an International
Baccalaureate (IB) program supported by the International Baccalaureate
Organization (IBO). IB programs aim, “to develop internationally minded people
who, recognizing their common humanity and shared guardianship of the planet,
help to create a better and more peaceful world” (Making the PYP Happen, 2007, p.
4). The IBO presents schools with a philosophical perspective on what international
education may be and a curricular framework which is used as a reference point
when designing a school’s curriculum. The curricular framework consists of
essential elements, known as knowledge, concepts, skills, attitudes, and action all of
which are reflected in the learner profile, the cornerstone of the program. According
to the learner profile students should strive to be knowledgeable, balanced,
principled, open-minded, reflective, caring, thinkers, communicators, risk-takers,

and inquirers.

In PYP, planning for the school year is completed through unit of inquiries. Each
unit has a different cross-curricular focus based on the following themes; who we
are, where we are in place and time, how we express ourselves, how the world
works, how we organize ourselves and sharing the planet. Similar to the CIPs
mentioned in Section 3.2.1., there are six units of inquiry throughout the year that
are each six weeks in duration. English teachers have two options when

incorporating the PYP unit of inquiry into their CIPs. One option is to treat the unit
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of inquiry as a separate strand that is taught between two to four hours a week.
Fourth and fifth grade teachers usually use this option. The other option is to
integrate the topic thematically throughout the CIP and the ten weekly lessons. This
option is more widely used in grades one to three.

Regarding language teaching the PYP language scope and sequence was a source of
inspiration for the new curriculum. The guidelines set forth for the planning of
language inquiry has an influence on every day practice. According to these
guidelines, “Language is fundamental to learning and permeates the entire Primary
Years Programme (PYP). By learning language as well as learning about and
through language, we nurture an appreciation of the richness of language and a love

of literature.”

According to the PYP curriculum framework, the assessment component should be
divided into three interrelated areas, assessing, recording and reporting. How this
assessment is carried out is the responsibility of individual schools. Assessment is
understood as the gathering and analyzing of information about student performance
with the main purpose of informing practicing. Assessment should identify what
students know, understand, can do and feel at different stages in the learning
process. It is also important that the process, as well as the product should be

assessed.

Teachers need to specify learning outcomes before choosing and developing the
method of assessment. When designing assessments teachers are expected to use a
variety of techniques which take student diversity into consideration and that engage
students in the process so that students develop critical-thinking, reflection and self-
assessment skills. It is also critical that all members of the school community,
students, teachers, parents and administrators, know why there is an assessment,
what is being assessed and what the criteria for success is.
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3.2.3. The school assessment policy

The main objectives of assessment at the school are to systematically gather
information to encourage student learning and growth, to provide updates for
students and parents and to evaluate the overall effectiveness of the school’s
programs. The school policy outlines the importance and the effective use of
formative and summative assessment, however, formative assessment is emphasized
in the policy. At the time of the study the Assessment Policy had not been formally
adopted, but was a working document. The policy outlines specific agreements

related to formative assessment such as:
e frequent use
e range of techniques
e integral part of learning
e self-evaluation and peer evaluation leading to life-long learning
o realistic picture
e regular feedback
e regular reporting (report cards and portfolios)

e display of work

positive orientation

During the time of this research project the vice-principal responsible for the
English Department instated an informal policy that teachers should use a minimum
of two new alternative assessment methods or tools during each six-week cycle of

the unit of inquiries and CIPs.
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3.3 THE PARTICIPANTS IN THE STUDY

Nine teachers, and two additional teachers who assisted with piloting at various
stages of the project, volunteered to particpate in the study. Of the nine teachers
there was one first grade teacher and two teachers at each grade level from grade
two to five. As mentioned in Section 3.2 one of the reasons the researcher chose this
site was for convenience. Teachers at this school are both open and accustomed to
professional development. At the school there are twelve teachers teaching in grades
one to five, including the researcher. The researcher spoke informally to all of the
teachers about participating in the study. One teacher did not feel comfortable with
the time commitment that she felt the study would entail and another teacher was
unable to particpate as she would be on leave for part of the study. The remaining
nine teachers showed willingness to participate in the study. They demonstrated
interest, although to different degrees, in young learners and alternative assessment.
They represented different grade levels and backgrounds. It was decided that these
nine teachers, reached through convenience sampling, should be included in the
study for theoretical and practical purposes. Theoretically, nine teachers would
provide a wider range of perspectives and experiences that would make a more
complete picture of the implementation of alternative assessments within the
school’s English Department. Practically, it would allow for some flexibility should
a teacher want to withdraw from the study for any reason. Table 3.3-1 provides
background information about the teachers.

Teacher 1 (T1) has a bachelor’s degree in Elementary Education and a master’s in
teaching English as a second language. T1 has been teaching for thirteen years.
During that time she taught pre-school and worked as a pull-out ESL teacher in the
United States. As a pull-out ESL teacher she worked individually with students in
kindergarten to grade five. T1 started teaching at the focus school three years ago
and has taught grades four and five at the school. Currently she is teaching grade
four. At the end of this school year T1 will leave to work at a different international

post.
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Table 3.3-1 Background information of particpants

Current Grade Years of Educational
Teacher .
Level Experience Background
BA Elementary Education
Teacher 1 Grade 4 13 MA ESL
BA American Culture and Literature
Teacher 2 Grade 3 14 Young Learner Certificate
COTE
BA English Language and Literature
Teacher 3 Grade 5 10 MA Teaching English
BA
Teacher 4 Grade 5 8 CELTA
BA
Teacher 5 Grade 3 4 CELTA
BA
Teacher 6 Grade 2 2 CELTA
BA English Language and Literature
Teacher 7 Grade 2 3 MA Teaching English
BA English Language and Literature
Pedagogy Certificate
Teacher 8 Grade 4 8 CELTA
MAELT
BA English
Teacher 9 Grade 1 10 COTE
MAELT

Teacher 2 (T2) has been teaching for fourteen years. She has taught for thirteen
years at the focus school, teaching in every grade from kindergarten to grade six,
and one year at a private language institute for adults. She has a bachelor’s degree in
American Culture and Literature and COTE. She also has a certificate for teaching

ELT to young learners. This is her second consecutive year teaching grade three.

Teacher 3 (T3) has a bachelor’s degree in English Language and Literature and a
master’s in Teaching English. She has ten years of teaching experience, the last five
at the focus school. The first five years were in a private language institute where
she worked with children and adults. At the focus school she taught grade seven for
three years and she is now in her second year teaching grade five.

Teacher 4 (T4) has a bachelor’s degree in a field outside of education and has

completed CELTA training. She has taught for eight years in three different
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countries and has worked with all grades from kindergarten to adults. She has been
teaching at the focus school for four years. During the first four years she taught
grade three. For the last two years she has taught grade five and has had the

additional responsibility of group coordinator for grades three to five.

Teacher 5 (T5) has a bachelor’s degree in a field outside of teaching and a TEFL
and CELTA certificate. She started her teaching career at the focus school and is
currently in her fourth year. She has worked with most grades at the school and with
college students during the CELTA course she attended. Most of her time teaching

has been with grade three and that is where she is currently teaching.

Teacher 6 (T6) is in her second of year of teaching. She has a bachelor’s degree in a
field outside of education and a CELTA certificate. This is her first year working
with young learners and her first year at the focus school. She works in kindergarten
and grade one as a team-teacher and in grade two as a teacher and team-teacher. She
has also spent some time teaching grade eight. During this study we focused on her
work in grade two. Although a new teacher, T6 is reflective, critical and aware. She

spends significant time to write detailed reflections.

Teacher 7 (T7) has a bachelor’s degree in English language and literature and a
master’s degree in teaching English. T7 is in her third year of teaching and her
second year at the focus school. She has been teaching grade two since she began

working at the school.

Teacher 8 (T8) has a bachelor’s degree in English Language and literature and a
master’s degree in English Language Teaching. She also has a pedagogy certificate
and a CELTA certificate. She began her teaching career at the focus school and has
now been teaching there for eight years. She has taught grades three, four and five

and currently is teaching grade four.

Teacher 9 (T9) has been teaching for ten years with all ten years at the focus school.
She has worked with all grade levels from kindergarten to grade seven except for

grade four. She is now teaching grade one which she teaches almost every year. In
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addition to a bachelor’s degree, T9 has a master’s degree in English Language
Teaching and COTE.

To a certain extent I, the researcher, can also be considered a participant in this
study as a particpant observer and as a colleague to the participants in the study.
Patton states that, “The extent of particpation is a continuum that varies from
complete immersion in the setting as full participant to complete separation from the
setting as spectator, with a great deal of variation along the continuum betweent
those two points” (Patton, 2002, p. 265). | was at different places on this continuum
throughout the study, however, I tried to remain aware of where | was on the
continuum and of the influence it could have on the study.

The inspiration from the study came from my experiences working at the school and
it was also through the trust of my school and colleagues that | was able to carry out
this research. Thus, | was also an internal reviewer with the benefit of an insider’s
view. As the study proceeded | remained open to the different emerging
perspectives remaining conscious of the belief that the, “perspective that the
researcher brings to qualitative inquiry is part of the context for the findings”
(Patton, 2002, p. 65).

At this point discussion of reflexivity seems appropriate. Reflexivity stresses the
importance of political and cultural consciousness, as well as self-awareness and
ownership of one’s perspective. It stresses that understanding is about self-
understanding and consciousness, “to have an ongoing conversation about
experience while simultaneously living in the moment” (Hertz 1997, viii). Writing
in the first-person is one way to indicate self-awareness, but of course this is not the
only option as expressing voice is also a matter of style and preference. For this

reason, while I tend to use“l’, I also refer to ‘the reseracher’ in my work.

3.4 THE STUDENT FOCUS GROUP

A student focus group, consisting of twenty-one students, was conducted in a grade

three English class. The focus group was held after Portfolio Day which is a special
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day for each grade level held in June when students present their portfolios to their
parents at school during class time. This choice was made because discussion of
Portfolio Day fit naturally into the instructional process and gave the students a
concrete experience to talk about. Grade three was chosen as it was the average
grade being taught by the teachers in the study. All students in the class participated
in the focus group because students are accustomed to giving feedback in this way
and it was necessary to conduct the focus group interview in a way that would not

disturb the established routine.

The researcher wrote the questions for this tool in English. Three classroom teachers
and three experts reviewed the questions. Based on the feedback no changes were
made to the questions. The questions were then translated into Turkish and back-
checked for accuracy. To address concerns related to reliability and validity the
focus group session was piloted in a second grade class since these students were
close to the same maturity level as the grade three students. Based on the piloted
session, the class teacher’s role in the process and the procedure of the discussion

was clarified.

The researcher posed one central question, “Can you please tell me about Portfolio
Day?” There were also eight probes prepared to give the students more guidance.
These probes asked about what Portfolio Day was, how students prepared for the
day, who participated and why there was such an event. Students were asked how
they felt about the experience, as well as what they learned, if anything. Students

were also given a chance to discuss other thoughts they had about Portfolio Day.

The focus group session was run by the class’ Turkish English teacher. The
researcher was present at the focus session, as was another Turkish English teacher
volunteer. It was decided that a recording device was neither necessary nor desired
as it might inhibit student responses and change the dynamic of the lesson. The
class’ teacher asked the questions in Turkish and students were free to respond in
Turkish or English. The volunteer wrote down verbatim the responses of the
students. These answers were later written in transcript form and Turkish responses

were translated into English and back-checked.
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3.5 ETHICAL CONSIDERATIONS

Participants in the study agreed to participate based on the information stated in the
voluntary participation form. This form addressed the three main ethical concerns of
educational case study research: confidentiality, anonymity and informed consent.
This information was also reiterated at the beginning of each interview session.
Participants were also informed about additional work that this project would entail
and that it would be used in part for my doctoral thesis. Caution was used in order
not to alter the learning environment which would jeopordize the naturalistic
character of the study. | reminded and sometimes reassured teachers that what |
wanted to see was the reality of their classrooms and that there were no certain

expectations to be met at any time during the study.

3.6 DATA COLLECTION INSTRUMENTS AND PROCEDURES

Data was collected through interviews, observation, focus group (discussed in
Section 3.4) and documents. There were two interviews, with each teacher
participating in an initial interview at the beginning of the study and a summative
interview at the end. Each teacher was observed for six lessons at a minimum of
three different times throughout the study. Four of these lessons were focus lessons
indicating that the teacher felt that some sort of alternative assessment was being
used. Before each observation the teacher completed a pre-observation reflection
form and after each observation the teacher completed a post-observation reflection
form and was asked to complete a form with additional questions, as well. One class
also participated in a student focus group. As the study developed | felt that
attending weekly level planning meetings, when possible would add additional
insight to the data. The school assessment policy, the new English curriculum,
course implementations plans and samples of student work were also analyzed. A
summary of the data collected is shown in Table 3.6-1. A complete documentation

of data collection tools is presented in Appendix A.
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Table 3.6-1 Summary of data collection

Data Collection Tool Details Total
Interviews
Initial Interview 9 interviews 18 interviews
Summative Interview 9 interviews
Classroom Observations
g 2 lessons
Initial 4 lessons 54 lessons
Focus Observation - 54 reflection forms
. 3 reflection forms .
Pre-Observation Notes . 27 running
) 3 reflection forms :
Post-Observation Notes . . commentaries
. 3 running commentaries
Running Commentary 27 follow up
3 follow ups
Follow-up
Focus Group 1 1 focus group
Document Analysis
School Assessment Policy
English Curriculum
Course Implementation Plans - -
Student Work

3.6.1. Interviews

Interviewing allows us to view another person’s perspective with the understanding
that this perspective is meaningful and can be made explicit. The interviews in this
study were designed with this principle in mind. Caution was taken to phrase
questions so that teachers would not feel pressured to give an expected answer. In
addition, having already established rapport with the participants was a distinct
advantage that | felt throughout data collection. Teachers participated in an initial
interview before the observation cycle and in a summative interview after the
observation cycle. The development of the two instruments followed similar

procedures.

The initial interview questions were designed with direct links between the
interview questions and the research questions. Before any interviews were
conducted the researcher received feedback from three experts in the field that
addressed face and construct validity. Based on this feedback the researcher was
able to improve the quality of questions before piloting the interview. For example,

“What is assessment?” was changed to a series of questions so that participants did
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not feel that their knowledge was being tested, but that their experiences were being
valued. It was replaced with questions such as, “Could you explain how you view
assessment?” and “If you were asked by a new teacher for some advice about
alternative assessments, what would you say?” There were three reiterations of the
feedback process before the instrumented was piloted. The interview was piloted
twice and after this process a few minor adjustments were made to the order and

wording of questions to increase the clarity and the natural flow of the interview.

The finalized initial interview was comprised of fifteen questions that gathered
information about the current grade level being taught and background information.
Questions were asked about a typical lesson including probes about the physical
environment, teacher role, student activities, materials and the assessment
component. Questions were also asked about the planning process in order to gather
information from the teacher’s perspectives about the general process as well as
about the practical application of learning objectives. Another aim of these
questions was to understand if and how objectives are checked or measured.
Teachers were asked questions regarding their general views of assessment and how
they assess their students. They were also asked more specific questions about
alternative assessment, including questions about their experiences with alternative
assessment, both positive and negative, as well as advice for new teachers. Another
series of questions asked about the types of alternative assessments they had used
and if there were any types they had not used, but would like to use. The interview
also had a question that addressed students’ reactions to their experiences with
alternative assessment. Teachers were given the opportunity to ask questions and to

talk about any issues of interest.

Interviews were carried out in an available empty room at a convenient time usually
during the school day for the two parties involved. There were two interviews that
were held during the semester holiday, as this was agreed to be more convenient for
the participant and researcher. The time of the initial interviews varied from 16

minutes to 37 minutes.

Summative interviews were held after the observation period. The interview

questions were aligned with the research questions and were designed to further
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explore certain issues and to address new issues that had surfaced during the
observation period. In order to strengthen the validity and reliability of the
interview, feedback from three experts was considered before it was piloted two

times. No significant changes were necessary as a result of the feedback or piloting.

The summative interview was also a semi-structured interview, but of considerably
shorter length with four questions. The questions focused on the teachers’
experiences with alternative assessments in the last semester. The first question
asked about the factors that had an impact on alternative assessment. The second
question concerned the role of alternative assessment in the instructional process.
The third question asked about the teachers’ interpretations of the students’
experiences. The final question gave teachers a chance to add or say anything they
wanted. The summative interviews were also carried out at in an available empty
room at a non-teaching time for the researcher and participant. Interviews lasted

between five and ten minutes.

All interviews were recorded by using a laptop with an external microphone.
Teachers were informed that they could turn off the microphone at any time during
the interviews, however no participants used this option. There were no technical
difficulties at the time of recording or at the time of transcription. The researcher
transcribed all of the interviews, listening to each interview a minimum of two
times. The schedule for the initial and summative interviews can be seen in Table
3.6-2.

Table 3.6-2 Interview schedule

Interview Time Period
Initial Interview January — February 2010
Summative Interview June 2010
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3.6.2. Classroom observations

Classroom observation was an important research method for exploring the reality
of how alternative assessment was being approached in the classroom. The
researcher observed each teacher at three different points during the observation
period for a total of six lessons per teacher. When it was possible two consecutive

lessons were observed at three different times.

There were four different data collection tools that were used during the observation
cycle, Pre-Observation Notes, Post-Observation Notes, Follow-up Questions or
Interview, and Running Commentary. A brief discussion of the development of
these data collection tools and how they were used during the process will be
addressed. The data collection tools were also subject to feedback and two complete

cycles of piloting.

The purpose of the first observation was to become familiar with the teacher and the
students in the classroom environment. Teachers were given the date and time that
researcher would come to observe. Teachers were able to reschedule the observation
if necessary or desired. Prior to the observation the teacher would complete the
‘Pre-Observation Notes’ so that the observer would have some insight into what the
teacher had planned and the reasoning behind it. The use of the word ‘Notes’ in this
data collection tool was intentional so that teachers did feel like the observations
were evaluative. The teacher reassured all participants that she was interested in the
daily reality of their classrooms, not in something that was created for the purpose
of an observation. Furthermore, the observer did not want the teachers to feel
pressured to write a detailed lesson plan or to make special plans for the observed
lesson. If teachers felt that this was necessary it could create a false reality and put

extra stress on the teachers.

During the observation | recorded my notes about the lesson on the “Running
Commentary”. As previously mentioned, this form had been piloted two times. An
independent observer also used the form simultaneously. It was agreed that these

forms suited the purpose. The researcher did not want to be limited by a pre-
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determined structure to these forms. However some areas of observation were kept
consistent. Time was noted in five minute intervals, but commentary was
continuous. The main focus of comments was on the physical environment, teacher
and student activities, interaction patterns, lesson objectives, assessment of learning,
materials and student reactions. Any questions or uncertainties were also noted for

later clarification.

Upon completion of the observation teachers wrote their reflections about the lesson
on the form, ‘Post-Observation Notes’. This form was purposefully designed to be
an informal way for teachers to express their thoughts and opinions. The teachers
were asked to write about their feelings and opinions about the lesson and to include
whether or not the objective(s) were met and why they felt that way. As is typical
with reflective forms, teachers also discussed what they thought had gone well and

what they thought could have gone better.

| planned to conduct a follow-up interview after each observation. However, out of
respect for the participants’ time and to assure that participants did not feel an
unnecessary burden, | gave the option to either attend an informal interview or to
write the answers to the same questions in their own time. Teachers were told that if
they felt that they had properly addressed the issues from the follow-up interview in
the ‘Post-Observation Notes’ they should not feel obligated to answer again. They
also were informed that they had the right to answer or to not answer any questions
as they saw fit. Eight teachers chose to write their answers and one teacher opted to
have an oral interview. The answers from this interview were written by the

researcher at the time of the interview.

The aim of the follow-up interview questions was to address any topics that had not
naturally been addressed by the participants’ reflection in the post-observation
notes. There were six questions. The first asked whether the lesson was a typical
lesson or not. The second question inquired if the teacher felt the objectives had
been met and why. The third question asked that teachers expressed their reflections
about what they would keep the same in a similar lesson and what they would
change. In the fourth question teachers were asked if they were able to check

students’ learning during the lesson. This was followed up with the following
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probes, “How were you able to do that?” and “What made it challenging for you to
do that?” The next question asked about student reactions form the teachers’

perspective. The final question allowed teachers to add any additional information.

The other four lessons were focus observations. These lessons were two consecutive
lessons occurring at two distinct times. The purpose of these observations was to
observe teachers implementing alternative assessment in their classrooms. However,
the researcher did not want to disturb the natural learning environment. For this
reason the researcher did not plan the specific date and time of the observations,
forcing teachers to manipulate their instruction, but rather provided a possible week
or a series of optional dates so that teachers could pick the time that would best fit
with their instructional plans. At this time the researcher also asked to attend the
weekly level meetings with the belief that it might add further insight into the
planning process. The researcher was able to attend two level meetings and one

initial meeting for piloting purposes.

After the date and time of the observations were set the procedure for the teachers
was identical with that in the first series of observations. Teachers completed the
‘Pre-Observation Notes’ form before the lesson so that the observer would know
what the teacher had planned for the lesson and the logic behind it. After the lesson
the teachers completed a ‘Post-Observation Notes’ form where they expressed their
thoughts and opinions about the lesson. The teachers also wrote about their feelings
and opinions about the lesson which included whether or not the objective(s) were
met and why they felt that way. Participants also discussed what they thought had
gone well and what they thought could have gone better.

The researcher also planned to conduct a follow-up interview after each focus
observation. However, due to the same concern for the teachers’ time and to ensure
that they did not feel burdened by participation in the study, the researcher gave
participants the option to either attend an informal interview or to write the answers
to the identical questions in their own time. As there were two focus observations,
there were two more follow-up interviews for each teacher. The same eight teachers

chose to write their answers with the same teacher opting to have an oral interview.
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The answers from these interviews were written by the researcher at the time of the

interview.

The questions for the follow-up interview of the focus lessons were similar to those
used after the first observation. The first five questions and the last question were
the same. Questions six, seven and eight focused on the particular alternative
assessment strategy or tool that was used in the focus lesson. The sixth question
referred to the advantages and disadvantages of the tool or strategy used. The
seventh question requested information about the factors that assisted and hindered
the process of implementation and the eighth question inquired about the alignment
of the strategy or tool with the instructional process.

The researcher summarized the information from each series of pre-observation
notes, post observation notes, follow-up interview and running commentary into a
narrative format. For each teacher there were three summaries. The summary of the
first observation included general impressions, the role of the teacher/student,
interaction patterns, objectives and whether or not they were met and whether or not
the teacher felt it was a typical lesson. The researcher also noted any additional
thoughts and reflections. The summary of the two focus observations focused on
these points, as well as information relevant to the alternative assessment tool or

strategy used. The time schedule for these observations is available in Table 3.6-3.

Table 3.6-3 Observation schedule

Observation Lessons/Participant Time Period
Initial Observation 2 February-March 2010
Focus Observations 4 May — June 2010

3.6.3. Planning meetings

Grade level teachers have weekly meetings that last for one to two lessons
depending on time and need. This is when the coordination for level work is

discussed and when the majority of weekly and daily plans are finalized. As
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previously mentioned, during the course of the study it seemed that attendance at
these weekly meetings would offer another perspective. Teachers were approached
about this possibility and they responded positively. The researcher attended a
planning meeting to pilot the effectiveness of using a running commentary at such a
meeting and to develop a better awareness of what these meetings entailed. The
researcher attended two planning meetings during the time period of the focus
observations, one in grade four and one in grade three. During these meetings the

researcher wrote notes about the topics of discussion and any relevant details.

3.6.4. Document analysis

The English curriculum, School Assessment Policy, course implementation plans
and samples of student work were included in the data analysis. Data gathered from
documents can be used in the same way as those gathered from interview or

observations. (Erlandson, Harris, Skipper & Allen, 1993).

3.7 DATA ANALYSIS PROCEDURES

Qualitative data analysis refers to the systematic experience of examining,
describing, summarizing, analyzing, and synthesizing the evidence in order to
answer the research questions. This is an ongoing process beginning during data
collection and continuing throughout the analysis. Data analysis for this study was
inductive meaning that the patterns, themes and categories of analysis emerged from
the data (Patton, 2002).

During the process of data collection, initial data analysis began with the
development of ideas and areas for further inquiry. It also included transcription and
summarization of lesson observations. Data reduction continued during the data
collection period and beyond. It involved the processes of describing, further
summarizing, selecting, simplifying, coding and categorizing the data from
interviews, lesson observations, planning meetings, documents and the student
focus group. The option of using a computer-based analysis was considered, but it
did not offer any distinct advantages in this study, therefore, data was manually
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coded and then examined to discover emergent patterns or categories. Baring the
research questions in mind, data analyses was first approached by examining
individual cases and then by looking across cases. Data from different sources were
triangulated throughout this process to strengthen the internal validity of the study
as discussed in Section 3.8.

The second phase of data analysis is the display of the data through visual
representations in summaries, tables and other diagrammatic means. These visual
representations are a way to make sense of the data, facilitate analytic induction and
to draw preliminary answers to the research questions. In the third phase of analysis,
conclusions were hypothesized and then checked and re-checked against the data in
order to be disproved or verified (Thomas 2006, Miles & Huberman, 1994).

Peer review by a fellow doctoral student was carried out in order to increase the
trustworthiness of the analysis and interpretation. Independent parallel coding,
where the second coder initially coded the raw text of an interview and of the
student focus group, formed one part of the peer review. After the second coder
completed the initial coding, the two sets were compared. Although there were
some discrepancies in word choice, upon discussion the categories were found to be
consistent. The code of ‘motivating’ was also added. A clarity check on the
categories was also performed. For this, the second coder referred to the research
questions, the categories developed and the raw text that the peer reviewer had
coded. A check was then made to compare the categories that the researcher and the
second coder had identified. The peer reviewer was not familiar with the term
differentiated learning in this context and did not identify some of the categories in

the particular sample piece of text. The other categories were found consistent.

Member checks formed an informal part of the data collection process. Post-
analysis review, of interested participants, began as a more formal procedure but did
not result in any content-based feedback. Direct quotes from the participants were
also used to ensure that their voices were heard. In Table 3.7-1, a sample of coding
of an initial interview is shown. More sample documentation of interviews,
classroom observations, student focus group interview and peer review are

presented in Appendices B through E.
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Table 3.7-1 Sample coding of summative interviews

Normally, from the daily classroom routines, assessment is
usually oral and it comes at the end of the lesson and it is
usually an overview or checkup type thing. Usually most
of the assessment if paper-pencil. But, sometimes students

RX: Oral
assessment at
the end of the
lesson

IR have an opportunity to present or show what they know. Paper-pencil
And, also, the completed assignment or the completed assessment
work is also used as an assessment. Completed

task
That is a good point. Could you, so you mentioned how you
R | @ssess your students. Alright thank you. Is there anything you
want to add to that before I move on to our next point?
Sometimes we also do dramas and dramas are another
form of assessment. The students will get in groups and
decide what they will do and actually act out a drama to show .

T1 . - . : RX: Drama
their understanding or what it is they have learned. So that is
another thing we do.

Could you explain how you view assessment, maybe in
R | general terms?
I view assessment as any way a student can show the
teacher or other students what they have learned. It can o
S . R1 Beliefs:
be paper-pencil, it can vary from paper-pencil to o

Tl . . Definition of
demonstration. It can be in the form on anecdotal notes assessment
that the teacher makes just from observing what the
students are doing. It could even be drama. It could be a
project. A project can also be some form of assessment.

This is all I can think of.
Mmhm. Sounds good. You mentioned anecdotal notes. Do RX:
R | you use those at your levels? Anecdotal
notes
T1 I used to. I used to, but these days no. (laughs)
R Did you use them while you were here?
I used them my first year here, yes I did. I would jot down in
my lesson plan book different things that I observed .
. e . D R1:
because it was so difficult, it was difficult to actually gage e
. s Difficulty

T1 what the students were learning because they didn’t show assessing

it on their exams. Their exams, exam scores were usually
. . i A young
low. I knew in the classroom in daily classroom activities learners

they would show me their knowledge. It would always be
disappointing to see their exam scores.
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3.8 INTERNAL VALIDITY AND RELIABILITY

Internal validity is the extent to which the findings accurately depict the case under
investigation. In this study internal validity refers to the accuracy with which the
implementation of alternative assessment by the nine participants is presented with
regard to the participants’ beliefs and practices, as well as factors of
implementation, its role in the instructional process, and the student perspective.
The focus of this study is on the teacher and the reality of the implementation of
alternative assessment in the young learner classroom. Therefore, the representation
of this reality should be credible with the participants.

Several techniques were employed to strengthen the design of the research. Multiple
methods of triangulation strengthened internal validity. Data triangulation was
present as data was collected from different people at different times and from
different spaces. Methodological triangulation can be noted in the use of more than
one method to gather data, such as through interviews, observations and documents.
Findings were determined when consistency was found between the data collected
from different people at different times and through different methods. Peer
examination was also used with emergent findings and issues and member checks

were used to ensure credibility.

External validity refers to the extent to which the results can be generalized. In case
study research generalization of results in not the aim nor is it necessarily desirable.
Stake (1988) clarifies the main preoccupation of the case study approach is with the
understanding of the particular case, a thorough understanding of its uniqueness and
its complexity. What is of interest is whether or not interested readers have enough
information to decide if the information is transferable. Reliability refers to the
consistency and repeatability of the results. Lincoln & Guba (1985) suggest that
instead of the term reliability, alternatives such as 'dependability’ or 'consistency'
may be more appropriate for the qualitative paradigm. Qualitative researchers are
more interested in the fit between what they record and the reality of what is

happening. In order to strengthen the research design in these areas a logical
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explanation of the theory of the study as well as the details of the study were

discussed. A case study protocol was also presented with a clear audit trail.
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CHAPTER 4

RESULTS AND DISCUSSION

This qualitative case study, focusing on nine teachers, explores the implementation
of alternative assessment in the young learner classroom. The purpose of this study,
as outlined by the research questions, is to investigate teachers’ practices, teachers’
beliefs, factors that affect the implementation of alternative assessment, the
students’ perspective and alignment of alternative assessment with the instructional
process. Consistent with the characteristics of the case study approach (as described
in Chapter 3), This chapter begins with information about individual cases in order
to raise awareness and increase understanding. Teachers’ experiences with different
alternative assessment tools and strategies are analyzed, followed by cross-case data
analysis of the interview and classroom observation data. Additional findings from
the student focus group and document analysis of the school assessment policy,
sample course implementation plans and student work are also discussed.
Discussion of the results is embedded throughout the chapter with a summary of the

main findings and further discussion concluding the chapter.

4.1. INDIVIDUAL CASES

Implementation of alternative assessment cannot be isolated from the teachers who
use it and the learning environment where it is used. The aim of this section is to
personalize and contextualize the study by briefly giving information about the
participants, the teaching materials they use and the learning environment where
they teach. Beginning to hear the voices of the participants and learning more about
them as teachers and the context where they teach sets the background for the
detailed discussion of the implementation of alternative assessment later in the

chapter. This information was gathered during the initial interview and the three
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classroom observation cycles which included pre-observation notes, running

commentaries, post-observation notes and follow-up questions.

41.1. Teacher1l

T1 who has virtually no Turkish language ability has developed a nice relationship
with her fourth grade students and a friendly and productive classroom
environment. She has a calm, yet firm presence in the classroom. T1 is the type of
teacher who is critical and eager to find ways to improve her lessons. She put
noticeable effort into her lesson reflections. She also mentioned at the end that she
hoped her lessons and feedback were of use to this research and that my work had
made her seriously consider using more alternative assessment types. T1 describes

her classroom as a place where,

You would see a lot of teacher interaction between me and the
students. | would be asking lots of questions and students would
be responding by raising their hands or sometimes shouting out.
And in all the midst of that you would see me disciplining as well.
Giving points or rewarding correct behavior. You would see a lot

of question and answer, question and answer.
T1 describes her classroom as medium sized. She says,

When you walk into the room the whiteboard is immediately to
your right on the wall and the teacher’s desk is in the front of the
classroom. Students’ desks are placed or situated in groups, maybe
sometimes three or four or sometimes groups of six because the
classroom teacher changes it from time to time, but it is kind of
like that teacher dominant thing with the teacher in the front of the
room. But | don’t always stand in front of the room. | walk around,

as well.

T1 uses a variety of materials in her classroom. She usually prepares her own

worksheets to ensure that they are at the level of the students. She states, “Most of
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the main material that we always end up doing is making or creating worksheets and
one of the reasons why we are doing this is because we want to make sure that the
worksheets are at the level of the students.” Worksheets either have a grammar
focus or support PYP topics and concepts. T1 also uses readers, library books,

realia, visuals and PowerPoint presentations to support learning in her classroom.

4.1.2. Teacher 2

There is a disciplined environment in T2’s third grade classroom where expectations

are clear and high. T2 describes her classroom as a busy place.

Our lessons should be full of activities because we are working
with young learners. | try to change the activities often. In forty
minutes | try to do at least three activities for one topic or subject.
I try to get them more involved in the lessons. They are doing. |

am just conducting.

T2 explains that, “We have six readers and a course book, but most of things we

(emphasis) are doing, teacher-made materials, PowerPoint.”

T2 is a critical and reflective teacher. She explained to me after a lesson observation
that she was not satisfied with the presentation of the grammar point because it did
not have sufficient examples. Because of this she felt she was not able to meet her
objective. She immediately changed the presentation before using it again with her

next class.

T2 has strong classroom routines and procedures in place that encourage autonomy.
T2 explains that as an English teacher, “We are just visitors in the classroom, but |
think this year is more suitable than other years because they (students) can work in
groups, which is perfect for us.” She is also pleased with the bulletin board that they
use. “So we are using the board a lot because just that part is ours because the rest is
the organization of the class teacher.” She uses the board to display routines, daily

lesson plans, required materials list and extra work for students.
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4.1.3. Teacher 3

T3 explains with a little humor a typical lesson in her grade three class.

Generally first I start with, unfortunately, a lot of reminders. Then
we start with the lesson of the day. Generally, | announce what is
going to be done. And then if there is something we need to do
together we start with that part first. Then they go to their groups
for individual work. They do it and then we come together again to

see the answers or for closure, we can say.

T3 sets the mood in her class with her calm, friendly yet enthusiastic attitude. She
creates a comfortable environment and establishes good rapport with the students,
often using humor. During one lesson T3 introduced students to vocabulary and
phrasal verbs related to electronic equipment to help them with the PYP unit of
inquiry. She made what could have been a mundane topic, fun with her personality
and twists in the lesson plan. She started off with an error correction that grabbed
the students’ attention. She often used students in the role of teacher and when
students did independent work it was in pairs and they were encouraged to help

each other.

T3 is pleased with the availability of technology in the classroom. "What I like the
most for this year is there is a laptop and projector in each classroom we can use.”
She also mentions course books and the students’ portfolios when talking about the
materials used. "We have portfolios that we want to use on a regular basis; that is
why we have been working hard on portfolios nowadays."

T3 is not satisfied with the physical environment where she teaches.

One side of the rooms is windows. The other side is lockers. So
there is one wall, | can say. The other one is board. Generally how
| feel is that there is not enough space to put some stuff up on the
walls, for example. Or to use effectively for group work or other

things like that. In some classes for example, it is difficult to go to
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the back of the classrooms, to get behind the students, to reach. So
that kind of difficult thing makes it more difficult for us to do

some activities.

4.1.4. Teacher 4

T4 is disciplined and expects the same from her grade five students. She has high
expectations for a quiet and orderly classroom and little tolerance for much else. In
line with these expectations the atmosphere in her class is positive and quiet. T4 and
her students use their literature book, teacher-prepared materials and the laptop and
internet. She also adds, “and of course dictionaries and the students’ materials.” T4
explains that she does have a typical lesson. She teaches four different classes four
hours a week. Two of those hours are for reading and the other two hours are for the

writing process. She explains,

Depending on which of the two we are doing generally the
students are doing some sort of task. If it is the writing process, |
am monitoring them or they are conferring and discussing what
they are going to write. If it is a reading lesson then we are reading

and doing comprehension work.

She states that the structure of the writing and reading lessons differ. “In the writing
process we put them in groups of two generally and it is a bit more collaborative
anyway because they ask questions.” The classroom and the class size also have an
effect. “In the reading lessons we read a novel and it is a full class of twenty so that
is generally individual.” She explains further, “The desks are usually in rows. For
the writing lesson we are in the science lab so it is a round table. So they are

together and | am with them so they are next to each other.”

4.15. Teacher5

T5 explains that the routines are regular in her grade five class, but there is no

typical lesson.
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We normally start off saying hello, going over the date, the
weather and then what we are going to do in that particular lesson
depending on the lesson. It could be a reading lesson. It could be
from the course book we are using or at the moment we are doing
PYP, Primary Years Program, so it could be a lesson relating to

the units of inquiry.

She also says that at her grade level, “Mostly because it is grade 3 we do mostly
listening and speaking. Sometimes of course, they do write as well. But, mostly it is

speaking and listening.”

T5 and her partner, T2, prepare a lot of materials related to the units of inquiry.
They have a book for reading practice and other materials. “This year we have been
using readers mostly. We have six readers for the year. We also have a course book,
an ESL course book which we started to use with our unit of inquiry. And this is
quite a difficult course book. It is mostly context based, not really grammar

activities.”

When T5 teaches, the routines, procedure and expectations of the class can be
clearly observed. She confidently maintains a fast-paced, well-behaved and
enthusiastic class. T5 describes how the physical environment supports learning.
Students sit in groups. They have an ‘English Corner’ in the classroom where
student work is displayed. There is also an incentive chart in the ‘English Corner’

and speech bubbles of language students can use are displayed.

4.1.6. Teacher 6

T6 talks about a typical lesson in terms of activities, her role as a teacher and the
goals for the students. She begins the lesson with routines that are structured to

prepare her grade two students for learning.

On any given day you would usually see some sort of reading or
listening practice for the students. And we try to do some sort of

follow-up activity which involves some sort of writing because we
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find that they struggle with that the most at such a young age. And
in most classes we try to turn something into a game-like situation

because it makes the students more excited about learning.
T6 describes her role as a teacher.

I would say that I, as the teacher, am trying to set up the
environment and model for the students and then I try to have as
much student participation as possible. | think in a normal class
the goal is to have students speaking as much as possible, but in
some classrooms depending on discipline problems there is more
teacher involvement or managing in the classroom. So I’d say
generally in the beginning | speak a lot more and | try to get them
aware of what they are doing and how to do it properly. And then |
try to monitor then and let them experiment with the activity and
try to accomplish it.

She adds that the goal is for students to pay attention and follow directions in order

to take what they have learned and use it.

T6 notes that English teachers do not have their own classrooms so the set up can
change depending on the main class teacher. Students sit together in groups, “and in
the front of the classroom is a chalkboard and the students sit at their tables so a lot
of time we have to turn their chairs to have them face the front of the room.” The
walls are decorated with student work and reference materials. T6 also notes the
size of the classroom. “In general the classrooms are a little small. It is often a tight

fit for everyone to be in there.”

During a typical lesson students use their reading course book. They also use the,
“internet a lot for games, for internet stories, internet songs and they really get
excited about that so we try to use it a lot.” T6 and her students also use materials

that the teacher and students prepare.
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4.1.7. Teacher7

In a typical lesson T7 tries to fulfill the role she has defined for herself as a teacher.
“l usually monitor the Kids, if they are on task, if they are using English. I try to
motivate them.” T7 describes her busy grade two classroom.

You can’t predict what will happen with kids, but most of the time
we are doing hands on activities with the kids. They like talking,
making sentences and they like art activities so they are generally

busy with reading, writing and other communicative activities.

This was typical of one of the lessons | observed where | described the classroom
as, “busy with happy students engaged in a variety of activity; cutting, pasting and

clarifying.”

T7 is happy with the new course books this year. “Our course book for this year is
really nice because it requires from the kids more communication and when they
communicate more, they use English more and when they use English more, they
learn more.” She does not think that the classroom has enough space for some
activities. “I would rather have some space for reading for example, a reading
corner, a library in the classroom, an English library. It would be much better if we
had those. But, | don’t think the space is enough for the second grades, no.”

4.1.8. Teacher 8

T8’s class has a friendly and warm atmosphere. There is a well organized and
disciplined classroom environment with the teacher in a central role. T8 mentions
this when she describes a typical lesson, “Sometimes it is student-centered, but
mostly the teacher does speak because we give lots of explanations.” Students are
usually, “listening, speaking, sometimes it is group work so they discuss or they
work on their own sometimes. First they do it, either on their own or in pairs or
groups and then we check answers or they check answers.” They use course books,
readers, dictionaries, laptop, projector, PowerPoint presentations and pictures. The

teachers usually prepare the worksheets, presentations and games.
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T8 describes that in the classroom English is limited to, “one corner because we
don’t have room, unfortunately.” She also mentions that it is the homeroom teacher
who decides on the set up of the classroom. “In the classroom the desks usually
change and the way the kids are seated. So it is the homeroom teacher who decides
on that.” She explains that it can be a challenge to set up group work because the

students need to physically move their desks.

4.19. Teacher9

T9 describes how a typical grade one lesson begins with daily routines. “We start
with the day of the week and then the weather and then write the date on the board
and of course before all of them we take the attendance.” Typical plans include,
“some vocabulary presentation and a project or an activity to follow it or maybe
some PYP topic.” In one of the lessons | observed the topic was seasons. T9 read
aloud a book about seasons while the students, seated on the floor, listened quietly.
The class then brainstormed key vocabulary that students used to write a poem
about a season of their choice. After the teacher corrected the poem, students

worked on displaying their poems artistically.

T9’s class is a peaceful and happy place to work. She is calm and consistent and
creates an environment suitable for a place of learning. She is satisfied with the
group seating arrangements found in the classroom. T9 and her grade one students
use a course book which she describes as a “pile of reading texts”. They also use a
picture dictionary, “and the other is all teacher prepared materials, more like project
based or activity based materials.”

4.2. TEACHERS' ALTERNATIVE ASSESSMENT PRACTICES

This section focuses on the alternative assessment types that teachers have used and
examines their specific experiences with them. The alternative assessment types
used by teachers are summarized based on classroom observations, including pre-

observation notes, running commentaries, post-observation notes and responses and
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follow-up questions provided further insight. Data about specific experiences draw

on the observation cycle.

The interview questions did not distinguish alternative assessment methods and
strategies from tools. This decision was made in line with the common use of the
general term alternative assessment among the participating teachers. As can be

seen in the example below, responses did not require a distinction either.
When T3 was asked what types of alternative assessment she used, she responded,

I used peer assessment by using other types of checklists, not that
detailed but by using rubrics. And students assessing each other.
And as a part of projects they presented their projects too. So
during the presentations | had a chance to see students
communicating with each other, asking questions and teaching
each other. Other than that | don’t know whether it can be
considered assessment or not but | have given certificates for

learner profile. I think that is all I can remember.

In this response T3 has not made a distinction between alternative assessment
methods such as, peer assessing, projects and presentations from tools like
checklists, rubrics and tools. However, for the purpose of reporting a distinction has

been made.

4.2.1. Implementation of alternative assessment methods and tools

There are three tables that summarize the types of alternative assessment that
teachers use based on Tsagari’s (2004) summary of alternative assessment and
tools. Table 4.2-1 shows the alternative assessment methods that teachers use. Table
4.2-2 (will be presented later in this chapter) shows the alternative assessment
methods that teachers used, but that are not included in Tsagari’s summary. Table
4.2-3 (will be presented later in this chapter) shows the alternative assessments tools
that teachers use. These findings offer new insights into practicing teachers’ use of

alternative assessment in the young learner classroom.
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The alternative assessment methods listed in Table 4.2-1 are based on Tsagari’s
(2004) summary of alternative assessment methods. The category ‘other’ has been
added to represent those activities that participants mentioned that were not included

in the summary. These activities are discussed elsewhere.

Table 4.2-1. A summary of alternative assessment methods

T1 | T2 | T3 | T4 | T5 | T6 | T7 | T8 | T9

Observations X X X X X X X X X
Portfolios 0] X X X X X X X X
Self-assessment 0] X @) X
Peer-assessment X X X X X
Projects X X X X
Story re-telling X

Dramatization X X X

Games X
Diaries/Journal

Debates

Exhibitions

Conferences

Think —alouds

Other X X X X X X X X X

In Table 4.2-1 an “X’ represents an alternative assessment method that the teacher
self-reported either in an interview, pre-observation notes, post-observation notes or
follow-up questions. An ‘O’ represents an alternative assessment method that the
teacher did not report, but that was observed during the observation cycles. This
distinction is important because of what it might imply. There is the natural
possibility that the teacher overlooked the use of a particular alternative assessment
method and did not mention it for this reason. There is also the possibility that the

teacher has a different opinion about the particular assessment in question.

There were three instances when an alternative assessment method was not
reported, but was observed. One teacher (T1) did not initially report portfolio use.
Two teachers (T2, T5) did not report self-assessment although it was observed as

part of portfolio work. T1 did not self-report use of portfolios in her classroom
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because she did not classify a portfolio as an alternative method of assessment. T1
had a different perception of portfolios as shown by the following conversation that

transpired during the initial interview between the researcher (R) and T1:

R: Okay, yes. Sounds good. What types of alternative assessments

have you used in your classroom?

T1: So far it would have to be projects and dramas and I think that

is really it other than paper-pencil.
R: Portfolios: maybe?

T1: Well, yea hmm. We are doing portfolios, but | have never
considered them a form of alternative assessment. That is

something new to me.

R: Well, I think different people consider it differently. So what

would you have considered it?

T1: Just a record of the work you have done in the course and the
work you’ve enjoyed or the work you’ve done really well on. That
is how | was viewing the portfolio. But, you are right it can be,
especially in terms of writing, because you can show the progress,
a student can show the progress he or she has made if they are
using the portfolio to add writing. | guess that just dawned on me,
but in our writing class in grade four we haven’t gotten that far

yet.

As shown in Table 4.2-1 all nine teachers have used teacher observation, portfolios
and self-reflection as methods of alternative assessment. All participants have also
mentioned use of another method, ‘other’, of alternative assessment. This point will

be addressed later in this section.

Table 4.2-1 shows, consistent with the literature, that all teachers reported using
observation as a method of alternative assessment which was also apparent during

the lesson observation cycles. There are many examples of incidental observation.
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Planned observations are less common and will be discussed with relation to
teachers' specific experiences with alternative assessment. During the first focus
lesson observation of T1, the alternative assessment task that she planned was for
students to write a friendly letter from the perspective of a student from another
country. While completing the ‘Post-observation Interview’, in response to the first
question, “Do you think the lesson | observed was typical?” T1 answered, “Yes and
no. The students’ behavior was typical to the work presented, but the use of
alternative assessment is not typical.” She formed her opinion based on observations
of student behavior and revealed that she did not regularly use alternative
assessment. She was the only teacher to report this. After a reading comprehension
and portfolio lesson T3 was asked, “Do you feel like the main objectives were met?
Why? Why not?” She answered, “Yes. Because they were on task, listening
attentively, trying hard to figure out, participating and reflecting on their learning
which is the most important.” T3 also based her decision on observation. T7 wrote
in her post-observation notes about group activity students had done to practice
vocabulary and reading, “It was difficult to make sure that all the kids were
involved in the group work, but I could see that most of them were.” T7 directly

uses the word ‘see’ to indicate observation.

Document analysis of a sample course implementation plan (CIP) supports this
finding. CIPs are six-week planning documents that detail the learning outcomes,
assessment, student activities and production, materials and resources, project work
and homework for the sixty lessons that are planned in a six-week period.
According to analysis of a sample CIP from the six-month period of the study, the
following forms of assesment were planned; teacher observation, anecdotal notes,
task completion, checklist, self-evaluation (portfolio), peer check, and peer
evaluation. The most frequently planned strategy was teacher observation.

All participating teachers use portfolios and self-reflection. Self-reflection was not
mentioned separately by any teacher. This finding is consistent with the school
policy that outlines regular portfolio use, and self-reflection as a part of that process,
for all grade levels. In this case, portfolio use is not only a school policy, but is a

part of the school culture. Students present their portfolios to their parents on
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‘Portfolio Day’ which is a day at the end of the year to celebrate learning. Students
show work from all subject areas, including English. Not having an English
portfolio on this day is not a viable option for students or teachers. This indicates
that some teachers might be encouraged to use an alternative assessment method
when it is a clearly defined policy or tradition at the school. This might be because
of teachers’ respect for the established system or because it is easier to participate in
a system that is already in place. It might also indicate that teachers have seen the

benefits of portfolio use and are encouraged to continue.

Use of other types of alternative assessment was more limited. Five teachers (T2,
T3, T4, T5, T9) have used peer-assessment. Four teachers (T1, T3, T4, T8) have
used projects. Three teachers (T1, T2, T7) have used dramatization. One teacher
(T2) has also used story-retelling and games and another teacher (T1) has used
conferences. The remaining four methods, diaries/journals, debates, exhibition and

think alouds, were not mentioned or observed.

All nine teachers also reported other methods of alternative assessment that were
not included in the summary (Tsagari, 2004). These other types of alternative
assessment mentioned by the teachers are listed in Table 4.2-2. Alternative
assessment methods that were mentioned in the interviews are marked with an “X’.
Methods that teachers wrote or spoke about during post-observation reflection are
represented by ‘R’. These ‘other’ activities that teachers define and use as
alternative assessment provide insight into teachers’ beliefs and into classroom
practice.

As shown in Table 4.2-2, task completion, also referred to as completed assignment,
was the ‘other’ alternative assessment most often mentioned by the participants and
the most frequently mentioned method of alternative assessment after teacher
observation, portfolio and self-reflection. Six teachers (T1, T4, T5, T6, T8, T9) note
use of task completion/completed assignment. T4 referred to the idea of
‘completion’ when reflecting on her lesson that contained listening practice for the
exam and presentation of homework projects. When asked, “Do you feel like the
main objectives were met?” T4 answered “Yes, the students completed the lesson

and reached the learning outcome.” In the initial interview T9 was asked, "How do
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you check that the students are learning what you want them to learn?" T9 answered
in a somewhat apologetic tone, “It is usually done through teacher observation and |
walk around the class and see how students are doing and also the final version of
their project, worksheet or whatever they are doing shows the teacher how much
they have learned or haven’t. Usually through observation and looking at their

work.” Completion of work might not mean that students have understood.

Table 4.2-2. A summary of ""other' alternative assessment methods

T1 | T2 | T3 | T4 | T5 | T6 | T7 | T8 | T9
Teacher monitors R XIR| X | X|X|R|X
Taskcomplgtlon X x | x | x x | x
Completed assignment
Question-answer X R X | X
Total Physical Response
(TPR) X X
KWL Chart X | X
Mind Map
Concept Map X X
Written Assessment Tools X
Oral Assessment X
Speaking presentation X
Recorded Stories X
Individual Feedback X
Discussion X
Group Work X

Teacher monitoring is also a commonly used alternative as reflected in Table 4.2-2.
Five teachers (T3, T5, T6, T7, T9) mentioned monitoring by the teacher as another
form of alternative assessment. T5 gave an immediate response when asked about
the assessment component of a typical lesson. She answered, “We monitor.” She
then continued to give more examples of what is done at her grade level to check
learning. T7 offered this advice to a new teacher, “First of all a young teacher or

inexperienced teacher should monitor, check the learning process continually.”

Three additional teachers (T1, T4, T8) mentioned monitoring as a way to check

learning in post-observation reflections. T4, when reflecting on a lesson where she
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used concept maps as a way to check reading comprehension, responded to the
question, “Do you feel like you were able to check student learning during the
lesson?” with the following answer, “Yes, | monitored and | immediately knew the
initial activity of a concept map for the chapter was too difficult so we did it
together. Then I assigned a concept map to do individually.” T8 also had a similar
response when she reflected on a lesson where she implemented an alternative
writing assessment. When asked the same question, “Do you feel like you were able
to check student learning during the lesson?” she also referred to monitoring. She
responded, “I did a quick review and | monitored and checked students’ writing.”
T1 was also asked the same question when she used a crossword puzzle to check
reading comprehension. T1 wrote, “l was able to check some as they were
performing the task by walking around and answering the questions and we checked
as a whole class.” T1 mentioned monitoring again after a writing lesson where she
planned to have students write a friendly letter as an alternative assessment. T1
responded, “Yes, by walking around and asking questions and briefly reading rough
drafts.” As T1 walked around the room she was monitoring to make decisions about
what questions to ask and whom to ask. She was also making decisions about which
rough drafts to read.

Table 4.2-2 also shows that ‘Question-answer’ was mentioned by three teachers
(T1, T7, T8) as a method used in the initial interview and by one teacher (T4)
during the reflection process. When asked how she checks learning, T7 explains in
the initial interview, “Most of the time through questions and answers throughout
the class because they have just started making full sentences. They have just
learned how to write in Turkish. So I try to ask questions and through the answers |

check their understanding.”

T8 explains that, “Maybe it is not so much that we are really testing that the kids
have learned the lesson, but we do in a way understand if the kids have learned it
through various questions.” Although T4 did not mention this method during the
initial interview when reflecting upon a lesson she thought about the question, “Do
you feel you were able to check students’ learning during the lesson?” and wrote,

“Yes, by their ability to answer the questions.”
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Use of other types of alternative assessment methods was less frequent. Two
teachers (T2, T5) mentioned TPR. Two teachers (T2, T3) recognized K (Know) W
(Want to know) L (What I have learned) Chart and two teachers (T4, T7) mentioned
use of mind or concept maps. One teacher noticed each of the remaining methods,
written assessment tools (T7), oral assessment (T1), speaking presentation (T5).

Table 4.2-3 shows which alternative assessment tools the teachers have used. The
alternative assessment tools listed in Table 4.2-3 are based on Tsagari’s (2004)
summary of alternative assessment tools. The category ‘other’ has been added to
represent those activities that participants mentioned that were not included in the
summary. An ‘X’ represents an alternative assessment tool that the teacher self-
reported. There were no additional alternative assessment tools that were not

reported by the teacher, but that were observed during the observation cycles.

Table 4.2-3. A summary of alternative assessment tools

T1 | T2 | T3 | T4 | T5 | T6 | T7 | T8 | T9
Anecdotal records X X
Checklists X X X X X
Rating scales X
Progress cards X X
Learner Profiles X
Questionnaires
Other X X X X X X

Five teachers (T2, T3, T5, T6, T9) referred to checklists. Two teachers (T1, T6)
mentioned use of anecdotal notes, as one teacher referred to it, and the other as
‘teacher notes’. These notes do not actually fit the definition of the term in that
include subjective comments. Two teachers (T3, T6) also mention progress cards.
Rating scales and learner profiles are mentioned by one teacher each, T6 and T3,

respectively. No participants mentioned the use of questionnaires.

The “other’ alternative assessment tool referenced by the teachers is a rubric. Six
teachers (T2, T3, T4, T5, T6 and T7) considered rubrics an alternative assessment
tool and said that they used it. Rubrics are classified as a tool due to how teachers

define and use them.
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T7 explained how they used rubrics in grade two,

We used it actually for a booklet. The kids were asked to make a
booklet using some sentences from a reader they had read and they
made pictures to go with the sentences. We used a rubric based on
four steps. If they had for example perfect sentences to go with
perfect, not perfect, but the appropriate picture they got four out of

four for example.

T4 supports the use of rubrics. “As for rubrics it works out because they know what
they are going to be assessed on before they do the project or presentation or
whatever it is they are going to do.” She refers to using rubrics as a tool again when

discussing that some people consider drama as an alternative assessment.

R: Some people mentioned that they consider drama (an

alternative assessment type).

T4: | guess it could be definitely. But | think a rubric needs to be
used or some sort of outcome. You would need to know what you
wanted to see in the drama. If | can talk about a project I did last
year, they are re-doing it this semester using a rubric. They got to
choose a certain project and some of them are dramas and one of
them is a game, a song. But, the problem we had last year was
when we assigned it we didn’t give them specifics in regard to
content. So the content was very weak. It didn’t talk about the
book really. It talked about one aspect of the novel we read, but
they didn’t talk about the plot. They didn’t talk about the
characters so this year we sort of refocused it to talk about that.
They get to pick whichever assignment they want to do and it is
based on multiple intelligences, but we’ve given them a clear
criteria that they have to cover those four things for whatever
project they choose. So, hopefully the outcomes or the products
will be a bit more of an overview of the book. That is the purpose
of the project. It is at the end of the novel so now it is their chance
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to show what they have learned. So we found last year there
wasn’t a lot of content. So, hopefully by giving them specific
content criteria that will solve the problem this year. So I guess to
get back to drama, yes it can be an alternative assessment but if
you don’t know what you want to see or what you want them to
dramatize then how do you know that they have learned
something? What is the purpose of the drama? | think that needs to

be clear.

Most Teachers share T4’s belief that, “it (rubric) clarifies my expectations as much
as it does theirs.” A rubric is a tool to clarify expectations for teachers and students.

4.2.2. Teachers' experiences with alternative assessment

In this section some specific experiences with five of the most frequently used
alternative assessment methods and tools, teacher observation (in conjunction with
teacher notes), portfolios, self-assessment and peer-assessment, will be presented to
provide further insight into teachers’ practices and into factors that affect
implementation. Findings related to beliefs, the student perspective and the role of
alternative assessment in the instructional process will also be addressed.
Information in this section draws on the observed lessons and insights provided by
the teachers in their pre-observation notes, post-observation notes and follow-up
interviews. Additional information about the alternative assessment method or tool
gathered from document analysis is also included when available. Input from this

section will be discussed throughout chapter four.

4.2.2.1 Observation/Teacher notes

This section reports the finding related to teachers’ experiences with observation
and teacher notes. Table 4.2-4 summarizes the participants’ experiences with

observation and teacher notes.
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Table 4.2-4 Summary of experience with observation/ teacher notes

Practice Beliefs Students Role
. Small group
.th enough t!me_ Measures More interaction Decisions made for
Difficult to maintain ; L .
. learning Individual feedback planning
consistency . X
NS Differentiated
Scheduling issues .
learning

T6 used what she calls ‘teacher notes’ when team-teaching in grade two. She
worked with groups of four or five students while the main class teacher taught the
other students. She had the same objectives, but the lesson would be conducted
outside of the classroom with a smaller group. She felt the students benefited most

from the set-up of the lesson,

Like I said, having two teachers in the classroom, when it did
work, when | was able to take out a small group made it much
better for the assessment because you work with a smaller group
of kids and you get a better idea because they interact more with
the materials and the lesson and you could have a much better

idea.

She found the biggest challenge was to maintain consistency. Sometimes the lessons
that she was scheduled to teach were not geared toward small groups and at other
times there were last minute changes in the schedule so that she could not carry out

planned activities that were good for small groups. T6 explained,

I would say also that for teacher notes, especially when | worked
with the students it depended a lot on how they were feeling that
day, especially because it was not as consistent as | would have
liked it. It was sometimes hard to tell if they were struggling with
something or if it was just a bad day. So I think in general the

timetable was the biggest impediment.
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A sample of teacher notes written by T6 is shown in Figure 4.2-1
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Figure 4.2-1. A sample of teacher notes written by T6

4.2.2.2 Portfolio
This section reports the finding related to teachers’ experiences with portfolios.

Table 4.2-5 summarizes the participants’ experiences with portfolios.
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Table 4.2-5 Summary of experience with portfolios

Practice Beliefs Students Role
L1vs. L2
Teacher support for Review/Remember
writing/reflection Select Completion of
o . Increases .
Familiarity with students Reflect portfolio lesson
procedure/routines ability to See Improvement | every six weeks/six
Training reflect Become more times a year
Classroom confident Portfolio Day
management Enjoy
Unclear ‘work tag’

During the observations, | observed four portfolio lessons, as they are called by the
teachers. Three of these observations were focus observations. The structure of
these lessons varies depending on the grade level and the teacher, however, the main
components are the same. The students review their completed work and select one
or two pieces of work to include in their portfolio. Students then complete a
reflection form, commonly referred to as a ‘work tag’, and show their work to their
teacher. The structure of the ‘work tag’ varies at each level depending on the
language and cognitive ability of the students. Teachers then give feedback about
the acceptability of the selected work and the quality of the reflection. Student work

should show student production and the reflection should show signs of effort.

In T9’s grade one class there were two teachers present during the portfolio lesson.
When | arrived the teachers had already passed back their completed work. At this
point students started to look through their work and complete the “work tag’ which
is written in English and Turkish and can be completed in either language. At this
grade level most students prefer to write in Turkish. The teachers monitored and
checked the students’ work. Often students wanted help thinking aloud, particularly
with more reflective questions like, “What did you learn? What would you do
differently? T9 recognized that students need a lot of teacher support to write their
answers, but she was pleased because most of the class had chosen their work and
had written answers that were reflective. Students also showed that they were aware

of what they had learned. T9 also noted that students had become more confident
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about filling in their own ‘work tag’ because they had now completed the activity

four times previously.

T9 spoke about the challenges of portfolios in the initial interview, “in the
beginning of the year they can’t read and write so we have to send the work tags
home for the parent to complete for their child or sometimes we have to help with
writing.” She also explains that it is a chance for students to review and remember
what they have done and to be more reflective. When she talks about the end of the
year she says, “And also they can see the development, the improvement in their
English level or also how they handle things, even their drawings and handwriting,
everything. It shows how education has been useful for them.”

When T9 reflected during the summative interview on portfolios she said,

When we looked at their portfolios on the portfolio day where they
presented their work to their parents we have seen the
improvement in their work and on the ‘work tags’ of the portfolio.
So at the beginning they couldn’t answer the questions, like how
you would change your work if you did it again. They would say,
“Well, I wouldn’t change it.” But then they have started to become
more reflective on their work so it shows that it has helped a lot

for them to become more reflective about their work.

T7 also believes that students become more reflective through portfolio work and
she notes that they enjoy choosing their work. In grade two students are expected to
answer in English, but they are given structured choices. | observed T7’s grade two
students working on their portfolios during a lesson before lunch when the students
were quite lively. The teacher clarified the process, which students seemed to be
familiar with, and then continued to give time and attention to classroom
management to ensure that the task was completed. T7 later reflected that it might
have been better if the students waiting had a task to complete or if she had grouped
the work before the lesson to reduce the time it took to pass back student work. She
notes that in general this procedure works well since students are familiar with

portfolio work.
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| visited T2’s grade three class during a typical portfolio lesson. The students were
used to the routine so the teacher did not interfere much. Students began to work
and the teacher monitored. The teacher encouraged students to write in English if
they could and later to present in English too. The teacher also asked some key
questions to help students think about their work reflectively. Students seemed to
enjoy this activity, looking through their old work and selecting work for their
portfolio. The teacher said that they had always shown positive reactions to this
kind of activity. After selecting their work they fill out a work tag. At the end of the
lesson students have a chance to present their work. Some students do this in
English. In addition to being trained how to reflect, students are also taught
organization skills. T2 thought most students did well. She attributed this in part to
the fact that students have a “portfolio lesson’ after each unit. However, she noted
that sometimes students struggle to know which piece of work is suitable for their
portfolios, i.e. it should be more creative, project-based work instead of mechanical,
worksheets. She thought that the work-tag could be made more explicit for the
students. T2 stated that since students are used to this type of activity because they
have been doing it since first grade, there really are no disadvantages. Growth is
evident when you watch grade three students complete their portfolio lessons. A

sample of porfolio ‘work tag' from that lesson is shown in Figure 4.2-2.
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Figure 4.2-2. A sample of portfolio 'work tag' prepared by T2 and T5

In T1’s grade four class she set up a writing activity for students to work on
independently so that she could have conferences with individual students to discuss
their portfolios. At times this was challenging because some of the students had a
difficult time working autonomously. She reflected that she was not happy with this
part of her lesson because she felt she had given too many instructions as once. She
also thought that the students needed more guidance with each activity and that the
activities should have been done one at a time instead of simultaneously. Because of

this she felt that some students did not respond positively to the portfolio task.
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T3 talks about portfolio work in grade 5,

After the first unit we spent one hour for self-evaluation checklist
and one hour for portfolio. But now they are getting better and
they can do them both in one period. | check their portfolios, give
feedback and if there is anything that needs to be changed, they

change it and give it back and | check it again.

T3 felt positively about the portfolio lesson | observed. She felt that all the students

were on task and were reflecting on their own learning and progress.

As | said, student-wise | felt they became better about reflecting
on their learning. It was really difficult for this age group to
understand what was expected for them to do in terms of reflecting

on their learning. At the beginning they didn’t have an idea.

4.2.2.3 Self-assessment

This section reports the finding related to teachers’ experiences with self-
assessment. Table 4.2-6 summarizes the participants’ experiences with self-

assessment.

As previously mentioned at the end of every unit T3’s class does self-assessment in
addition to portfolio work. Students begin the self-assessment by reviewing what

they have done in the unit through a brainstorm.
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Table 4.2-6

Summary of experience with self-assessment

Practice Beliefs Students Role
Completion of
Familiarity with self-assessment
procedure/routines Increases Review/Remember every six
Teacher support students Reflect weeks/six times a
Language/Cognitive ability to Students who only go year
ability reflect through the motions Feedback about
what they have
learned

As the teacher adds ideas to the brainstorm she also writes down the name of the

student who has given it. After the teacher has guided them through the review, they

complete the self-reflection form. The teacher goes through each part of the self-

reflection form and the students make any clarifications needed and respond

individually. T3 notices students have become better at self-assessment and she is

able to use their responses as a form of feedback.

As | said for each unit I make a checklist of about twenty-eight

items, a summary of what we have focused on during the unit.

And | give it to students so they grade themselves on each item out

of five. And then first | collect them to see what they’ve done and

I generally look at the items where most of the students have

given themselves lower grades and then | focus on that later again.

T3 mentions that a challenge she faces is students who go through the motions of

the process without taking it to the next level.

So | did what my teacher wanted me to do so my expectations are

met and | kept telling them how to do it, writing, telling, writing,

telling, announcing to the whole class, etc. Now they are getting

better, but also | keep telling them for reflection that not only

writing there the right thing to do, but you must start doing
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something. If you said, that you are going to study more
vocabulary then start doing it, how are you going to start. So it is
hard for this grade level but I believe that they started learning a

lot and it will be helpful for them in the future.

T2 and T5 also used self-reflection, but this was a new practice for them and they

did not discuss it in detail. A sample of self-assessment that was completed

conjunction with peer-assessment by T2 and T5’s grade three students is shown in

Figure 4.2-3.
Natural disasters Natural disasters
What can | do? What can | do?
j::ﬂs;:he face to show how wall you leamt about natural . Give your book to a friend. Friend's name .q...ooovevopuee
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Q Y o o\
7t /
x._‘___:/

2.1 can choose 10 things for my safety hag 2. Shethe can choose 10 things for my safety bag.
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Figure 4.2-3 A sample of self assessment prepared by T2 and T5

4.2.2.4 Peer-assessment

This section reports the finding related to teachers’ experiences with peer-

assessment. Table 4.2-7 summarizes the participants’ experiences with peer-

assessment.
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Table 4.2-7 Summary of experience with portfolios

Practice Beliefs Students Role
Planning
Matching the purpose to the Review/Remember
assessment
Lack of objectivity present in grade nges Autonomous Group
one time Reflective work

Classroom management

In T2’s grade three class she planned a lesson that included self-assessment and

peer-assessment. Students had completed a unit about natural disasters and were

asked to make a booklet in which they can make a brief summary about what they

have learned about the topic. The last two pages of the book are dedicated for self-

assessment and peer-assessment. Refer to Figure 4.2-3 and 4.2-4 for a detailed

sample of student work.

Natural disasters

What can | do?
Colour the face to show how wq-l[ y@u learnt about natural
disasters,

1. lan delcnbeSnatuuldlsasf.m.
@ O @
2.lan dwose‘[{){*hmgsfarmysaﬁ:‘tybag

O ®

3. | can draw pictures to match sentences

about protecting our homes from
e o e o
S
o o I®

Natural disasters
What can | do?

Give your book to 2 friend. Friend's name .....coevee.
Colour the face to show how well your friend learnt about

natural disasters.
1.she\le can describe 5 natural disasters.

3. skethe can draw pictures to match sentences
about protecting our homes from

Figure 4.2-4 A sample of peer assessment prepared by T2 and T5

93




The teacher writes on the ‘Pre-observation Notes’, “We’ve planned the lesson this
way because we have been trying different types of assessments. This is one of
them.” While briefly giving the instructions T2 says, “You know what to do so
don’t ask me because this is going to be your work. Yours.” She later says, “We are
just checking, T5 and I, how much we’ve taught you.” T2 is consistent about this
message. “I am not going to decide. This is your own evaluation. While observing |
noted, “Some students are more critical. Teacher tries to let students make their own
decision with a little guidance.” 1 also noted, “Students are really looking through
their books, checking back, referencing pages.” Even after the lesson finished some
students continued discussing their evaluation. One student explained to another
student why he couldn’t give her a higher evaluation. The other student justified that

she could not finish because she did not have enough time.

In T9’s grade one class | observed their first experience with peer-evaluation. This
lesson was linked to a lesson about the environment. The teacher presented the
natural resources, sun, wind, water, wood and petrol. As the teacher presented the
newO vocabulary words, students brainstormed how the resources are used. Then
the teacher organized the students into five groups of five and one group of four to
prepare a poster about one of the resources. After students completed their poster,
the teacher exchanged posters among the groups so they could give feedback based
on the criteria (nice pictures, good ideas, neat) set by the teacher. T9 thought,
“Although it was the first time students had experienced peer assessment, most of
the students did a great job.” They checked other groups’ work carefully and
commented on the three different areas (nice picture, good ideas, neat) of the poster.
T9 reflected that, “Some students were not being objective enough. If it was a friend
they didn’t like although the work was really good, they ticked the sad face.
Covering the names of the students who prepared the poster may help next time.”

T4 in her fifth grade class also taught an observed lesson where she had students

peer-check. T4 explains this part of her lesson in her pre-observation notes,
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Students will finish reading Chapter 1 of Huckleberry Finn. We
will read the chapter out loud, students will volunteer. Once
finished the chapter the students will prepare questions to ask. The
teacher will assign each group parts to work with. The students
will first write the questions and answers in their notebooks
individually. Then they will share their questions and peer-check
the grammar. The teacher will prompt them to ask questions in the
past tense, Why did...?

For this part of the lesson the teacher writes the instructions on the board. The
fourth and final item on the list instructs, “When finished check your questions with
your group (check grammar and information).” Students begin to work and the
teacher begins to monitor. T4 gives feedback to the students about the quality and
quantity of their questions. She also gives several reminders about the noise level
although as an observer it seems reasonable for group work. After the lesson, T4
completed the “Follow-up Questions”, including follow-up question number six,
“What do you think are the advantages and disadvantages of the alternative
assessment tool/strategy you implemented?” She said, “By having students work in
groups they could peer check and then I checked. It saved time.”

4.2.25 Other

As mentioned in Table 4.2-1 and Table 4.2-3 some teachers considered other tasks a
form of alternative assessment. Teachers were also observed and reflected on their
experiences with crossword puzzles, question-answer and concept maps. McKay

(2006) suggests that all valuable classroom activities can be used to assess students.

4.2.3. Summary of results and discussion

A summary of the results of the observation cycle is presented in this section. Table

4.2-8 shows the summary of results from the observation cycle.
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Table 4.2-8 Summary of results from observation cycle

Practice

Beliefs

Students

Role

L1vs. L2
Teacher support
Teacher support for
writing/reflection
Familiarity with
procedure/routines

Review/Remember
Select
Reflect

Completion of
portfolio lesson

. . See Improvement every six
Planning Measures learning . o
) Become more confident | weeks/six times a
Not matching Increases students .
e Become more confident year
assessment to purpose | ability to reflect . -
: . Enjoy Decisions made
Not enough time Saves time
e o Small groups about
Difficult to maintain . . . .
consistenc More interaction instructional
Stency Individualized feedback process
Training - . .
. , Differentiated learning
Unclear ‘work tag
Classroom
management
4.3. CLASSROOM IMPLEMENTATION FACTORS

Classroom implementation factors are summarized in this section. The main themes

of classroom implementation are factors that were repeated throughout the data.

Determination of classroom implementation factors was based on cross-analysis of

the classroom observation and student work samples and the initial and summative

interviews, included in this section. Those characteristics that emerged from

multiple sources of data were determined as a characteristic. Similar characteristics

were grouped together and named thus, six factors, language ability, cognitive

ability, time, planning, training and classroom environment, were determined to

affect classroom implementation of alternative assessment. In Table 4.3-1 the main

themes are in bold with the associated characteristics listed. These themes are

discussed in detail in sections 4.3.1 - 4.3.6.
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Table 4.3-1 Classroom implementation factors

Language Ability Cognitive Ability

Students’ level of English
Use of L1 vs. L2
Students’ developing literacy skills

Matching assessment activity to
cognitive ability

Planning Time

Aligning assessment and purpose
Developing appropriate
criteria/clear instructions
Consistent/Inconsistent
implementation
Time needed

For planning outside of class
For implementation in class
For reviewing and marking work
outside of class
For training students

Training Classroom Environment

Class profile
Student to teacher ratio
Classroom management

Physical environment

Repetition/routines
Student familiarity with task
Teachers’ knowledge

4.3.1. Language ability

Language ability is a key factor in the implementation of alternative assessment in
the young learner classroom. As discussed in Chapter 2, when using alternative
methods of assessment, teachers face the already present predicament of language
assessment where language is simultaneously the object and the instrument of
testing. This is consistent with the finding of this case study where teachers of
young learners also question the use of L1 and L2. Teachers explain the difficulty of
balancing the need of students to understand and fulfill the task with the overall aim
of improving students’ language skills. For some teachers, it is a question of the
ends justifying the means. However, if a teacher does not speak the same L1 as the
students, using L1 is not a balancing issue, but a limiting one. For very young

learners there are additional issues because of their developing literacy skills.

T6 addresses several of these issues in the initial interview. When talking about
instructions she says, “I think that one of the challenges that 1 have mentioned
already is explaining to them how you are going to assess them, what it means, like

using basic enough language so that they understand exactly what is going on.” She
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also addresses the issue of encouraging reflection in English, reaching the core of

the issue,

You could potentially switch to Turkish to get them to understand
but I don’t know what is really the goal. What is the goal there for
them to understand in English or is the goal for them to learn how
to reflect, even if that means explaining to them in Turkish or
trying to get them to think more but doing that probing in Turkish
rather than English?

T1 also addresses a related issue in the initial interview provided below.

R: Are there any type of alternative assessments you would like to

use, but have not for some reason?

T1: 1 think I would like to do more journal, journal type reflective
assessment because | think that would be easiest to actually to take
a look at. I would like a reflective journal. I think that. I would be
open to any other type of alternative assessments. | am not aware,

I guess, of a lot. | think I would have to investigate that more.

R: So, if you would like to do a journal is there a reason why you
haven’t done it to this point?

T1: Yeah, I think that I would have to show the students how to do
it and really explain what I am looking for and make sure they
know how to use the past tense, | guess. (laughs) But, I think it
would be overwhelming to expect a student to do it in English in
grade four, but I like the idea. I think it might be overwhelming for
them. If | said, “Okay, do it in Turkish” and if there were some
way that | could read it that would be great, but I am limited in
Turkish and | wouldn’t want that to fall on the Turkish teacher.”

Related to this issue, T6 brings up an interesting way to look at it,
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It’s hard because you can have a lot of good ideas but it has to be
something that you can simplify to the level. I mean it might be
different if it is something more focused on the teacher doing than
the students doing, but even then like | said you want to explain to

them what is going on and what they are being assessed on.

The idea of whether an alternative assessment method or tool places the demand of
'doing’ on the teacher or student is addressed in Table 4.3-2 by indicating the
interaction focus. This was an interesting point that deserved attention. The most

frequently used alternative assessment methods are those where the teacher ‘is

doing’.
Table 4.3-2 A summary of alternative assessment methods and interaction
focus
Interaction Alternative
Focus Assessment Methods TL T2 T3 T4 151 16 | T7 | T8 | T9
Teacher Observations X | X | X | X | X | X | X]| X ]| X
Teacher monitors X X | X | X | X | X | X | X
Teacher- Task completion/
Student Co_mpleted X X | X | X X | X
assignment
Question-answer X X X | X
Peer-assessment X | X | X | X X
Student Projects X X | X X
Dramatization X | X X
Self-assessment X | X X

4.3.2. Cognitive ability

The cognitive ability of students also must be taken into consideration. McKay
(2006) also recognized the need for assessment of young learners to be responsive
to cognitive development. T4 explains some of the isues she finds challenging with
alternative assesssment and young learners. “And, also maturity issues. You need to
match the assessment with their cognitive capabilities. | think that the self-
assessment or peer-assessment that you get from a kindergardner is different than

what you would get from a second grader. So that needs to come into play as well.”
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This awareness was also mentioned by T9, “It depends on the students’ needs and
the teachers’ objectives, but you know for the grade level | am teaching it is quite
difficult to do things like peer-assessment or self-assesment because they are quite
young to do things like that. They either say everything is good or no this is not that
good.”

4.3.3. Planning

Participants most common concerns are related to the operational phase. Teachers
struggle to develop appropriate critera and clear instructions and commonly
attribute this to language and cognitive abilities. T8 explains that, “Criteria cannot
be as in-depth as it could have been if it were in Turkish because of their level.
Especially with very young learners, it is just basic things.” In spite of the
challenges teachers need to set criteria and clear instructions . T3 says, “So if you
want them to submit something really good, something where you feel like yes
we’ve done it, you must give them something very clear, very detailed, really very

clear. You must be really, very clear with your expectations and write them all.”

Problems occurred during some observations that could be linked to planning. It
was observed during the planning meetings that teachers did not always have the
time to plan properly. Some teachers might not have the training required, as well.

T1 represents many other teachers when she says,

When we do meet we will figure out what it is we want to teach
the students, what is we want them to learn and how best we are
going to do that. What activities will best suit our purpose and then
maybe figure out a small oral assessment or something, nothing

formal.

These problems made outcomes less informative for the teachers. Teachers would
benefit from spending quality time planning how to use alternative assessment so
that the information collected can guide their teaching effectively. T4 notes this

weakness in her summative interview.
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I think an interesting sidebar would be how we can take this
assessment if we now have a better way of assessing or learning
how to assess in a more effective way, what do we do with that
information? How do we address the gaps in learning? Especially
in our classrooms, when we have multilevel classrooms it is really

hard sometimes.

T1 used anecdotal notes as another way to measure how much students were
learning. She stopped using them because she did not feel that she was using them
for the intended purpose. This is an example of a mismatch between the planned

purpose and the outcome. T1 spoke about this in the initial interview.

T1: | used them (anecdotal notes) my first year here, yes | did. |
would just jot down in my lesson plan book different things that |
observed because it was so difficult. It was difficult to actually
gauge what the students were learning because they didn’t show it
on their exams. Their exams, exam scores were usually low. 1
knew in the classroom in daily classroom activities they would
show their knowledge. It would always be disappointing to see

their exam scores. But, | gave up on that. (laughs)
R: Why did you give up, if you don’t mind me asking?

T1: Time consuming and other things took over. | started to focus
more on actually completing my lessons from beginning to end.
Because a lot of time | would leave some lessons undone. And
eventually the anecdotal records turned into behavior. Like this
one isn’t behaving right or whatever so | just gave up.

This excerpt leads into the next factor.
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4.3.4. Time

Teachers also face pressure due to time. Teachers refer to time inside the class as
well as time outside of class. Outside of class teachers need time to plan and time to
mark or review student work. T4 stresses that, “It is not even what you do in the
classroom, but the correcting of all that outside of the classroom to see if they have
learned.” T4 does not think it is very realistic for teachers to carry out certain types
of assessment regularly. When T4 reflected during the summative interview on the
concept maps that she had her students complete to check reading comprehension
she commented, “If I did it with four classes, eighty students, each week, bi-weekly,
once a month, it would be very difficult.” T3 also mentions this issue, “I think
having four classes and eighty students made it very difficult. I don’t mean during
because you are in class. It is on the spot. You are doing it there. But things like
portfolios, I collected them five times so with eighty students it is really difficult to
write feedback to each and every one of them.” Teachers have limited time so they

must make realistic choices in order to create alternative routines that are consistent.

4.3.5. Training

Teachers and students require training to benefit from alternative assesment.
Teachers also need to schedule time to train their students so that they become
familiar with the alternative tasks and routines and thus becomes more effective. T5
succintly states, “l suppose if you start at the beginning of the year with some
different types of assessment the students would get used to it. It if is a new thing it
could take a very long time.” T4 explains why she must take time when introducing
different alternative assessments, “At this point any one of those takes a lot of time
because we have to teach them what we want them to do with the information and
to slow down because they have a tendency to want to get it done and finish
quickly.” T9 referred to her experience with portfolios and student reflection, “once
they got into the routine of that it was easier and the students” answers improved. So

maybe planning it ahead and then really working on it would help.”
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Training is also related to teachers’ knowledge base. Several teachers mentioned a
lack of knowledge or a desire to increase their knowledge about alternative
assessment. T1 says, “I’d like to get some resource book on alternative assessments

or maybe you actually know of one cause | would like to use it more often.”

4.3.6. Classroom environment

Teachers also attend to the classroom environment when they make decisions about
implementing alternative assessment. The class profile, the student to teacher ratio,
classroom management and the physical environment are part of this factor. T4
mentioned this as a positive factor when trying a new form of alternative assessment
with one of her classes. “It was easy to use this strategy (concept map) because this
was a good class who is open to anything and does not have real discipline
problems.” Teachers must make decisions that are compatible with the context
where they teach. T4 also discussed the physical environment, “If you can
manipulate the class environment, put desks together, take them apart, group them

in certain tables. You have to be able to move the classroom around.”

44. BELIEFS ABOUT  ASSESSMENT AND  ALTERNATIVE
ASSESSMENT

This section will examine the main themes relating to assessment and alternative

assessment, including the challenges and benefits of alternative assessment.

4.4.1. Teachers’ beliefs about assessment

In order to achieve a better understanding of teachers’ beliefs about alternative
assessment, this study also addressed the teachers’ general beliefs about assessing
young learners during the initial interview. Content analysis of the question, “Could

you explain your view (or general view) about assessment?” revealed the following
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findings. Teachers believe assessment is something that is necessary to ‘check

learning'. They also believe it should be 'varied' and ‘on-going' and should take

‘affective factors' and the 'role of motivation' into consideration. Direct quotes and a

summary table referring to their general views of assessing young learners are listed
in Tables 4.4-1 and 4.4-2.

Table 4.4-1 Teachers' general beliefs of assessing young learners

Checks/shows
learning

T1

“l view assessment as any way a student can show the
teacher what they have learned.”

T2

“So it is necessary but 1 am not a traditional kind of
test person because | like to see productions of
students, mostly”

T6

“l view assessments as a necessary part of the
classroom to see if what you are teaching them is
being understood or processed by the students.”

T7

“Especially, with the young learners, they learn very
quickly and they forget very quickly so you need to
check and maybe go over again and again some of the
topics, if they have any questions or it is not very clear
in their mind.”

T8

“One to learn if they have learned in the lesson and
two, to produce a product at the end of a few weeks of
study.”

19

“It is a great tool to see how much students have
learned, how much you have achieved your goals and
also it gives you the opportunity to go back and
review and it is very helpful for reflection.”

Role of affective
factors/motivation

T2

“Sometimes maybe their personalities affect them
because they don’t want to show their knowledge
because they are shy.”

T3

“When there are exams around they feel stressed with
them and you must practice for the exam so you must
spend many hours, class hours to practice for them
because they are nervous, parents are nervous. The
administration is nervous. You are as well.”

“Most students if they know they are being assessed
and know they are going to get a grade for it, if they
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Table 4.4-1 (cont’d) Teachers' general beliefs of assessing young learners

Role of affective
factors/motivation

T5

do get a grade for it, a lot of them get nervous. Like
every week we have the spelling test. So in the
beginning of the year or for new students it might be
scary for them or the students might get nervous and it
might affect their performance.”

T7

“I think it is also difficult at a younger level because
sometimes students just have a bad day and with
assessment they don’t want to do it. It doesn’t
necessarily show what they can do, but their mood on
that day.”

T9

“I think limiting it to one class period, like regular
tests here, limiting it to forty minutes and also putting
pressure and stress on students, are the disadvantages

of testing.”

“They (young learners) can easily be demotivated
when they have a bad remark or when they have an
assessment with a bad grade, like a low grade. 1 think
balancing it, doing it without demotivating them and
helping them to carry out their good work is
important. Also, when they feel like everything is
great sometimes they feel like they know everything
and | don’t need to try hard anymore.”

Varied

T1

“It can be paper-pencil. It can vary from paper-pencil
to demonstration. It can be in the form of anecdotal
notes that the teacher makes just observing what the

students are doing. It could even be a drama. It could

be a project.”

T4

“It doesn’t always have to be a quiz, but I do think
there is a definite place for that in education even if
you are trying to do alternative assessment. 1 still think
there is a place for quizzes. But I think it depends on
the class environment and how many students you
have, if you can do different types of assessment.
Even self-assessment can be involved.”

T5

“It is more effective to use different types of
alternative types just so it is more fair.”

T8

“I think variation, variety is important.”

Necessary/essential

T2

“It is something necessary for us to see what we are
doing, what we need to complete or go over.”

T6

“l view assessments as a necessary part of the
classroom to see if what you are teaching them is
being understood or processed by the students.”
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Table 4.4-1 (cont’d) Teachers' general beliefs of assessing young learners

Necessary/essential

T7

“Assessment is an essential part of the class I think
because you need to monitor and you need to check if
you have reached your aim or not in every class.”

T4

“| think it can be on-going. | think you can do it as
you go along.”

On-going

T5

“So | like to do formative assessment as you go along.
Formative assessment, checklists, monitoring in class.

Small presentations in class and not too many exams,
not much of a focus on exams.”

19

“Students should be more free and the assessment
should take place in the regular on-going lesson.”

As shown in Table 4.4-2, the most frequent belief about assessing young learners is

that it checks and shows learning, which is followed by the importance of affective

factors and variety.

Table 4.4-2 Teachers' general beliefs of assessing young learners

General Beliefs T1 | T2 | T3 | T4 | TS5 | T6 | T7 | T8 | T9
Checks/shows learning X X X X X | X
Role of affective factors/motivation X | X X X X
Varied X X X X
Necessary/essential X X X
On-going X X X

4.4.2. Alternative assessment

Teachers’ beliefs about assessment are consistent with their beliefs about alternative

assessment. Table 4.4-3 shows a compilation of the main themes that emerged about

the benefits of alternative assessment through interviews and the classroom

observation cycle. Main themes are those themes which were found in multiple

sources of data. These main themes have been categorized and labed by focus in
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order to be more meaningful. The challenges of alternative assessment overlap with
the implementation factors, language ability, cognitive ability, planning, time,
training and classroom environment, listed in Table 4.3-1. Addressing these factors
effectively is the challenge of implementing alternative assessment in the young

learner classroom and will not be discussed again in this section.

Table 4.4-3 Benefits of alternative assessment

Focus Category Main Themes
Shows learning
Shows interaction between thinking and learning

Emphasizes the student as an individual

Student-focused Encourages active learners
Encourages autonomous learners
Suitable for differentiated learning
Clarifies expectations
Motivates
Provides feedback for teaching

Process-focused

Learning-focused

Participating teachers believe that alternative assessment focuses on the process,
students and learning. The process includes documentation of learning and the
interaction between thinking and learning. The process of alternative assessment
emphasizes the link between thinking or reflection and learning. T7 says, “I think at
the end of the day when they leave the classroom they start to think about what they
have learned during the day because we have a lot of question and answer and a lot
of other assessment tools.” Alternative assessment also shows teachers and students
what students have learned. Teachers often referred to this as ‘seeing’ or ‘showing’
learning. T3 says, “Because the kids can see much better. They can evaluate
themselves and they can see.” T4 says, “It (alternative assessment) can show
learning more than a quiz can or an exam can, but I think you need to be really clear

in your expectations and what you want to see and what learning you want to see.”

Student-focused includes emphasizing the student as an individual, and encouraging
students to be active and autonomous learners. This factor is seen repeatedly

throughout the interviews and observation cycles. T5 wrote in a post-observation
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reflection, “Students are active and are a part of the process which makes them more

responsible”.

Learning-focused represents beliefs such as the suitability of alternative assessment
for differentiated learning, clarifying expectations and providing feedback for
teaching. T2 believes, “Everybody’s different so you can’t test one student with just
one type of test.” T1 explains how she uses alternative assessment to provide
feedback for her teaching, “you can identify which students grasp concepts easily
and which ones don’t so you can make adjustment to your teaching process.” The
use of alternative assessment is noted as a motivating factor for teachers and
learners which is why it is categorized as learning-focused. T3 was motivated by,
“seeing how they started to get better in reflecting on their learning. So | felt it

worked.”

45. STUDENTS' RESPONSE

This section summarizes the students’ responses to their experiences with
alternative assessment, specifically with ‘Portfolio Day’. Based on the findings of
the interviews, the classroom observation cycle and the student focus group, the
student responses listed in Table 4.5-1 have been noted. Student responses to
alternative assessment are categorized as affective factors and cognitive factors.
Affective factors are comprised of positive and negative feelings. Cognitive factors

are represented by educational benefits.

Table 4.5-1 Student response

Affective Factors Cognitive Factors
Positive Emotions Negative Emotions Educational Benefits
Accomplished Competitiveness Individualized attention
Pride Lack of interest Opportunity to show knowledge
Confidence Lack of seriousness Opportunity to see improvement
Relaxed Ability to reflect
Fairness Autonomous learning
Mlgg?/g{e r Active learning
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4.5.1. Teacher’s perceptions of students’ response

Teachers noted that students benefited from individualized attention and the
opportunity to show knowledge and improvement in different ways. Students
became more active and autonomous learners with an ability to reflect on their

learning.

Teachers perceived students to have a sense of accomplishment, pride and
confidence. Teachers thought they were more relaxed and happy when alternative
assessment types were used. Teachers also believed that students found alternative
assessment fair. As a result, students were motivated by the use of alternative

assessment.

Participants mentioned concerns about some competitive students who had the
potential to lose interest or not take an activity seriously if there was not a grade
given at the end. Participants also mentioned the need to motivate students. T6
explained a basic principle of working with young learners. “So the basic thing is if
they like doing something they do it. They enjoy doing it. So for young learners it is
important to make thing enjoyable, | think.” However, even teachers that voiced
these concerns believed that students’ experiences with alternative assessment were

positive.

4.5.2. Student focus group

The student focus group gave a voice to the students. The student focus group was
asked several questions, as described in Chapter 3, related to their experience on
Portfolio Day. The main purposes of the questions were to understand how students
interpreted the event, how they felt about it and what they learned from it.
According to the student focus group, Portfolio Day is a day to show to their parents
what they have learned and how they have improved. Students expressed positive
feelings about the day and pride in their improvement. During the discussion they

expressed a sense of accomplishment and showed the ability to reflect.
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Students believed the main aims of the day are to show progress and learning to
their parents. Student E explains that, “Portfolio Day is to finish the year and mom
and dad come and we tell our portfolio and describe.” Student M reflects and
answers in Turkish, “I have observed that | had improved a lot since second grade.
We don’t have difficulty with those pieces of work that we had difficulty with last
year.” Student E agrees, “In second grade we are saying ‘the ball’, in third grade we
are autobiographies, poems, etc. We have learnt so many things all year long. We

learn more things every year.”

Students felt proud to show their work to their parents. Student E said in English,
My mom and dad came. | tell my activities. What we would change. Choose five
work. “Very good portfolio presentation” said mom and dad.” Student K had similar
feelings that she also expressed in English, "Portfolio day is very good. My
portfolio is very good. | presented it to my parents. | did not have enough time to

present all of it. I remember the questions, | answered them.”

4.6. ALTERNATIVE ASSESSMENT AND THE INSTRUCTIONAL
PROCESS

This section will analyze the role of alternative assessment in the instructional
process based on the data from the interviews and classroom observation cycle and
the results of analysis of the English curriculum and the school assessment policy.
These findings are related to Cohen’s (1984) definition of ‘instructional alignment’
as the extent to which intended outcomes, instructional processes and instructional
assessment match. First the teachers’ perspectives, based on the data from the
interview and classroom observation cycle, will be shared and then the results of
document analysis will be shared. As summarized in Table 4.6-1, teachers’ practices
are aligned with instructional processes and instructional assessment. Teachers'
alternative assessment practices are aligned with intended outcomes, however,

teachers do not systematically use the results of alternative assessment to check
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whether intended outcomes have been met. The English curriculum and the school

assessment policy are aligned in all three areas.

Table 4.6-1 Instructional alignment

Applicable to Outcomes Process Assessment
Teachers -+ + +
Documents + + +

4.6.1. Teacher perspective

When asked about alignment teachers tended to focus on general themes of
consistency and inconsistency. All teachers believed that it was natural to
implement alternate assessments to check learning. Concerns were only voiced by
grade four and five teachers, who are responsible for giving students formal grades,

about balancing the use of alternative assessment with the formal grading system.

All nine participants believed that alternative assessment was something that could
be implemented naturally as a part of the instructional process. As T6 explained,
“To me it (alternative assessment) is just one more thing to add into the process. If
you want to figure out if they are learning what you are teaching them. So it is
something that since | started planning this year, it is something that has always

been added into the process.”

Some alternative assessment methods and tools have a regular role in the
instructional process. Portfolio and self- reflection were a regular part of the system
and were planned accordingly. Teachers repeatedly noted that students benefited
from the familiarity they had with these tasks. Teachers also consistently used
observation, teacher monitoring and task completion as ways to check student
learning. Other types of alternative assessment did not have a consistent role in the

instructional process, which might affect their impact in the classroom.

T4 talks about the link between planning and effectiveness,
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I think it (alternative assessment) can be aligned. If planned
effectively there is no issue with alignment. If you have a lesson
aim or a learning objective that you want to reach, if you plan your
alternative assessment to complete that learning objective then it is
completely aligned. | mean it is like anything you have to plan it

effectively.

Teachers use alternative assessment to monitor learning and to guide planning of
subsequent lessons. They also use alternative assessment as a source of information
to use when checking that the curriculum outcomes have been met. However, most
teachers felt this was an area that needed improvement. When T3 was asked how
teachers at her grade level decide that an objective has been covered properly, she
answered, “I question it myself too. So I assume first of all that it is covered, but of
course we have to check it regularly but it sometimes happens and sometimes
doesn’t.” T5 answered a similar question by saying, “I suppose that is something we
could work on further. Going back to it and seeing if we have accomplished it.” T8
had a similar response, “Actually, we don’t. Unfortunately, we do not go back to
look at learner outcomes and what we had expected. Maybe in the PYP unit, yes.”
T1 offered insight into this issue which can be read in the following excerpt from

the initial interview:

R: Is there a way that you check that they (learning outcomes)

have been met? That the students have fulfilled them?

T!: At this time | would have to say no. We just attempt to make
sure that we are doing them and whatever comes out in the class as

far as oral assessment, that is as far as we go for now.
R: Sure.

T1:But I do believe that we need to change and instead of deciding
what we want to do and choosing the activities we should actually
look at the learning outcomes first and choose the activities based

on the learning outcomes. Then maybe then we might be more
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likely to make sure or to ask ourselves have we met it.

T6 also shares this concern. When asked if checking the learning outcomes is a part

of the process she shares her concern,

I guess sometimes that is a part of the process. Especially | think
the way that we are planning right now the learning outcomes are
maybe not as much of a focus as they should be. For example, you
should focus on what you want the learning outcome to be and
then think of the activity to fit with that. | think we do things a
little bit backwards in that regard.

Teaching activities aligned with alternative assessment methods and tools. Teachers
have a strong role in the planning and preparation of activities and materials used

for both purposes. T4 explains,

“So | think, I don’t even think they knew it was an alternative
assessment. It doesn’t really cross their minds that it is something
different. We always do things with them that are new or they
haven’t really done or they aren’t really comfortable with so |
think if you asked them what was your lesson like | don’t think

they would say anything was different about the lesson.”

The grade four (T1, T8) and grade five teachers (T3, T4) mentioned practical
concerns with balancing the use of alternative assessment with the exam-focused
system. Formal English grades begin in grade four so this is a natural concern. T3 is

the most vocal about this concern,

“Alternative assessment and inquiry based learning really are two
things that go hand in hand so that is why | think they work very
well together. But my concern has always been the other exams,
let’s say ministry type exams so we always have to have them and

to help them to get better grades for them as well. We always have
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to practice for these as well. This I think is the negative part.”

4.6.2. Document perspective

The school assessment policy and the English curriculum are intended to guide
practices from pre-kindergarten through grade eight. These documents support the
use of multiple tools for on-going assessment. The school assessment policy, as

outlined in Chapter 3, advocates frequent use of:

e arange of techniques

self evaluation and peer evaluation leading to life-long learning

regular feedback

regular reporting (report cards and portfolios)

displays of work

The English Curriculum also, “aims to blend traditional assessment techniques with
more modern alternative assessment techniques.” The document further asserts that,
“The alternative assessment approach aims to replace traditional instruments that
use multiple-choice, true-false and fill-in-the-blank items and provide a more
inductive approach to language teaching by integrating the four skills and target
language in a real language context, whilst encompassing all the individual needs of
the students”

The introduction to the curriculum encourages the use of the following methods and
tools:

e Peer assessment,

e Group feedback

e Self-evaluation

e Diaries
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Reflection journals
Questionnaires
Interviews

Grids and charts
Writing activities
Discussions
Projects
Performances
Portfolios
Presentations
Models

Tests
Questioning

Goal setting

Table 4.6-2 shows which of the alternative assessment methods and tools that are
advocated in the curriculum are used by the participating teachers.

Table 4.6-2 Suggested alternative assessment tasks and implemented tasks

Encouraged by currciculum

Implemented by teachers

Peer assessment

X

Group feedback

Self-evaluation

X

Diaries

Reflection journals

Questionnaires

Interviews

Grids and charts

Writing activities

Discussions

Projects

XXX [ X

Performances

Portfolios

Presentations

X | X

Models

Questioning

Goal setting

XX
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The teachers used peer assessment, self-evaluation, grids and charts, writing
activities, discussions, projects, porfolios, presentations, questioning and goal
setting as alternative types of methods. Some of the alternative assessment methods

and tools might have been considered more appropriate for middle school.

The following qualities are put forth as aims for students:
e Reflective
e Active learners
e Enthusiastic
e Independent
e Increased self-esteem

e Sense of personal achievement

Table 4.6-3 Shows the student qualities that are aims of the curriculum and which
ones have been mentioned by teachers and students in relation to the
implementation of alterantive assessment. Teachers and students mentioned

development of these characteristics as benefits of alternative assessment.

Table 4.6-3 Student qualities

Aims of curriculum Affective benefits of alternative assessment

Reflective

Active learners

Enthusiastic

Independent

Increased self-esteem

Sense of personal achievement

XX [ X[ X[ XX

The conclusion of the introduction to the curriculum stresses that instruction should
emphasize ‘process vs. product’ and the individual needs of students. “Through the
assessment process teachers should give the upmost importance to fairness, variety,
appropriacy, individual students’ needs, clear instructions, achievement level and
the effective feedback and learning of the students” (The English Curriculum,

unpublished). Teachers mentioned fairness and variety as a benefit of alternative
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assessment. They also mentioned that it was greared toward meeting individual

students’ needs and for providing effective feedback.

For each learning objective in the curriculum there are also sample questions,
sample activities, sample assessments and notes for the teachers. Analyis of the
grade three curriculum document showed that 40 out of 42 samples were given as a
‘can do’ statement and two examples of alternative assessment types were given;
peer- and self-assessment and venn diagram. When this issue was explored,
members of the curriculum committee explained that it was difficult to find a
realistic assessment for each objective. These findings indicate a possible
inconsistency between the guiding theories of the document and their practical
application. However, it is important to remember that this study took place during
the first year of curriculum implementation and that ideally inconsistencies will

decrease over time.

4.7. SUMMARY OF MAJOR FINDINGS AND PROPOSED
FRAMEWORK

This section summarizes and discusses the major findings of this case study and
including a graphic summary of the findings, followed by further discussion. A

summary of research findings is presented in Table 4.7-1.
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Table 4.7-1 Summary of research findings

Research Data Data Data Findinas
Question Sources Collection | Analysis g
Participating | Classroom | Content | Teachers use a variety
RQ 1. What | teachers observation | analysis | of different alernative
are teacher’s cycle Thematic | assessment methods
alternative Interviews | analysis | and tools for a variety
assessment of purposes and with
practices? varying degrees of
effectiveness.
Participating | Classroom | Content | All nine teachers use
RQ 1la. . . . .
teachers observation | analysis | observation, portfolios
What types i
of cycle _ and self-reflection as
. Interviews methods of alternative
alternative
assessment. Use of
assessment
other types of
do teachers !
) alternative assessment
implement? o
was more limited.
RQ 1b. Participating | Classroom | Thematic | There are six classroom
What factors | teachers observation | analysis | implementation factors:
impact the cycle Language ability
classroom Interviews Cognitive ability
implementat Planning
ion of Time
alternative Training
assessment? Classroom environment
Participating | Classroom | Thematic | The main purpose is to
RQ2. What | teachers observation | analysis | check learning.
are teachers' cycle Content | Teachers also believe it
beliefs about Interviews | analysis | should be 'varied' and
assessment ‘'on-going' and should
in the young take "affective factors'
learner and the 'role of
classroom? motivation' into
consideration.
Participating | Observation | Thematic | Teachers believe that
RQ2a. What teachers cycle _ analysis | alternative a_ssessment
Interviews shows learning and

are teachers’
beliefs about
alternative
assessment
in the young
learner
classroom?

interaction between
thinking and learning,
emphasizes the student
as an individual and
encourages active and
autonomous learners.
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Table 4.7-1(cont’d) Summary of research findings

Research Data Data Data Findinas
Question Sources Collection | Analysis g
They also believe it is
suitable for
differentiated
learning, clarifies
expectations and
motivates learners and
teachers.
Participating | Observation | Thematic | Teachers believe that
RQ2b. What teachers cycle _ analysis alternatlv'e'assgssment
. Interviews has a positive impact
are teachers .
. on the learning
beliefs about q
the benefits of process and outcomes,
imolementin as well as on the
plementing affective and
alternative .
assessment? cognitive development
' of the students.
RO2c. What Participating | Observation Thema}tlc Teachers believe th_at
, | teachers cycle analysis | adequately addressing
are teachers . imol .
beliefs about Interviews implementation
factors is the main
the challenges
of challenge of
. . implementing
implementing .
. alternative
alternative
assessment.
assessment?
Student focus | Student Thematic | Most students respond
group focus group | analysis | positively with
RQ3. How do Participating |nterV|evv_ feelings pf
teaachers Observation accomplishment,
students . .
cycle pride, confidence and
respond to . hanpi h
alternative Interviews appiness. T ey are
relaxed and motivated
assessment?

and have a sense of
fairness.
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Table 4.7-1(cont’d) Summary of research findings

Research Data Data Data Findings
Question Sources Collection | Analysis
Participating | Observation | Thematic | Alternative
RQ4. What teachers cycle analysis | assessment has a
role does The English | Interviews natural role to check
alternative curriculum Document | Content | learning in the
assessment The school analysis analysis | instructional process.
have in the assessment
instructional | policy
process?
Participating | Observation | Thematic | Teachers align their
teachers cycle analysis | instructional and
The English | Interviews | Content | assessment processes.
RQ4a. In . .
. curriculum Document | analysis | Some teachers
what ways is . .
X The school analysis question the
alternative . i
: assessment interaction of
assessment in : :
. policy alternative assessment
alignment .
. and formal grading.
with the
. : School documents are
instructional ; :
aligned with
process? .
alternative
assessment.
RQ4b. In Participating | Observation | Thematic | Teachers do not use
what ways is | teachers cycle analysis | results of alternative
alternative The English | Interviews | Content | assessment to check
assessment curriculum Document | analysis | learning objectives.
not in The school analysis
alignment assessment
with the policy
instructional
process?

This summary is reflected in the proposed alternative assessment framework as

shown in Figure 4.7-1 .
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Figure 4.7-1 Summary of findings
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Teachers general beliefs about assessment are positive. Teachers describe
assessment in positive terms; checks/shows learning, varied and on-going. Teachers
recognize the importance of assessment and view it as a positive part of the
teaching-learning process. This foundation indicates that teachers are likely to have
a positive orientation towards alternative assessment since these three characteristics
are essential components in the use of alternative assessment. Teachers also
recognize that assessment is necessary and that motivation, as well as other affective
factors have a role. There were no teachers involved in the study that had a negative
view of assessment. There were no references that implied that it was unnecessary
or damaging to the teaching-learning process. Teachers were concerned about how
assessing their students affected their motivation, but their main concerns were
related to how to assess their students effectively. As previously mentioned, it was

from this concern, that this study was inspired.

At this stage in the study | was aware of my role as an internal reviewer. Prior to the
study, | thought there would be teachers that had negative feelings toward
assessment in general and that found alternative assessment time-consuming and
ineffective. | presumed that having this type of contrast would add insight to the
study, however, this was not the case. While it is possible that teachers’ responses
were biased as they were aware that the study was about alternative assessment, it
seems unlikely as their responses and actions were consistent throughout the time
period of the study and as an internal reviewer my contact with the participants was
extensive. It is possible that if this study had been conducted prior to the
implementation of the new English curriculum and the PYP approach that the
findings might have been different because both the current English curriculum and
the PYP approach have positive orientations toward assessment and advocate for the
use of varied and on-going assessment. In addition, for the first time the school was
putting an assessment policy into action. There was no available documentation
about any changes nor was it within the scope of the study. Nonetheless, this
discovery was welcomed and the study proceeded accordingly.
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There are some alternative methods and tools such as; observation, portfolios, self-
assessment, teacher monitoring, task completion and rubrics, that all teachers use
and that have a regular role in the instructional process. Observation has been noted
as a common tool used by teachers. Most of the participating teachers refer to
observation in the sense of a natural activity they engage in when teaching, not as a
focused activity with a clear objective to be recorded. At this point, my experiences
as a teacher, made me question the effectiveness of this type of general observation.
It is not uncommon for teachers to form a false positive or negative impression of
students’ abilities and characteristics during the routine act of observation as
observation is a complicated activity. This is not to underestimate the power of
teacher observation, but to serve as a reminder that planned observations should

play an important role.

Teacher monitoring and task completion fall into a similar category. This type of
informal assessment consists of the students carrying out daily tasks and the teacher
monitoring the whole class while checking their completed work either during the
lesson or after. Teacher monitoring is not limited to the monitoring of learning. The
teacher must also monitor the learning environment in order to maintainin discipline
and a positive atmosphere. Managing this balance is a challenging activity and how
it is carried out and to what degree of effectiveness varies from teacher to teacher. In
addition, teachers must be aware that task completion does not always mean that the
student has understood the task. In some cases, a student might have received help
from a classmate. In other cases, a student might have been able to complete the
task without complete understanding. Observation, teacher monitoring and task
completion are alternative assessment types that put the burden of assessment on the
teacher. They are alternative ways to assess students effectively, but they should not
be used alone. Alternative assessment types that place more demand on the students

should also be used.

Porfolios, self-assessment and rubrics were also frequently used types of alternative
assessment. As previously discussed, the teachers did not distinguish alternative

assemment methods from tools. With the exception of one teacher, who showed

123



some hesitation before including rubrics as a form of alternative assessment, other
teachers accepted this as a type of alternative assessment without clarification.
Portfolios and self-assessment usually were implemented as a joint-activity.
Portfolios, including self-assessment, are a requirement of the school and of the
Turkish ministry of education starting from grade four. This indicates that there
must be reasons why teachers do not implement non-required types of alternative
assessment. It was difficult to assess this issue without teachers feeling like what

they were doing was not satisfactory.

Other types of alternative assessment are not used as frequently nor as effectively.
There are several possible reasons for this which can be linked to the six factors of
implementation; language ability, cognitive ability, time, planning, training and
classroom environment. The language and cognitive ability of the students can be
perceived as a limiting factor in the choice and implementation of alternative
assessment. Finding a balance between these two abilities varies from grade level to
grade level and from student to student. The challenge in language assessment is
using the object of assessment as a part of the assessment itself. This is equally true
and challenging with alternative assessment. With young learners this is further
complicated by the consideration of students’ cognitive ability. For example, with
an activity like a story re-tell, if not planned carefully, the instructions can appear
more complicated than the task to young learners. Thus, bringing into question other
factors.

Teachers limited time in and out of the classroom for training the students and
providing feedback can influence the decisions they make, as well. Issues of time
and work load are a reality for all teachers. In this study class size did not exceed
twenty-four students, yet this limited options for teachers. In schools where class
sizes can range from 30-50 students, the time required for implementing many types
of alternative assessment can be considered all but impossible. The same can be said
to be true about the classroom environment, where the physical set up to the class

profile, also affect teachers' options. These issues can have a positive or negative
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impact. The physical set up and the class profile, also including the number of

students, can make certain activities more feasible than others.

Planning was an intended focus of this study, however it became clear that the
amount of detailed planning of alternative assessment implementation by the
participants was either not in place or was not observable by the researcher. When
examined this lack of planning appeared to be related to time and to training, as
well. Teachers would benefit from a broadened knowledge base about alternative
assessment and possibly about assessment, in general. Training should focus on
creating a planning process that incorporates valid and reliable alternative
assessment activities that loop meaningful feedback into the learning process.
Teachers need the support of a procedure in place to address how cognitive ability
and language ability will be addressed when using an alternative assessment. This
procedure should also address issues related to the class environment. By having
such a system in place, training of the students will become a more structured
process. In addition to the implementation factors the learning outcomes, learning
process and teaching activities and materials need to be stressed as a part of the
planning process.

Alternative assessment is an integral part of the new English curriculum, the PYP
approach and the school assessment policy. Alternative assessment is also widely
supported by teachers and students, however, results of alternative assessment were
not systematically used to measure learning outcomes nor to give clear feedback
into the learning process. This indicates an area of further training for the study

participants.

Alternative assessment has benefits that have been classified as process-focused,
student-focused and learning-focused. The overall result should put emphasis on
learning and the process of learning that benefits the students. Students in grades
one to five had overwhelmingly positive responses to alternative assessment. This
alone is a reason to pursue alternative assessment. The key to success with young

learners is the combination of meaningful learning with enjoyable activities that
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students are willing and able to do. Having a better understanding of what this
entails, requires a more detailed examination of the student perspective. Reaching
this perspective is complicated due to the cognitive and language abilities of the

students.

The most effective way of determing what students are capable and are not capable
of doing is not an easy question to answer, but we do have some answers to the
question of effective implementation of alternative assessment. Knowing more

about classroom practices can make it possible to take the necessary steps forward.
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CHAPTER S

SUMMARY AND CONCLUSIONS

After a brief summary of the research scope and aims, the major conclusions

regarding:

e teachers' alternative assessment practice in the young learner classroom

implementation factors,

teachers' beliefs about assessment and alternative assessment,

student perspective,

the role of alternative assessment in the instructional process

will be presented. Discussions of the implications for practice and research will

conclude the thesis and the chapter.

51. SUMMARY

As students of English begin the process of language learning earlier and earlier, the
task of assessing learners becomes more challenging. Assessment of young
language learners is complex due both to the characteristiscs of young learners and
to the inherent challenges of language assessment. Young learners are developing
physically, emotionally, socially and cognitively at unique rates. They are also
developing general academic and literacy skills, as well as knowledge and
understanding of the world. These individual developmental and academic

differences need to be considered in language learning and assessment.
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Typical language testing does not answer the needs of young language learners.
Alternative assessment such as the use of observation, portfolios, self-assessment,
peer-assessment and projects are said to encourage and motivate young learners and
to provide ongoing feedback that strengthens the interaction between instruction and
assessment. However, like many areas of teaching English to young learners, the
implementation of alternative assessment, could benefit from more classroom-

based, empirical research.

The purpose of this study is to explore the implementation of alternative assessment
in the young learner classroom and thus develop a better understanding of
alternative assessment in the young learner classroom. In order to do this case
studies were carried out on nine different English language teachers and their use of
alternative assessment strategies and tools over a six month period in their first,
second, third, fourth and fifth grade English classrooms. This in-depth study focuses
on teachers’ practices and beliefs, as well as the student perspective. The role of
alternative assessment in the instructional process is also analyzed. Data was
collected through a series of interviews, classroom observations and document

analysis.

To this end, the research questions listed in Table 5.1-1 were constructed to guide
the exploration of the implementation of alternative assessment in the young learner

classroom.
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Table 5.1-1 Research questions and relevant factors

Factor Research Question

RQ 1. What are teacher’s alternative assessment

Alternative Assessment practices?

Practices RQ la. What types of alternative assessment do

teachers implement?

RQ 1b. What factors impact the classroom

implementation of alternative assessment?

RQ2. What are teachers' beliefs about assessment in the

young learner classroom?

RQ2a. What are teachers' beliefs about alternative

) assessment in the young learner classroom?
Beliefs

RQ2b. What are teachers' beliefs about the benefits of

implementing alternative assessment?

RQ2c. What are teachers’ beliefs about the challenges

of implementing alternative assessment?

] RQ4. How do students respond to alternative
Student Perspective
assessment?

RQ3. What role does alternative assessment have in the

instructional process?

Rol RQ3a. In what ways is alternative assessment aligned
ole
with the instructional process?

RQ3b. In what ways is alternative assessment not

aligned with the instructional process?

5.2.  CONCLUSIONS

Conclusions based on the summary and interpretation of the significant findings are
discussed in line with each factor with emphasis to individual research questions

and relevant literature.
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5.2.1. Alternative assessment practice

One of the aims of the study is to understand teachers’ alternative assessment
practices, including what types of alternative assessment teachers use and what
factors affect implementation.

5.2.1.1. Use of alternative assessment

Similar to other studies (Birgin & Baki 2009, Gatullow 2000) the findings of this
study show that teachers use different alternative assessment with varying degrees
of frequency and confidence. All nine teachers have used teacher observation,
portfolios and self-reflection as methods of alternative assessment. Cameron
(2001b) notes that observation is regularly used by teachers. Use of other types of
alternative assessment was more limited. Five teachers (T2, T3, T4, T5, T9) have
used peer-assessment. Four teachers (T1, T3, T4, T7) have used projects. Three
teachers (T1, T2, T7) have used dramatization. One teacher (T2) has also used
story-retelling and games and another teacher (T1) has used conferences. The
remaining four methods, diaries/journals, debates, exhibition and think alouds were

not mentioned or observed.

All nine teachers also reported other methods of alternative assessment that were
not included in the original table. Task completion, also referred to as completed
assignment, was the ‘other’ alternative assessment most often mentioned by the
participants and the most frequently mentioned method of alternative assessment
after teacher observation, portfolio and self-reflection. Six teachers (T1, T4, T5, T6,
T8, T9) note use of task completion/completed assignment. Five teachers (T3, T5,
T6, T7, T9) in the interviews and an additional three teachers (T1, T4, T8) during
the observation cycle mentioned monitoring by the teacher as another form of
alternative assessment. ‘Question-answer’ was mentioned by three teachers (T1, T7,
T8) in the initial interview as a method used and by one teacher (T4) during the
reflection process. Two teachers (T2, T5) mentioned TPR. Two teachers (T2, T3)
recognized K (Know) W (Want to know) L (What | have learned) Chart and two

teachers (T4, T7) mentioned use of mind or concept maps. One teacher noted each
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of the remaining methods, written assessment tools (T7), oral assessment (T1),
speaking presentation. These ‘other’ activities that teachers define and use as
alternative assessment provide insight not only about teachers’ classroom practice,
but about their beliefs as well. It also confirms the idea that any instructional

activity can be used as an assessment.

With respect to alternative assessment tools, five teachers (T2, T3, T5, T6, T9)
referred to checklists. Two teachers (T1, T6) mention use of anecdotal notes, as one
teacher referred to it, and the other as ‘teacher notes’. The notes do not fit the
definition of the term that indicates that notes should not include subjective
comments. Two teachers (T3, T6) also mention progress cards. Rating scales and
learner profiles are mentioned by one teacher each, T6 and T3, respectively. No
participants mentioned the use of questionnaires. The ‘other’ alternative assessment
tool referenced by the teachers is a rubric. Six teachers (T2, T3, T4, T5, T6 and T7)
considered rubrics an alternative assessment tool and said that they used it.

Table 5.2-1 summarizes the use of the most frequently implemented alternative
assessment methods and tools. It also shows the interaction focus of these
alternative assessment types. ‘T’ denotes that the teacher is ‘doing’ most of the
work. ‘T-S’ indicates that teachers and students either work together or carry
varying degrees of responsibility throughout the task. ‘S’ symbolizes that the task

burden is on the student.

Table 5.2-1 A summary of alternative assessment methods and tools

Interaction | \rothod/Tool | T1 | T2 | T3 | Ta |15 | T6 | T7 | T8 | T9
Focus
T Observations X | X[ X[ X[ X | X | X]| X]| X
T Teacher monitors X X | X | X | X | X | X ]| X
T-S Rubric X X X X X X
T-S Checklist X | X X | X X
T-S Task completion X X | X | X X | X
Completed
assignment
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Table 5.2-1(cont’d) A summary of alternative assessment methods and tools

'”tégiatsion Method/Tool | T1| T2 | T3 |T4 | T5|T6 | T7 | T8 | T9
T-S Question-answer X X X | X
S Portfolio/Self- X | X | X[ X | X ]| X[ X|X|X

Reflection

S Peer-assessment X | X | X | X X
S Projects X X | X X
S Dramatization X | X X
S Self-assessment X | X X

5.2.1.2.  Implementation factors

Six factors that can have a positive or negative impact on the implementation of

alternative assessment were determined;
e language ability
e cognitive ability
e time
e planning
e training

classroom environment

Teachers of young learners debate the use of L1 and L2. Teachers face the challenge
of balancing the need of students to understand the task and carry out higher-order
thinking skills and using the language of instruction vs. the mother tongue. Teachers
that do not speak the L1 of the students can find this a challenge. For very young
learners there are additional issues related to their developing reading and writing
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skills. The cognitive ability of students also is a factor that needs to be taken into
consideration. Cameron (2001b) and McKay (2006) are clear about the challenges

that language and cognitive abilities indicate.

Participants’ most common concerns are related to the operational phase of planning
when teachers struggle to align assessment with the intended purpose and to
develop appropriate criteria and clear instructions. This is also linked to language
and cognitive abilities. Having more time to plan and learn about planning would
help teachers face these challenges and make implementation more effective.
Problems which occur during implementation make outcomes less informative for
the teachers. Some teachers also have difficulties aligning the alternative assessment

with the purpose.

Teachers also face pressure due to time. Teachers refer to time inside the class as
well as time outside of class. Inside class teachers need to time to train students to
use alternative assessment activities and outside class teachers need time to plan and
time to check student work. Teachers must make realistic choices in order to create
routines that are consistent. According to Ozdemir (2009) in the Turkish primary
school setting time, training and classroom environment were also seen as

prominent factors.

Teachers and students require training to benefit from alternative assesment. When
students become familiar with certain alternative tasks and routines they are more
effective. Teachers must also attend to the classroom environment when they make
decisions about implementing alternative assessment. The class profile, the student
to teacher ratio, classroom management and the physical environment are parts of

this factor.

5.2.2. Teachers’ beliefs about assessment and alternative assessment

Another focus of this study is to understand teachers beliefs about alternative
assessment, including the benefits and challenges of alternative assessment. In order
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to do this the study also looked at teachers’ beliefs about assessment and young

learners.

5.2.2.1. Teachers’ beliefs about assessment

Teachers’ general beliefs about assessment account for the following aspects:

e Checks/shows learning

e Role of affective factors/motivation

e Varied

e Necessary/essential

e On-going
Teachers believe assessment is something that is necessary to check learning. They
also believe it should be varied and on-going and should take affective factors and

the role of motivation into consideration. This concept of assessment is consistent

with teachers’ beliefs about alternative assessment.

5.2.2.2.  Teachers’ beliefs about alternative assessment

Teachers believe that alternative assessment has the following benefits:

e Shows learning

e Shows interaction between thinking and learning
e Emphasizes the student as an individual

e Encourages active learners

e Encourages autonomous learners

e Suitable for differentiated learning

e Clarifies expectations

e Motivates
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e Provides feedback for teaching

These beliefs can be categorized into process-focused, student-focused and learning-
focused. These beliefs are shown in Table 5.2-2

Table 5.2-2 Benefits of alternative assessment

Benefits of Alternative Assessment

Process-focused
e Shows learning

e Shows interaction between thinking and learning

Student-focused
e Emphasizes the student as an individual
e Encourages active learners

e Encourages autonomous learners

Learning-focused
e Suitable for differentiated learning
o Clarifies expectations
e Motivates

e Provides feedback for teaching

Teachers found that the challenge of implementing alternative assessment was

responding effectively to the factors of implementation:
¢ language ability
e cognitive ability
e time

e planning
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e training

e classroom environment

5.2.3. Students' response

Student responses to alternative assessment are categorized as affective factors and
cognitive factors. Affective factors are comprised of positive and negative feelings.
Teachers and students noted that students felt accomplishment, pride, confidence
and happiness. They also recognized that students felt relaxed and appreciated the
fairness of the tasks. In addition, students felt motivated. Teachers mentioned
concerns with the possibility of competitive students not being interested. They also
mentioned that some students did not take alternative assessment tasks seriously.
Cognitive factors are represented by educational benefits. Teachers noted that
students benefited from individualized attention and the opportunity to show
knowledge and improvement in different ways. Students became active and

autonomous learners with an ability to reflect on their learning.

The student focus group allowed students to discuss Portfolio Day. The purpose of
the questions was to understand how students interpreted the event, how they felt
about it and what they learned from it. According to the student focus group,
Portfolio Day is a day to show to their parents what they have learned and how they
have improved. Students expressed positive feelings about the day and pride in their
improvement. In our discussion they expressed a sense of accomplishment and

showed the ability to reflect.

5.2.4. Role in the instructional process

An important aim of this study was to understand the role alternative assessment has
in the instructional process. This also includes how the use of alternative assessment
is aligned and is not aligned with the instructional process. In order to develop a

complete account, data was drawn from teachers and school documents.
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5.24.1. Teachers' perspective

When approaching the issue of alignment, teachers tended to focus on general
themes of consistency and inconsistency. Teachers expressed that it was natural to
integrate alternative assessment into the instructional process to check learning.
Teachers in grades four and five, who are responsible for assigning official grades
to their students, mentioned that there were some problems with alignment since
there was an emphasis on formal exams and grading and alternative assessment did

not have a place in formal grading.

Some alternative assessment methods and tools such as, portfolios and self-
reflection, had a regular part in the instructional process. Teachers noted that
students benefited from the familiarity they had with these tasks. Teachers also
consistently used observation, teacher monitoring and task completion as ways to
check student learning. Other types of alternative assessment were not planned as
consistently, which appeared to have an impact on their effective use in the

classroom.

Teachers used alternative assessment to monitor learning and to guide planning of
subsequent lessons. Teachers also used alternative assessment as a source of
information to use when assessing completion of curriculum outcomes but, most
teachers felt this was an area that needed improvement. This was attributed to
weaknesses in the planning process where sometimes the focus shifted from learned

outcomes to classroom activities.

5.2.4.2. Document perspective

The school Assessment Policy and the English curriculum support the use of
multiple tools for on-going assessment. The English curriculum specifically outlines
the use of alternative assessment methods and tools. During this study teachers used
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ten of the eighteen suggested methods and tools. The English curriculum aims to
foster students who are reflective, active learners, enthusiastic, independent, with a
sense of personal achievement and increased self-esteem. All of these qualities are

mentioned by teachers and students as benefits of using alternative assessment

5.3. IMPLICATIONS

Both Turkey and internationally there is still limited classroom based research on
the implementation of alternative assessment with young learners. The present case
study offers valuable insight into current practice. It provides a portrait of what a
group of teachers are doing in their classrooms, an area that is in need of such
research and insight. (Cameron 2001a, Cameron 2001b, McKay 2006, Leung &
Lewkowicz 2006, Rea-Dickens 2000) It also provides insight into possible areas of

future research related to alternative assessment and young learners.

5.3.1. Implications for practice

This section addresses implications for improving the implementation of alternative

assessment in the young learner classroom.

e Implementation factors (language ability, cognitive ability, time, planning,
training, classroom environment) for alternative assessment should be taken
into consideration during the design, operational (development) and
administration phases. Purposeful decisions that satisfactorily address
language ability, cognitive ability, planning, training, time and classroom
management, improve the outcomes of alternative assessment methods and
tools. Figure 5.1 shows how implementation factors, with particular
emphasis on planning, are linked to the potential benefits of alternative
assessment methods and tools. Bachman (2002) and Mckay (2006) suggest
guidelines for planning. Adaptations of these guidelines should be trialed

with the teachers of young learners.
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Teachers should be aware of whether the teacher or student has the
responsibility of “‘doing’ during the alternative assessment task. Tasks where
the teachers work more such as, teacher observation and teacher monitoring,
can be more easily applied with younger learners because there are fewer
challenges (giving instructions, using L1 vs. L2, training students) related to
language ability and cognitive ability. Tasks where students work more such
as, portfolios and peer-assessment, can be more challenging to plan and
implement, but have a greater cognitive and affective impact on the students

due to raised awareness.

Teachers should plan carefully and systematically to ensure a match between
the task and the purpose, which means planning should start with the
learning objectives and not the activities or alternative assessment methods
or tools. (Genesee and Hamayan, 1994) Teachers should be aware that the
gathered information can provide individual feedback for daily teaching

activities, as well as for long-term curricular goals.

Teachers should consider repetition and consistency of tasks for successful
implementation. Students need to be familiar with the alternative assessment
task in order to complete it in a way that accurately reflects their knowledge
and ability. Students also improve their meta-cognitive abilities as they
apply these abilities repeatedly in similar situations. For example, students’
abilities to self-reflect improved over time with the systematic use of

portfolios.

This case study increased awareness at the sight school about alternative
assessment methods and tools. Teachers should be encouraged to deepen
their knowledge through professional reading, discussion, training and

practice with particular emphasis on the design and operational phases.

In-service training and undergraduate courses offered in ELT programs
should develop training teachers’ knowledge base and should use

opportunities to expose teachers to the use of alternative assessment.
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5.3.2. Implications for future research

Possible areas of future research related to alternative assessment and young

learners will be discussed in this section.

e The present case study offers an in-depth analysis of the implementation of
alternative assessment at the site school. Case studies from similar and
different (public schools) young learner contexts would broaden insight in

the field of alternative assessment of young learners.

e The nine participating teachers all believed in the benefits of alternative
assessment and implemented alternative assessment; however, the
participants had different background knowledge and experience in this area.
This participant profile provided a clear example of the current state of
practice at the site school. However, case studies that focused on ‘best
practices’ in this area through concentrated study on teachers who
effectively implement alternative assessment in the instructional process

would offer a valuable perspective.

e Further research focusing on assessment planning and thought processes
used by teachers to inform and link assessment, teaching and learning is an
area that deserves attention. This area would also investigate how alternative
assessment is planned, how the collected information is used for teaching

and how it impacts on learning.

e Data gathered from alternative assessment methods and tools should be
explored. Whether this is through terms such as validity and reliability or
through terms that represent a different standard is also a question to be

examined.

e Further studies that look at the interaction between formal assessment and
alternative assessment in grades four and five where formal grades are

assigned would be of interest.
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e Another important area of research is related to teacher education and
professional development. Teachers’ perceived competence in the area of
assessment and young learners should be studied with a focus on pre-service

teacher education and in-service training.
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APPENDICES

A. INTERVIEW QUESTIONS MATRIX

Opening statement:

As you know, | am conducting research for my doctoral thesis on the
implementation of alternative assessment in the young learner classroom. As
someone who teaches young learners, you are in an invaluable position to describe
your own experiences with young learners and alternative assessment. And that is
what this experience is about: your experiences with young learners and alternative

assessment and your thoughts about these experiences.

The answers from this interview, as well as the other interviews, are an important
part of my research. Neither your name nor the name of other teachers, nor that of
the school or of any of the students will be mentioned in my work. As we go
through the interview, if you have any questions, please feel free to ask. I’d like to
record what you say so that my information is accurate. If at any time you would
like to stop the recording, all you have to do is press this button on the microphone
and the recording will stop. Or if there is anything you do not want to answer, just
say so. The purpose of this interview is to get your insights into the implementation
of alternative assessment and young learners. Are there any questions before we

begin? Then let me thank you in advance for your time and insight. Let’s begin.
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Table A.1. Interview questions

Interview Research Question | Past | Present | Future
Question Question Type

What grade level Background X

are you teaching

now?

Suppose | was in 3a. In what X

your classroom ways is

during a typical alternative

lesson what would | assessment in

I see happening? alignment with

Probes — the

What would the instructional

physical process?

environment look | 3b. In what

like? ways is

What would you be | alternative

doing? assessment not

What would the in alignment

students be doing? | with the

What type of instructional

materials would be | process?

being used?

Would there

usually be some

sort of assessment

component during

the lesson?

Could you describe

that?

Could you explain | 1. X

how you view 3.

assessment? 4.

How do you assess | 1. X

your students? 3.

(Probe: How often | 4.

do you assess your

students?)

How does planning | 3a. X

work at your level? | 3b.

(Probes: How is the
curriculum put into
action? How are
objectives planned?
Met? Measured?
Materials
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developed?
Assessments
planned?)

What types of
alternative
assessments have
you used in your
classroom?
(Prompt: portfolio)

Could you share
some of the
experiences you
have had with (the
different types of)
alternative
assessment you
have used in your
classes?

la.
1b.
2a.
2b.

Depending on
response to
previous question :
(Probe: Have you
had any negative
experiences?/ Have
you had any
positive
experiences?)

la.
1b.
2a.
2b.

If you were asked
by a new teacher
for some advice
about alternative
assessments, what
would you say?
(Probe: Perhaps
they would want to
know about what
you have found
useful or not so
useful.)

la.
1b.

10.

If that same teacher
asked you about
what factors can
help or hinder the
process of using
alternative
assessment in the
classroom, what
would you say?

2a.
2b.
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11.

Avre there any types
of alternative
assessments you
would like to use,
but have not for
some reason?
(Why?)

2b.

12.

From your
experiences as a
teacher, how do
you think students
respond to the use
of alternative
assessment?

13.

Generally
speaking, what are
the main obstacles
of assessing young
learners in English?

14.

Is there anything
else you would like
to mention?

15.

If you don’t mind, |
would like to
conclude our
interview by
gathering a little
more information
about your teaching
background:

How long have you
been teaching? Has
all of that time
been at this school?
What grade
levels/age groups
have you worked
with?

Background
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Pre-observation Notes

Teacher:

Date:

Class:

Lesson(s):

Briefly describe the lesson(s) you have planned. When appropriate
please include information about the objective(s) and why you have
planned your lesson(s) in this way.
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Lesson Observation Form

Date:

Teacher:

Lesson:

Time

Activity

Running Commentary
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Page:



Time

Activity

Running Commentary

Page:
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Post-observation Notes

Teacher:

Date:

Class:

Lesson(s):

Briefly describe how you felt about the lesson(s). When appropriate
please include whether or not you felt the objective(s) was(were)
met and why you feel that way, as well your thoughts on what went
well and what you think could have gone better.
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Follow-Up Questions

Teacher:

Date:

Class:

Lesson(s):

1. Do you think the lesson(s) I observed were typical lessons?
(In what ways was it typical? In what ways what it not typical?)

2. Do you feel like the main objective(s) were met? Why? Why not?

3. If you were to do this lesson or a similar lesson again is what
would you keep the same and what would you do differently?

4. Do you feel like you were able to check students’ learning during
the lesson? How were you able to do that? What made it
challenging for you to do that?

5. How did you think the students reacted to the lesson?

6. What do you think are the advantages and disadvantages of the
alternative assessment tool/stragey you implemented?

7. What factors made it easier for you to implement this
tool/strategy? What factors made it challenging for you to
implement this tool/strategy?

8. How do you think this strategy/tool fit with the instructional
process? (How was it in alignment? How was it not in alignment?
i.e., materials used, routines, etc.)

9. Is there anything else you would like to mention about your
lesson(s)?
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Follow-up Interview

Teacher:

Date:

Class:

Lesson(s):

1. Do you think the lesson(s) I observed were typical lessons?
(In what ways was it typical? In what ways what it not typical?)

2. Do you feel like the main objective(s) were met? Why? Why not?

3. If you were to do this lesson or a similar lesson again is what
would you keep the same and what would you do differently?

4. Do you feel like you were able to check students’ learning during
the lesson? How were you able to do that? What made it
challenging for you to do that?

5. How did you think the students reacted fo the lesson?

6. Is there anything else you would like to mention about your
lesson(s)?
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Summative Interview

Opening statement:

I would like to thank you again for participating in my research this semester. |
know how busy you are so | greatly appreciate that you have been willing to share
your experiences, your classroom and your time with me. This interview will be
brief. It will be our last interview until I have finished processing my data at which
time 1 might ask you to share your opinions with me again if you are interested and

willing.

As you know, the answers from this interview, as well as the other interviews, are
an important part of my research. Neither your name nor the name of other teachers,
nor that of the school or of any of the students will be mentioned in my work. As we
go through the interview, if you have any questions, please feel free to ask. I’d like
to record this interview as well so that my information is accurate. If at any time you
would like to stop the recording, all you have to do is press this button on the
microphone and the recording will stop. If there is anything you do not want to
answer, just say so. The purpose of this interview is to gather any additional insights
you might like to share about the implementation of alternative assessment and

young learners. Are there any questions before we begin? Thank you again. Shall

we start?
Table A.2 Summative interview questions
# Interview Question Research | Question | Past | Present | Future
Question Type
1. | If you reflect back on the last 2 X

semester what factors have
you found had an impact on
the classroom implentation of
alternative assessment (tools
and strategies)?

Probes:
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What factors have had a
positive impact on the
classroom implementation of
alternative assessment (tools
and strategies)?

What factors have had a
negative impact on the
classroom implementation of
alternative assessment (tools
and strategies)?

Thinking back over the last
semester how would you
describe the role of
alternative assessment in the
instructional process?
Probes:

How would you describe the
role of alternative assessment
in the your teaching?

What effect do you think
alternative assessments have
on student learning?

In what ways is alternative
assessment in alignment with
the instructional process?

In what ways is alternative
assessment not in alignment
with the instructional
process?

Again, thinking back over the
last semester how do you
think students have reacted to
their experiences with
alternative assessment?
Probe:

How do you think students
interpret their experiences
with alternative assessment?

Is there anything else you
would like to add?
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B. SAMPLE CODING OF A TRANSCRIBED INITIAL
INTERVIEW

Interview with Teacher 6(T6), January 2010, conducted by Lynn B. Cetin, transcribed
from audio source.
Time: 36:15

R | Okay, thank you for agreeing to be here over the
holiday, | know your time is very precious. As you
know, I am conducting research for my doctoral
thesis on the implementation of alternative
assessment in the young learner classroom. As
someone who teaches young learners, you are in an
invaluable position to describe your own experiences
with young learners and alternative assessment. And
that is what this experience is about: your experiences
with young learners and alternative assessment and
your thoughts about these experiences.

The answers from this interview, as well as the other
interviews, are an important part of my research.
Neither your name nor the name of other teachers,
nor that of the school or of any of the students will be
mentioned in my work. As we go through the
interview, if you have any questions, please feel free
to ask. I’d like to record what you say so that my
information is accurate. If at any time you would like
to stop the recording, all you have to do is press this
button on the microphone and the recording will stop.
Or if there is anything you do not want to answer, just
say so. The purpose of this interview is to get your
insights into the implementation of alternative
assessment and young learners. Are there any
questions before we begin?

T6 | No

R | Then let me thank you in advance for your time and
insight. Let’s begin. So what grade level are you
teaching now?

T6 | Right now I teach three different grade levels,
kindergarten, first and second grade and most of my
teaching is team teaching.
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R | Okay, great. So suppose | was in your classroom or
one of your classrooms perhaps second grade, during
a typical lesson what might I see happening?

T6 | Well, you would see in the beginning the set of R3 Teaching:
routines that we have to have the students get Routines(to get
themselves ready to begin learning. On any given day | students ready for
you would usually see some sort of reading or learning)
listening practice for the students. And we try to do Reading and Listening
some sort of follow-up activity with that which with a follow-up
involves some sort of writing because we find that writing activity
they struggle with the most at such a young age. And | Games to make
in most classes we try to turn something into a game- | students excited about
like situation because it makes the students more learning
excited about learning.

R | Sounds good. So during a typical lesson, if there is a
typical lesson, how would you describe what you are
doing and what students are doing?

T6 | 1 would say that I as the teacher am trying to set R3 Teaching: Set up
up the environment and model for the students the environment
and then | try to have as much student Model
participation as possible. I think in a normal class | Encourage student
I think the goal is to have students speaking as participation
much as possible, but in some classrooms And experimentation
depending on discipline problems there is more Monitor
teacher involvement or managing of the Discipline problems
classroom. So I’d say generally in the beginning | | can require an increase
speak a lot more and | try to get them aware of in teacher involvement
what they are doing and how to do it properly.

And then I try to monitor them and let them
experiment with the activity and try to accomplish
it. | guess.

R | Great. So you talked about it already, but is there
anything else you would mention about what the
students are doing?

T6 | I would say a lot of times they are, they are asked to | R3 Teaching:

follow directions. One of the most important
things is to get them to follow directions correctly
and to pay attention. I guess also getting them to
produce something on a certain level. Usually if
they do a reading or a listening they have to follow
along and the goal is to get them to take what they
have learned and use it whether that is in a game

Main goals for students
are to follow directions,
pay attention and
produce something
using what they have
learned.

Game
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or in a writing exercise, or coming up with
sentences as a class and copying it down in their
book to practice writing in English.

Writing exercise
Whole class
activity/Individuals

copy

Okay, great. Thank you. Can you tell me a little bit
about what the physical environment looks like in the
classroom?

T6

Classrooms have approximately five or six tables, |
can’t remember right now and on each table four or
five students can sit. And in the front of the
classroom is a chalkboard and the students sit at their
tables so a lot of time we have to turn their chairs
to have them face the front of the room. And on the
walls around us is the work that they have done
together as a class, like sight words or words from the
story or posters that they’ve made. And each day the
classroom changes depending on what the main
class teacher does because we enter the
classrooms. We do not have our own classroom. So
sometimes you will have three tables together with
most of the students sitting around this table, but I
would say in general the classrooms are a little
small. It is often a tight fit for everyone to be in there
and | would say that is about it.

R3 Physical:
Group
Rearranging

Classroom teacher

Limited space

Great. Could you talk a little bit about the types of
materials that would be used in a typical lesson?

16

Definitely. In a typical lesson we would normally use
one of their course books. They have Cornerstone and
we typically do reading from this course book and
these readings usually incorporate a listening of sorts.
They also have their Green English Notebook that
they also use for example to write down sentences or
answers to questions from the Cornerstone book. And
I would say also we use the internet a lot for games
for internet stories, internet songs and they really get
excited about that so we try to use that a lot. And then
I’d say the next type of material, the last one we
would use are materials that they create where we
give them maybe where we give them cards and they
have to draw pictures and write adjectives and play a
memory game after that.

16

Okay, thank you. What sort of assessment
component, if there is one might | see during a typical
lesson?
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So we don’t often use tests. I’d say the only test used
in the class normally is a spelling test at the end of
the week. And that is held every other week. So that’s
sort of a rare occurrence a test in the classroom. |
would say generally assessment would be for
example if they have written sentences in their book
each student will bring their sentences to the teacher
and the teacher will check and see if they have done
them correctly. Also, we have been doing more
longer term projects that involve like a checklist
usually so we will show the checklists to the kids to
get them used to using that type of assessment and
then they will have it there to look at what they have
done and check and see if they have done it or
sometimes we take their work and we feel out the
checklist. And I guess generally there is a lot of
teacher observation, as well. Especially with a group
that large sometimes it is hard to do large scale
assessment so it is more how we observe the students.

RZ: Spelling test
RY': Rare occurrence

RX: Student work
Teacher checks
Checklist (for longer
term projects)
Teacher observation

R1
Beliefs/Advantages/
Disadvantages:
Teacher observation
works with a large
group because a larger
scale assessment is
difficult

R | Great, thank you. Can you explain how you view
assessment?
T6 | | view assessment as a necessary part of the R1 Beliefs: Assessment

classroom to see if what you are teaching them is
being understood or processed by the students.
And I think at this level, especially with younger
learners, assessment is necessary, cause you kind of
need, especially with such a large classroom
because you need basic things that all students can
understand and if someone is not understanding
you need to know that and maybe give them extra
work, inform their parents so they work with them,
maybe take them out of the class for one-on-one
lessons. | guess in general assessment isn’t as set as it
is with older students because there is often not a
right or wrong example, for example on a test that
you give a middle schooler it is like right or wrong.
This is just seeing how much they can do
normally, like how some students can go beyond
what you have asked them to do and some
students can try to maybe they fulfill three out of
your four requirements or maybe two out of your
four requirements but I think it is also difficult at
a younger level because sometimes students just
have a bad day and with assessment they don’t
want to, it doesn’t necessarily show what they can

is a necessary part of
teaching to check that
what you are teaching
is being understood or
processed.

To establish a basic
level of what all
students can do. Steps
need to be taken when
there is a student who
is not reaching this
level.

To see how much
students can do
normally

R1 Beliefs/
Disadvantages:
Results can be
dependent on affective
factors (mood, desire to
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do, but their mood on that day and how you know
if they want to participate or they don’t want to
participate. So | find it is a little more hazy with
the younger years.

partipate)
‘A little more hazy’
with younger learners

Great. This might be repeating, | might be repeating
myself but | just want to ask question so you have a
chance to express everything that you want to. So if it
is repetitive, sorry. So how do you assess your
students? You mentioned some things is there
anything else you might not have mentioned?

16

Well, we use report cards at the end of the semester
and | believe halfway through the semester as well
they get report cards. | mentioned the checklist. We
have been using that a lot so they can do longer term
projects and drafts of things so they learn how to do
things to see what they have done and improve upon
the things they can improve on and to have sort of a
final copy. We’ve been doing spelling tests as I’ve
said. Also we do, we’ve done reading it is sort of like
a checklist | would say, or a scale usually for their
reading ability. We’ll practice. We will read a
story and then a week later we will tell them that
they are going to be given a random page and they
are going to have to read it and be assessed on
pronunciation, flow. So | would say a scale we
would also use in second grade. Those are the only
things | can think of currently.

RZ: Report cards

RX: Checklist
Scale (reading)

Okay. That is great. So backtracking a little bit, how
does planning work at the levels you, I think you
mentioned you work in three different levels, but if
you want to you can talk about second grade?

T6

| feel like the planning at most levels starts out the
same by doing CIPs. So we plan a tentative six
weeks, but in second grade normally we meet on a
Wednesday and plan for the following week, but
those plans also sometimes get changed around
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depending on how the students are doing for example
maybe there is a special class that day so how do we
fit in with the general school schedule, as well. That
can change the plan and we try to have most of the
materials ready by the end of the week for the next
because then we can see whether, assess whether it
will be too difficult or too easy but | would say the
plans are not incredibly detailed it is not like a minute
by minute plan but because it is two or three teachers
at that level it gives a general idea and we come to
some sort of a general consensus of how the lesson
will run but each teachers normally does it a little bit
different depending on their style and what they feel
like should be emphasized. There generally is
agreement about that but it kind of comes out in
different ways.

Great so you mentioned your CIPs so that might lead
into my next question. So when you have the
curriculum you put it into action so that is maybe like
your CIPs?

16

Yea, | would say that.

Okay, so then there are objectives or learning
outcomes in you CIPs so how do you measure or
decide if those have been met or is that a part of the
process?

16

I guess sometimes that is a part of the process,
especially I think the way that we are planning right
now the learning outcomes are maybe not as much of
a focus as they should be. For example, you should
focus on what you want the learning outcome to be
and then think of the activity to fit with that. |
think we do things a little bit backwards in that
regard, but I think for the larger learning
objectives, like usually for a week we have a
general idea of what needs to get done. | mean from
my understanding in a six-week there are certain
learning outcomes, maybe it is not like specifically
for each class, but in general that must be met
especially for larger projects, a project that might take
like a full week or two weeks and those | would say
have been more integrated with our activities. And we
have created like a checklist or a scale or noted
teacher observation like in notebooks to say how they
are doing with this to sort of give it a general

R3: Not a daily focus
on learning objectives,
but for the ‘larger
learning objectives’,
general idea of ‘what
needs to get done’.
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assessment. But | would say that on a day to day basis
there is not as much there this is the learning outcome
I want to achieve today and this is the activity | am
going to do to achieve it.

Right, thank you. What about, well actually you
mentioned about this already but is there anything
you can add about how materials are developed?

T6

Yes, | think the materials we often, especially with
the other two members of the level who have done
this before they usually have memories of what they
have done in the past sort of like a resource bank in
their own head and so they will sometime say, “Oh |
remember this, we can do that,” but at the same time
we try to base the materials that we have done off
of the book or I have noticed that we have done a
lot of scaffolding with materials we have used in
the past like old PowerPoint presentations but we
add new things so it is constant review but then
there is something new at the end, that is good for
the kids because they feel like they have seen in
before so they are more comfortable, they can
accomplish something and then try something
new. And | guess each one of us, except maybe me,
the two main teachers divide the materials half and
half and they usually check them with one another
and they are usually made at least a couple of days in
advance so it isn’t too last minute so you know it as at
the students level.

R3: Scaffolding
(comfort and
accomplishment)

Sounds good. What about assessments how are they
planned?

T6

Assessments, for example the tests are planned
regularly like a couple of weeks in advance we want
to know what words they are working on for their
spelling test. And then the other, | mentioned those
before, the sort of larger scale assessments, we make
a draft of them, like | would make a draft of the
assessment and send it to the other two teachers in the
level and they will look at it and will change it cause
a lot of times with assessment even more so than
with materials it is really important to have your
language correct and have it to be clear especially
to the younger kids if you are going to show it to
them in advance. And also for yourself because
you don’t want people saying that is vague how

RY: Importance of
receiving feedback on
assessments.

Must be careful with
language.
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can you really judge that or assess that? So 1’d say
that we spend we usually start those a little earlier
than and spend more time drafting them and
reviewing them as a whole group than maybe normal
materials that we use for the classroom.

Good. What about the checklists and scales are those
planned in a similar way?

T6

Yea, yea.

That is what you were talking about.

16

Yea, it was mostly that. The spelling test is
something the kids are used to and we are used to
so that is.

RZ: Spelling tests
(‘used to’)

I thought perhaps you were talking about the unit
tests? No, you were talking about.

T6

The alternative assessments.

Great. So what types of alternative assessments have
you used in your classroom? You have mentioned
checkilists, scales.

T6

We use also portfolios as a form of assessment and
the students pick what they think is their best work
and say why also they think it is their best work. 1’d
say also anecdotal notes, 1’d say that is the
majority besides of course teacher observation
which is a little more informal but we use that as
well to judge the students and I also when | take a
smaller group of students out of the classroom at
the end of each group I will write down what they
have down, how they did it, how you know
sometimes you will have a student you think who
puts on this bravado of of course | am very smart
but when you get them in a smaller group you can
see that they do struggle more than they let on and
maybe they don’t understand as much as they say
they do so that is all I can think of actually right
now. The scales, would you like me to describe
them?

RX: Portfolios
Anecdotal notes
Teacher observation

R1 Beliefs/
Advantages:
Observing students in
smaller groups via
anecdotal notes and
teacher observation can
reveal students true
abilities.

Sure if you like.

16

For example we use scales like a 0, 1, 2, 3 type scale

RX: checklist
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for certain classroom projects and also for reading as
well. We have mentioned for reading for example, the
flow, pronunciation and whether they recognize
punctuation. You have something like developing,
good, excellent something like that. And we also used
like for the checklist they are more like when we had
them create poems, if they used a certain word they
could check it off the checklist and so if they had a lot
of checks it meant they used a lot of different words.
It took them a while to understand how it worked
per say, but I think they finally understand how to
do it.

RY: Repetition and
time needed for
training.

R | That’s good. So you have talked it a little bit, but
perhaps could you share in a little more detail the
experience you have had with these types of
assessments or alternative assessments.
T6 | I think with these types of assessments like for RY/R1 Beliefs

example with the checklist it was difficult at first
because we wanted the checklist to be in English so
it was hard coming up with the exact wording that
the students could understand because sometimes
they would see the wording, | used this word like for
example in adjective or and they’d say, write down |
use an adjective and they’d check it. So to kind of
use a simple enough language that they could
understand it took a few times to draft it, but I
thought it was useful having them do it themselves
because especially with such a big class they | felt
that it was almost easier to do because you didn’t
have to do it individually for each student and
they could see what they were supposed to do,
whether they understood that, I would say in most
classes the majority of students after a few times of
doing it understood what it was. Some still weren’t
quite sure what they were supposed to but | would
say that it was useful, but I would say almost the
scales it’s good for them to do it on their own, but
like the scales that we’ve done where it is sort of
like an individual test might be a little more
accurate in some ways. Because for example when
we use the checklist they might say ‘I can use
adjectives’ and they have, but they have used it
incorrectly in their poem so | think that like for
example we did the scales after the checklist so |
think we had a better idea of how to word it and what
exactly are expectations were. Because yea they can

Difficulties: Level of
English

Using English without
compromising purpose
of assessment

R1 Beliefs
Advantages: It is
helpful in a large class
when students can do
participate in assessing.
Individual testing might
be more accurate
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use an adjective but if they use it an incorrect manner,
do we accept that? Is that correct, if they use the
wrong adjective for example, for the wrong season is
that okay? So | think that the scales 1’ve noticed in
class, they are still difficult to create, but it is a little
clearer whether they have done well or not.

Great, thank you.

T6

Mmhm

Have you had any negative experiences?

16

Um, I wouldn’t say completely negative | would say
it is more of a learning experience because like |
mentioned before you learn what is clear and what
is not clear. Like something that seems clear to you
then you implement it and it doesn’t actually make
sense or it is not as clear as it could be that I think is
not negative, but it you know, you have learned
from the assessments that have not gone very well
what to change in order to do the next ones.

RY: Through
experience you learn to
make assessments
clear.

Got it. So imagine if you were asked by a new teacher
for some advice about assessments what would you
say? Perhaps they would want to know what you have
found useful or not useful.

T6

I would say for assessments for younger kids, like |
said, the language is very important and being
very clear on your expectations. So | would suggest
the new drafter, (laughs) the new drafter, the new
teacher to draft their assessments and to talk about it
with colleagues and sort of a little bit earlier and take
the time to develop the assessment and that to not be
discouraged if it does not go very well in class
because then you take that and you learn from it
again. And I would recommend keeping things as
simple as you possibly can with younger learners and
assessment because its, I like using scales a lot
because we try to make them like a three point scale,
not a five or ten point scale not a big scale, but a
small one so that you have a good idea of what low is,
what average/good is and what excellent is. And you
don’t really have to differentiate between the two
because that is very difficult with younger children.
So that’s what | recommend. And | would tell him or
her to be | guess to really get to know your students

RY': Clear language
Clear expectations

RY: Keep it simple

RY: Teacher
observation best way in
guiding assessment of
students.
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well and to kind of | don’t know I think the most
important things to start with is to keep a teacher
observation book that can be one of the best ways
in guiding you to assess your students. You
remember what they have done on a certain day or
maybe something they have really excelled at. For
example there is a student in 2*, student x and student
x is very low in class. He often appears like he isn’t
really understanding, but then when | took him out
for a smaller group exercise | realized that his
pronunciation is actually very good and that he can
usually read very well. I am not sure if he can
understand what he is reading, but he can read it. |
find that sometimes you get a negative picture of a
kid in your head and when it is time to write
report cards that can sort of overshadow where as
if you have records of what you remembering
them doing you can use that as a form of
assessment.

RY: Records are a
more objective form of
assessment for writing
reports.

R | Thank you. If that same teacher asked you about what
factors can either help or hinder the process of using
assessment or alternative assessment in the
classroom, what would you say?

T6 | So factors, things that can either help or hinder.

R | Yeaso like things that make it you know, easier or
harder.

T6 | Um. I guess you mean in terms of like working with
colleagues in terms of creating the alternative
assessment?

R | Yea, any part of the process whether it is planning
before or implementing in the classroom, either way.

T6 | To start with you need to be comfortable having a | R2 Positively

dialogue with your other teachers because
something that might seem clear, another person
might pick out that it is not very clear. It is really
important to collaborate before hand. So I think that
helps the process. At the same time if you are
working with another teacher and maybe even by
yourself it can sort of hinder it because like I said
something that might see clear to you might not be
or if you have someone who doesn’t like
collaborative work it can make it difficult to create

Affecting Factors:
Collaborating with
colleagues

R2 Negatively
Affecting Factors:
Working alone
Working with someone
who does not like to
collaborate
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an alternative assessment. And then classroom-wise
I think that it is important to spend some time and
model for the students especially if they are doing
the assessment themselves | think to do that at
first you have to spend a fair amount of time
introducing it, modeling it and to recognize that it
won’t work perfectly right away. And to
understand all that and to introduce it slowly will
help the process. | think even when you are doing
the assessment when it is like an individual one-on-
one thing it is good to let the students know what
they are being tested on because maybe they
would take it more seriously, like I said | had a
student who is like, “Oh | don’t want to participate in
this.” If they know it is an assessment then maybe
they will actually try instead of saying, “Well,
whatever. | won’t partake in this.” | think being as
open with your students as possible can unless of
course it is like a closed test, that is not really useful
for them, but giving them as much time, warning as
possible so they can practice and basically making it
so that they can succeed if they put in the work and
they try hard. Rather than just jumping or giving them
something last minute and saying, “Oh we’re going to
do this.”

R2 Positively
Affecting Factors:
Model

Take the time to do it
slowly
Recognizeitis a
process

Inform students they
are being assessed
Giving students time to
prepare so they can
succeed

R | Right

T6 | “today.”

R | Thank you. Are there any types of alternative
assessment that you would like to use, but haven’t for
some reason?

T6 | I’m sure there’s a lot more ways of assessing students
out there

R | But there isn’t something out there that is in your
mind that you haven’t used for some reason.

T6 | Nothing really in my mind right now.

R | From your experiences as a teacher how do you think
students respond to using alternative assessments or
being assessed in alternative ways?

T6 | I think sometimes they are a little confused by it R4: A little confused

because they’re not used to it. They are, | mean they

Not used to it
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are at the age where they do not have too many tests
so | think they can be confused by it, but at the same
time they are not, well like for example, like with
older students they know they have a test and that
is what matters. And anything outside of the test,
especially I think in the Turkish education system like
anything outside of the test is not really important. So
I think there is, | think for younger kids especially,
maybe working with alternative assessment they
are not as closed off to it. But, at the same time it is
different. It is different from a spelling test or a unit
test. So I think sometimes they don’t take it very
seriously, but of course you have the students who
will always take it very seriously. But, some students
might take a spelling test more seriously. You have a
group of students who might take the spelling test
more seriously but the like the alternative assessment,
especially I don’t know sometimes for example
maybe they can’t think beyond this. Like in
kindergarten when we do the portfolios they just sort
of say I like this because I like it. So yea it is not as
much as their brain being like it is not like they are
thinking through it. Being like I like this because of x,
y and z. They just like it and they often don’t think
about the reasons behind it.

Older students are only
concerned with tests.
Open to it

Some don’t take it
seriously

What about student responses to portfolios?

16

I’ve actually never done a portfolio class with second
grade, but I’ve done it in kindergarten and first grade
and | think that it can be difficult because as I said
before they can just say | like it because I like it.
And with the classes as big as the classes we have
sometimes it can be hard to say, “Well, no can you do
it again. This is what | want you to think about. And
also the level of their English doesn’t really allow
you to do that in English. So if you want them to
consider it more you often have to describe in
Turkish. And even then sometimes you get answers
like I like it because I like it. So I think that it is
important to get them started on it but it can also be a
little challenging because some kids will think
about it but some kids will just you know it is
difficult to explain to them what you want them to
do in English first of all and even in Turkish they
might not take the time to really think about it. It
is like well if 1 can finish this as quickly as possible 1
can go back to what | was doing. Like in kindergarten

R1
Beliefs/Disadvantages:
Age level/cognitive
ability required for
certain types of
assessment, self-
assessment, reflection
Level of English
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I’ll pull the students out and ask them about the
portfolio. We’ll spread their work out and ask them,
“Which one do you like?” “Which is your favorite?
And, “Why do you like it?” “Why did you pick this
one?” And sometimes they will just look around and
they will see other kids playing with blocks and they
will just look and say “That one” And | am like, “But
that is the one on top. Wait let me spread it out first.”
And they will be like, “No, that one.” And I will be
like, “Why?” And they will say, “I like animals” or
something. And it is an animal but you can very much
tell that they just want to go back and play with all
the other students. So it can kind of be a difficult
process. It seems like maybe if it is involved with
the parents like in first grade, maybe that doesn’t
always work out well but you can inform the
parents and they take the time to sit with their
kids I think maybe it can be a little bit better than
the chaos that can sometimes be portfolios with
younger children.

R2 Positively
Impacting Factors:
Parental support

R | Yes, indeed. Okay, so generally speaking what do
you find are the main obstacles to assessing young
learners in English?
T6 | I think that one of the challenges that I have R1

mentioned already is explaining to them how you
are going to assess them, what it means, like using
basic enough language English so that they
understand exactly what is going on. Because is
you did have the language ability in Turkish, you
could potentially switch to Turkish to get them to
understand but I really don’t know what is really
the goal, what is the goal there for them to
understand in English or is the goal for them to
learn how to try to reflect, even if that means
explaining to them in Turkish or trying to get
them to think more but doing that probing in
Turkish rather than in English. So I think the
hardest thing with young learners is that their level of
English is not very high and trying to ask them to do
what I consider deep thinking, I think for them, can
take a lot of time and | know it doesn’t always work.
It’s hard because you can have a lot of good ideas
but it has to be something that you can simplify to
the level. I mean it might be different if it is
something that is more focused on the teacher
doing than the students doing, but even then like |

Beliefs/Disadvantages:
Age level/cognitive
ability required for
certain types of
assessment, self-
assessment, reflection
Level of English

RY/R1 Beliefs
Difficulties: Level of
English

Questioning the
purpose: understanding
in English vs. reflecting
in Turkish

Teacher doing vs.
Student doing
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said you want to explain to them what is going on

and what they are being assessed on, like how we

are doing this. Because you want them involved in
the process, as well. So I don’t know I think their

level of English is the hardest.

I can see that. Is there anything else you would like to
mention?

T6

Not that I can think of. I think it is useful alternative
assessments for younger learners because then you
can, again they are not quite at the age where I think
tests are appropriate. You don’t want them to be
focused on tests. Especially, I think alternative
assessment can really focus on the process rather
than getting a high grade on this one test which is
like this one, kind of like a one-off in class. So | like
the idea of trying at least a little bit to focus on the
process with them rather than like you know like try
to spell all these words correctly which is important,
but it’s maybe the process will last longer with
them.

RY: Alternative
assessment focuses on
the process

That’s great. Thank you. So if you don’t mind |
would like to end our interview by getting a little bit
of information about your teaching and educational
background.

T6

Okay

How long have you been teaching?

16

This will be my second year of teaching.

Has all of that time been at this school?

16

No, the year before | worked at BUSEL, the English
Preparatory School at Bilkent and | was a speaking
teacher so | didn’t teach grammar and | taught to pre-
university students so older students.

Okay and your educational background?

T6

I have a BA in Middle Eastern Studies and | have a
CELTA degree a CELTA teaching degree and that is
my educational background.

Great. Thank you.

16

Thank you
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C. ASAMPLE SUMMARY OF A CLASSROOM

OBSERVATIONS

Summary

Teacher: T2

Date: May 4, 2010

Description: focus lesson observation #1 - 3B, lesson 1 (portfolio)

Again this is a class with high expectations that are clear
along with explicit routines and procedures. This lesson
was a typical portfolio lesson. The students are now used
to this routine so the teacher does not need to ‘interfere’
much. Students began to work and the teacher monitored.
The teacher encouraged students to write in English if
they can and later to present in English too. The teacher
also asked some key questions to help students think about
their work reflectively. Students seemed to enjoy this
activity, looking through their old work and selecting
work for their portfolio. The teacher said that they have
always shown positive reactions to this kind of activity.
After they have selected their work they fill out a work
tag. At the end of the lesson students have a chance to
present their work/selections. Some students do this
English. In addition to being trained how to reflect,
students are also taught organization skills. T2 thought
most students did well. She attributed this in part to the fact
that students have a “portfolio lesson’ after each unit.
However, she noted that sometimes students struggle to
know which piece of work is suitable for their
portfolios, i.e. it should be more creative, project-based
work instead of mechanical, worksheets. She did however
think that the work-tag could be clearer to the students.
T2 stated that now that students are used to this type of
activity (they have been doing it since first grade), there
really are no disadvantages. It fits in with the
instructional process, as portfolios at the end of every
unit are a routine part of planning. Growth is evident
when you watch grade 3 students complete their
portfolio lessons.

R2/R3: High
expectations,
explicit
routines,
procedures

R2 Positvely
affecting
factors:
Students are
used to this
routine,
portfolio lesson
after each unit,
since first grade
R4 Students:
Enjoy
reviewing
work, selecting,
reflecting.

R4 Students/
Challenges:
Students can
find it difficult
to select
appropriate
work, work tag
could be
clearer.

R1
Advantages:
Students
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present their
work. Some
write/speak in
English. Als
learn
organizational
skills

R3: Porfolio
lesson is carried
out every 6
weeks at the
end of the unit.
R1
Advantages:
Development
from grade 1 to
grade 3.
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D. TRANSCRIBED AND CODED STUDENT FOCUS GROUP

Table D.1 Initial coding from the student focus group

Translated Focus Group Interview with Grade 3, June 2010, conducted by class
teacher (CT), attended by Lynn B. Cetin and volunteer recorder and translator
Original answers given in English are presented in bold.

CT | Today we are going to ask you some guestions about
Portfolio Day. The questions will be in Turkish and you
can answer in Turkish, if you like.

Can you please tell me about Portfolio Day?

A | Itwentwell. We chose five pieces of second grade Reflection
work and give third grade work. We presented it. Then,
we talked about what we chose for English and why we
chose it.

E My mom and dad came. I tell my activities. What we
would change. Choose five work. “Very good
portfolio presentation” said mom and dad.

K | Portfolio day is very good. My portfolio is very good. | Accomplishment
I presented it to my parents. | did not have enough
time to present all of it. | remember the questions, |
answered them.

D I was nervous first but then | was fine. It was really
good. I presented my English portfolio first. It went
well. My mom liked it a lot.

E My presentation was very good. My performance Accomplishment
was very good. Five second grade, five third grade.
Our teacher was there, too. She also liked it.

CT | What is it?

C Last Wednesday before the school finishes.

E2 | Itis presenting what we have done. Accomplishment

E Portfolio Day is finish the year and mom and dad Communication
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come and we tell our portfolio and describe.

CT | Who participated?

A | Grade three

M | My dad

E2 | Mothers and fathers

Z | My mom and my little brothers.

CT | Why did you do it?

D In order to compare second and third grade. So that they | Show
can see the improvement. improvement

C | They don’t know what we do. It is for them to see it. Communication:

To make
learning more
transparent

CT | How did you prepare for it?

D | We organized our files, we picked the work, we Presentation
rehearsed, we presented to our friends, we worked hard. | Effort

E | Wecleared our portfolio, chose 5 work. We Choice
practiced.

CT | How do you feel about your experience?

M | I have observed that | had improved a lot since second | Reflection
grade. We don’t have difficulty with those pieces of Self-assessment
work that we had difficulty with last year. Improvement

E In second grade we are saying ‘the ball’, in third Improvement
grade we are autobiograhies, poems, etc.

CT | What if anything did you learn from the experience?

E2 | I have learnt presenting something, talking about
something and introducing ourselves.

E We have learnt so many things all year long. We Reflection
learn more things every year. Accomplishment

CT | Would you want to do it again? (Why? /Why not?)

E Yes, | would like to. Because this time | would like to
use my time more efficiently. I could not finish
everything.

D | I'wouldn’t want to. | used my time efficiently, | finished | Self-assessment
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everything.

X | Yes. I would like to use my time more efficiently. | Self-assessment
could not finish the Turkish part.

E I did not have time for the English part. Self-assessment

M | Yes. | again the presentation because it is very Enjoyment
funny.

D | Yes, | would want to because | would like to see the Self-reflection
improvements | will make next year. Improvement

CT | Isthere anything else you would like to share?

A I have learnt that in order to do something well, we Effort

need to work hard.
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E. PEER CHECK

A sample preliminary coding of the initial interview with T9 (Date of Interview

: February 2010: Duration of Interview : 19:54)

R As you know, I am conducting research for my doctoral
thesis on the implementation of alternative assessment
in the young learner classroom. As someone who
teaches young learners, you are in an invaluable
position to describe your own experiences with young
learners and alternative assessment. And that is what
this experience is about: your experiences with young
learners and alternative assessment and your thoughts
about these experiences.

The answers from this interview, as well as the other
interviews, are an important part of my research.
Neither your name nor the name of other teachers, nor
that of the school or of any of the students will be
mentioned in my work. As we go through the
interview, if you have any questions, please feel free to
ask. I’d like to record what you say so that my
information is accurate. If at any time you would like to
stop the recording, all you have to do is press the button
on the microphone and the recording will stop. Or if
there is anything you do not want to answer, just say so.
Are there any questions before we begin?

R Then let me thank you again in advance for your time
and insight. Okay, let’s begin. So | wanted to start with
just a little background information. What grade level
are you teaching?

T9 | First grade, seven year old students.

R So suppose | was in your classroom during a typical
lesson, if there is such a thing as a typical lesson, what
might | see happening? What are you doing? What are
the students doing?

T9 | Well we have our daily routines. We start with the day
of the week and then the weather and then write the
date on the board and of course before all of them we
take the attendance. And then you know like maybe
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doing some vocabulary presentation and a project or
an activity to follow it or maybe some PYP topic.

What does the physical environment of the classroom
look like?

T9

There are five tables in the classroom and like each
table has four or five students so it is more like a group
seating plan.

Okay, thank you. So could you tell me a little bit about
what types of materials you use in the classroom?
Coursebook, extra material, anything?

T9

Well, our coursebook is more like a pile of reading
texts, which is called Cornerstone and we have readers.
Also we have a picture dictionary that we use in the
classroom too for like students when they have to look
for a word. And the other is all teacher prepared
materials, more like project based or activity based
materials.

Okay. Could you tell me if there is an assessment
component during the lesson what might that look like?
How do you check that the students are learning what
you want them to learn?

T9

It is usually done through teacher observation and |
walk around the class and see how students are doing
and also the final version of their project, worksheet or
whatever they are doing shows the teacher how much
they have learned or haven’t. Usually through
observation and looking at their work.

Assessment
through in-class
observation

Can you tell me a little bit more how you assess your
students?

T9

Well, um.

So you mentioned during class by teacher observation,
by checking their work.

T9

And, also after each PYP unit we have it is more like
vocabulary testing the students circle the word that they
hear among the three pictures of words and also
sometimes they do presentations, short presentations
about the topic we are working on but there isn’t a

Vocab testing
Short
presentation
Not systematic
No rubric
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systematic way, well there isn’t a rubric to evaluate
their presentations. | don’t know like.

R That is great, thank you. Just generally speaking, |
mean | don’t know throughout the interview I might
repeat myself a little bit | just want to give you a chance
to share as much information as you feel comfortable
with, could you explain how you view assessment,
generally speaking?
T9 | Well, how I view assessment, well it is a great tool to (referring to
see how much students have learned, how much you traditional
have achieved your goals and also it gives you the assessment)
opportunity to go back and review and it is very helpful | Check if they
for reflection, but also I think like limiting it to one have learned
class period, like regular tests here, limiting it to forty Review
minutes and also putting some pressures and stress on Reflection
students, are the disadvantages of testing. Students But stressful and
should be more free and should the assessment should | should be
take place in the regular on-going lesson. limited.
(referring to alt.
Ass.)
Free
A part of regular
classes
R So back tracking a little bit, can tell me how planning
works at your level? For example, I think there is a new
curriculum, so how do you make sure that the
curriculum is put into action in the classroom?
T9 | We prepare CIPs. And with our partner, | mean the PYP lines-
teacher we share the level with, we plan accordingly, guideliness
also taking the PYP lines of inquiry into consideration | CIPs with a
and the items in the curriculum we plan our CIPS partner (6 week
which is like every six weeks. | mean six weeks of six | plans-6 units)
units. We also try to cover all the objectives mentioned
in the curriculum and also try to match and cover all the
lines of inquiry in the PYP unit.
R Okay. So with the objectives how do you or do you
measure or decide that they have been met?
T9 | Again through observation, teacher observation you can | Observing st.
say and through the students” work. Workd to check
learning
R So how do you plan the development of materials at

your level? You mentioned that you use quite a bit of
teacher-made materials in class.
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T9 | We share the workload. We prepare with our partner. | | Partnership
mean | am not quite clear about what you are.

R The question. For example, the materials that are used
in class how do you decide that those are the materials
that you want to use.

T9 | So with the person we share the grade level with we Partnership in
discuss what we need and then we decide if we need to | planning
prepare it or use the ones that are already prepared for.

R So according to your needs, objectives.

T9 | Yeasure. Obijectives-

materials

R What about your assessments, how are they planned?

You mentioned some of the assessments that you used.
For example, vocabulary.

T9 | Again through looking at our objectives and again those | Teacher

tests are prepared by those teachers, teaching that level. | prepared tests
for assessing
vocab
Team work/
partnership

R Thank you. Okay, what type of alternative assessments
have you used in your classroom? | believe you are
using portfolios for example.

T9 | Yes, well portfolios and also they pick to choose their | Portfolios &
own work they put in their portfolios and they also have | student choice
a work tag that is attached to their piece of work that & work tag
they have chosen. And, other than portfolio what else
do we use? I don’t think we use anything other than
portfolios.

R Okay, could you share some of the experiences you’ve
had with portfolios perhaps positive, negative?

T9 | Well, positive I think when we have that portfolio Pos. of port.

period, that portfolio lesson they get all their work back
from that PYP unit, or that six weeks so they have a
chance to look at what they’ve done and also remember
the things that were covered during the lessons and then
they choose their own work which makes them be kind
of be more, how can | say like, more reflective about
their own work because they also have to mention
(work tag) why they like their work and why they have

Portfolio period
Overview of 6
weeks

Review &
reflect (self-
assessment-
choosing &
reflecting using
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chosen that work and also they have to think if they
were to do that work again, how they would change it.
What kind of changes would they make to make it
better so it also gives them an opportunity to think back
and reflect on their work and also with portfolios, of
course we have some difficulties, especially with first
grades because in the beginning of the year they can’t
read and write so we have to send the work tags home
for the parent to complete for their child or sometimes
we have to help them a lot with writing. But, second

semester is usually easier when they can read and write.

the work tag)

Down sides:
First semester-
do not know
reading &
writing

Lots of parent &
teacher support
needed

R Thank you. So imagine if you were asked by a new
teacher for some advice about assessment, alternative
assessment, what would you say? You know perhaps
they would want to know what you have found useful
or not so useful.

T9 | Well, actually the advice would depend on which grade | Level
level they were going to work with or why you know Objectives
they were thinking of doing an alternative assessment. | Down side
It depends on the students’ needs and the teacher’s (difficulty of
objectives, but you know for the grade level I am peer & self
teaching it is quite difficult to do things like peer- assessment-age-
assessment or self-assessment because they are quite simplistic
young to do things like that. They are either like say comments)
everything is good or like no this is not that good.
Things like the portfolio or like the teacher observation | A good record
is so important. Portfolios work really good with that of learning &
age. And also at the end of the year they have sth. To take
something to take home and maybe to carry to next home&
years, the work they have. And also they can see the continuity
development, the improvement in their English level or
also their you know they handle the things, even their
drawings and handwriting, everything. It shows how
education has been useful for them.

R Thank you. Imagine that same teacher asks you what
factors can help or hinder the process of using
alternative assessments, maybe in your case portfolios
what would you say? What makes the process easier or
what makes that process more difficult?

T9 | I think I have mentioned it like writing, writing down Writing down
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the answers in the work tag is difficult. And some
students want to take their work back home. They want
to keep it which is why they don’t want to pick their
best work and to put in the portfolio. But, still with
some teacher guidance and help they get to choose their
best work. And, also maybe in portfolio it doesn’t
always have to be their best work. They can also
choose the work they didn’t like and they can also
reflect on why they didn’t like that work and how they
could improve it. And you know sometimes when you
send the portfolios home it may be difficult to get them
back because sometimes students, sometimes parents
forget to send it back to school. Or sometimes they they
were supposed to keep it at home. But, once they get to
the routine of portfolio work everything becomes
easier.

the answers in
the work tag.
Sts not choosing
the best for port
because they
want to take it
home®
Forgetting to
bring it back
Guidance is
important

Avre there any types of alternative assessments you
would like to use but haven’t for some reason?

T9

Well, yes self-assessment would be something | would
like to use, but maybe with this age group it could be
one column of self-assessment which has another
column that has another column of teacher assessment
on the side so they can see if their answers match with
what the teacher thinks or if it doesn’t and maybe after
a couple of times of doing it maybe they can get a more
like concrete, a more objective assessment, self,
assessing themselves.

Self-assessment
tool

So if that is something you would like to do, is there a
reason why you haven’t done it or just ?

T9

I don’t know I feel like they’ll just say, “It was good.”
or “It was really good.” Or if it was not writing but
circling something, like 1, 2, 3, 4, 5, | feel like they
would just circle five all the time. Or sometimes there
are students who are not confident enough so maybe
they would be harsh on themselves and say no, it
wasn’t good where the teacher would think that it was a
good job. So I am not quite sure if they would be
realistic and objective enough to do that.

Self assessment
concerns
Overrating
Underestimating
Realistic &
objective self-
assessment

So from you experiences as a teacher how do you think
students respond to using alternative assessments? Like
in your case, portfolios, how do you think they respond
to that?
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T9

Students love having a portfolio. And also they like to
choose their own work when they have that opportunity
when it is their work and they pick their best work. And
also I mean sometimes they want to fill in the second
part of the work tag which is like which expects them
to be reflective and change it they probably say, “I like
itas itis. I wouldn’t change it.” But, in that case we try
to encourage them to come up with an answer and
explain them there is always a way to make it even
better. So, but now they have started to come up with
an answer and they have started to come up with great
answers now so | think that part was quite challenging
at the beginning of the year, but students are getting
used to it.

Sts love it
Learning to
answer the 2"
question

Good. So generally speaking, what are the main
obstacles of assessing young learners in English? What
do you find the most challenging?

T9

Well, like they can easily be demotivated when they
have a bad remark or when they have an assessment
with a bad grade, like a low grade. | think like
balancing it, like doing it without demotivating them.
Or like also helping them to carry out their good work.
When they feel like okay everything is great sometimes
they feel like I know everything, | don’t need to try
hard anymore, kind of like. Keeping that balance is
difficult. 1 don’t know like, 1 think that is the only
difficulty, I think.

Giving feedback
that motivates
them

Is there anything else you would like to mention?

T9

No

Okay, so if you don’t mind I would like to conclude our
interview by gathering just a little bit more information
about your teaching background. How long have you
been teaching?

Ten years

Has all of that time been at this school?

Yes

What grade levels or age groups have you worked
with?

T9

I’ve worked with almost grade levels from kindergarten
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grade ever. Other than that all the grades.

R Okay, great. Thank you.

T9 | You are welcome.

A sample summative interview with T6 (Date of Interview : June 2010: Duration

of Interview : 9:33)

I would like to thank you again for participating in my
research this semester. I know how busy you are so |
greatly appreciate that you have been willing to share
your experiences, your classroom and your time with
me. This interview will be brief. It will be our last
interview until I have finished processing my data at
which time I might ask you to share your opinions with
me again if you are interested and willing.

As you know, the answers from this interview, as well
as the other interviews, are an important part of my
research. Neither your name nor the name of other
teachers, nor that of the school or of any of the students
will be mentioned in my work. As we go through the
interview, if you have any questions, please feel free to
ask. I’d like to record this interview as well so that my
information is accurate. If at any time you would like to
stop the recording, all you have to do is slide this button
on the microphone and the recording will stop. If there
IS anything you do not want to answer, just say so. The
purpose of this interview is to gather any additional
insights you might like to share about the
implementation of alternative assessment and young
learners. Are there any questions before we begin?

T6

No

Thank you again. Shall we start?

T6

Sure

If you reflect back on the last semester what factors
have you found had an impact on the classroom
implementation of alternative assessment?
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T6

Hmm

You can take some time to think, if you like.

T6

I think first off some of the biggest factors were, |
would have to say, especially in second grades where |
worked with small groups and wrote teacher notes
about the students, sometimes the lesson plans
themselves didn’t always gear themselves toward small
groups so | think that impeded the consistency of
implementing it. And it was difficult to do because you
need two teacher to take out small groups and
sometimes there would be scheduling conflicts, last
minute changes in the schedule, so we could have
planned activities that were good for small groups but
sometimes other things happened outside of that. And |
would say also that for teacher notes, especially when |
worked with the students it depended on a lot on how
they were feeling that day, especially because it was not
as consistent as | would have liked it. It was sometimes
hard to tell if they were struggling with something or if
it was just a bad day. So I think in general the timetable
was the biggest impediment.

Context limitations?
Timetable
Managing group work

Thank you. Were there any factors that had a positive
impact?

T6

Like I said having two teachers in the classroom, when
it did work, when | was able to take out a small group
made it much better I think for the assessment because
you just work with a smaller group of kids and you get
a better idea because they interact more with the
materials and the lesson and you could a much better
idea. So yea, having two teachers in the classroom.
Also when | worked with Vanesa in kindergarten
having two teachers there to work on portfolios allows
you to spend more time listening to the kids.

Positive
Working with a
partner

Thank you. Thinking back over the last semester how
would you describe the role of alternative asessment in
the instructional process? If it had a role.

T6

In giving instructions? Or in the act of teaching?

Yea, in the act of teaching.

T6

I would say that it was useful in the sense that you got
to know your students a lot better and I found that |

Positive on teaching
Getting to know your
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learned much more about my students from alternative
assessment than from a spelling test or a unit test and
that allowed me to have better interactions with them
when | was teaching. Because you often got a sense of,
for example with portfolios, what kind of activities they
liked and what kind of activities they found satisfying
or challenging. You could use that to sort of change
your materials as you go or maybe make last minute
changes that you would otherwise wouldn’t have made
without the alternative assessment. | think the biggest
thing is that you get to know your students a lot more.
Their strengths and weaknesses.

students-strengths and
weaknesses

Great. What affect do you think alternative assessments
had or have on student learning?

T6

I think especially it made them much more reflective on
their learning and got them thinking about why are they
doing something and not just doing it for the sake of
doing it. Especially with portfolios, | found that they
become a lot more, they learn to look at themselves in a
different light than they would have before. And then
with the other assessment that | did, the teacher notes, |
think that the activity that lead to the assessment,
basically me taking out a small group of kids was really
positive for student learning because they saw that a
teacher was taking an interest in them and then in the
following lesson when | didn’t take them out they
seemed to look to me more and they wanted to interact
with me more and felt much more comfortable asking
questions so | think it improves student to teacher
relations and | think it makes students feel more
comfortable in the classroom and more comfortable
expressing their problems with the work.

Student learning
Reflective

Esp the small group
activity

Improving st-te
relationship

Sts feeling more
comfortable

Good. In what ways would you say that alternative
assessment is in alignement with the instructional
process, curriculum implementation, planning,
materials?

T6

I think that it is very much inline with the what is it
described as, the instructional process, | think it is very
much in line with that because, you, as you plan,
especially with the curriculum we are doing the PYP
curriculum, I think that you are doing it from a more
content based approach so you can’t necessarily test
them on grammar or anything like that. So to me it is
just one more thing to add into the process, like it’s you
want to figure out if they are actually learning what you
are teaching them so it is something that since | started

Consistent with PTP-
focus on the learning
process
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planning this year it is something that has always been
added into the process. So yea.

Would you say there are ways that it is not in alignment
with the instructional process?

T6

I mean | think it is very easy to avoid it, like, if you are
not thinking about it, especially with younger learners it
is much easier to say okay | will make a big test at the
end of the course. So | think for me if | had not been
aware of it at the beginning of the year, because this is
the first environment | am really teaching in, if I hadn’t
been aware of it in the beginning of the year, I could
have easily not implemented it. It is one of those things
that if you are aware of it and know how to do it you
could easily fit it in. It makes you think a little bit more
while you are planning, but in the end it makes your
plans a lot better. But if you are not thinking about you
can easily sort of ignore it. Because not including it in
the process is not a hindrance, | would say.

Thank you. Again, thinking back over the last semester
how do you think students have reacted to their
experiences with alternative assessment? | think you
mentioned this, but if you have anything else to say.

T6

Yea. | just think they have reacted mostly positively.
Some students of course are lazy as always and they
don’t want to take the time to be reflective or don’t,
don’t appreciate more one on one attention of the
teacher, but overall 1 would say the majority of students
have had a very positive reaction because they love
having someone taking more of an interest in them. |
think at the end of the day alternative assessment forces
us to take more interest in our students and to get to
know them better and they become less a number on a
page and more of an actual little human being. So |
think at the end of the day they very much like that.

Most sts are happy
feeling that they are
cared for

Is there anything else you would like to add?

T6

No, | guess that is it.

Okay, thank you very much.

T6

You are welcome.
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Initial coding from the student focus group

Translated Focus Group Interview with Grade 3, June 2010, conducted by
class teacher (CT), attended by Lynn B. Cetin and volunteer recorder and

translator
Original answers given in English are presented in bold.

CT | Today we are going to ask you some questions about
Portfolio Day. The questions will be in Turkish and you
can answer in Turkish, if you like.

Can you please tell me about Portfolio Day?

A | It went well. We chose five pieces of second grade work | Positive
and give third grade work. We presented it. Then, we choosing
talked about what we chose for English and why we and
chose it. presenting

E My mom and dad came. | tell my activities. What we Positive
would change. Choose five work. “Very good portfolio | parents
presentation” said mom and dad. came and

liked it.
Choosing
and
presenting.

K | Portfolio day is very good. My portfolio is very good. | Positive.
presented it to my parents. | did not have enough time to | Parents.
present all of it. | remember the questions, | answered Presenting.
them.

D I was nervous first but then | was fine. It was really Positive.
good. I presented my English portfolio first. It went well. | Parents
My mom liked it a lot. liked it.

E My presentation was very good. My performance was Positive.
very good. Five second grade, five third grade. Our Other
teacher was there, too. She also liked it. grades and

teacher
came.

CT | What is it?

C Last Wednesday before the school finishes.

E2 | Itis presenting what we have done. Presenting.

E Portfolio Day is finish the year and mom and dad come | Parents.
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and we tell our portfolio and describe. Describing.
CT | Who participated?
A | Grade three
M | My dad
E2 | Mothers and fathers
Z | My mom and my little brothers.
CT | Why did you do it?
D In order to compare second and third grade. So that they | To see our
can see the improvement. progress
C | They don’t know what we do. It is for them to see it. Sharing
with others
CT | How did you prepare for it?
D | We organized our files, we picked the work, we Organizing,
rehearsed, we presented to our friends, we worked hard. | choosing,
rehearsing,
presenting,
hard work
E We cleared our portfolio, chose 5 work. We practiced. Organizing,
choosing,
practice.
CT | How do you feel about your experience?
M | | have observed that | had improved a lot since second progress
grade. We don’t have difficulty with those pieces of
work that we had difficulty with last year.
E In second grade we are saying ‘the ball’, in third grade progress
we are autobiograhies, poems, etc.
CT | What if anything did you learn from the experience?
E2 | I have learnt presenting something, talking about Presenting
something and introducing ourselves. &
introducing
oneself
E We have learnt so many things all year long. We learn Overview
more things every year. of the year
CT | Would you want to do it again? (Why? /Why not?) ?
E Yes, | would like to. Because this time | would like to

use my time more efficiently. | could not finish
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everything.

D I wouldn’t want to. | used my time efficiently, | finished
everything.

X | Yes. I would like to use my time more efficiently. |
could not finish the Turkish part.

I did not have time for the English part.

Yes. | again the presentation because it is very funny.
Yes, | would want to because | would like to see the
improvements | will make next year.

CT | Isthere anything else you would like to share?

olz|m

A | I have learnt that in order to do something well, we need
to work hard.

If I was analyzing this data as an independent researcher, 1’d have created categories
using the what I had highlighted in the box. Then, I’d eliminate the themes that are
nor recurrent.

Benefits of Alternative Assessment

Process-focused

e Fair

e Varied

e Shows learning

e Shows interaction between thinking and learning

Student-focused
e Emphasizes the student as an individual
e Encourages active learners

e Encourages autonomous learners

Learning-focused
e Suitable for differentiated learning
o Clarifies expectations

e Provides feedback for teaching
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TURKISH SUMMARY

GIRIS

Bu c¢alismanin amaci kiiciik yastaki 6grenci siniflarinda alternatif degerlendirme
uygulamalarini kesfetmek ve daha iyi bir anlayis gelistirmektir. Bu genis kapsamli
ve nitelikli ¢alisma, Ogrencilerin bakis acis1 ve egitim siirecinde alternatif
degerlendirmenin etkilerinin yanisira 6gretmenlerin uygulamalarina ve inaniglarina
odaklanmaktadir. Vaka ¢alismalar1 dokuz farkli Ingilizce 6gretmeninin ve onlarin
birinci, ikinci, iiglincii, dordiincii ve besinci smniflarinda alti aylik bir siirede
alternatif degerlendirme uygulamalari, stratejileri ve araglar1 lizerine uygulanmistir.
Veriler goriigmeler, ders gozlemleri ve ilgili belgeler yoluyla toplanmistir. Bulgular
Ogretmenlerin alternatif degerlendirme metotlarint degisen devamliliklarla ve
verimliliklerle kullandiklarin gdstermistir. Ogretmenler, alternatif degerlendirmenin
O0grenmeyi, diisiinme ve 08renme arasindaki etkilesimi gosterdigine, d6grenciyi bir
birey olarak vurguladigina ve aktif ve bagimsiz Ogrenciler olma ydniinde
cesaretlendirdigine inanmaktadirlar. Ayrica farklilastinnlmis Ogrenmeyi tesvik
ettigine, beklentileri netlestirdigine ve Ogrencileri ve 6gretmenleri motive ettigine
inanmaktadirlar. Ogretmenler, alternatif degerlendirmenin 6grenme siirecinde ve
sonuglarinda ve ayni zamanda Ogrencilerin duyussal ve biligsel gelisimlerinde
olumlu etkisi olduguna inaniyorlar. Altt simmif uygulamasi etmenleri, alternatif
degerlendirmenin sinifta kullanimina etki etmek {izere belirlenmistir: dil yetenegi,

kavramsal zeka, planlama, siire, egitim ve siif ortami.

Yapilan arastirmalarda, kiiciik yastaki 6grencilerin egitiminde “Onemli yeniliklerle
birlikte bazi temel konularda seffaflik eksikligi oldugu goriilmektedir” (Rea-
Dickens, 2000 p. 245). Cocuk egitimi tizerine yapilan ¢alismalar yeni bir uygulama
degildir, buna ragmen, son on yilda Ingilizce derslerinde gerek devlet sisteminde
gerekse de ozel dil okullarinda 6nemli Olgiide gelismeler olmustur (Cameron,
2001b). Cameron bu iddasinda yanliz degildir. Soyle ki, son zamanlarda ki artan
ilgi, metodoloji kitap yayinlarinin artmasina olanak saglamistir. Fakat teorik ve

arastirma konularinda buna paralel bir tartisma gelistirilmesi konusunda biiyiik
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Olciide eksiklikler vardir. Alternatif yaklagimlar da aragtirmalar i¢inde buna benzer
diistinceler belirtmektedir. Tsagari’nin ileri siirdiigii yaklasim ise “Alternatif
degerlendirme  yaklagimlarinin  aslinda  simifta  etkilesim  iginde nasil
gerceklestirildigini ve bu ¢alismaya uygun kuram ve arastirma yontemlerinin bu
oldukga karmasik ve dinamik dgretme-0grenme arayiizii degerlendirmesi ile pozitif
etkilerinin oldugu gibi kesin bir sonuca varmadan nasil gelistirecegimizi‘
o0grenmemiz gerektigidir (Tsagari, 2004, p. 14). Rea-Dickens (2000a), Cameron
(2001b), and Mckay (2005) ise daha amprik bir arastirmayr savunmaktadir.
Savunmacilar, sinif 6gretmenlerinin ayn1 zamanda etkili bir alternatif degerlendirme
yontemi Ogrenmeye ¢alistiklarini belirtmektedirler.  Bu ¢alismada bulunan
sonuglara gore de arastirmacilarin kiiclik yastaki 6grenci smiflarindaki alternatif
degerlendirme uygulamalarina daha fazla anlayis eklemeyi planladiklar1 sonucuna

varilmaktadir.

CALISMANIN AMACI

Bu calismanin amaci, kiigiik yastaki 6grenci siiflarinda alternatif degerlendirme
uygulamalarin1  kesfetmek ve boylece kiiciik 0Ogrenci siniflarinda alternatif
degerlendirme alaninda daha iyi bir anlayis gelistirmektir. Vaka calismalar1 dokuz
farkli Ingilizce dil Ogretmeni iizerinde gerceklestirilmistir. Onlarin alternatif
degerlendirme stratejileri ve aracglari, 6gretmenler ve 6grencilerin sinif ortamlarinda
derinlemesine bir ¢aligmaya olanak saglamak i¢in alti aylik bir donem icinde ve
onlarin birinci ikinci iigiincii dordiincii ve besinci smf Ingilizce derslerinde
incelenmistir. Bu calisma hem oOgretmenlerin c¢aligmalar1 ve inanglari, hem de
Ogrencilerin tepkisi iizerine odaklanmaktadir. Buna ek olarak, 6gretim siirecinde

alternatif degerlendirmenin rolu de analiz edilecektir.

ILGILI CALISMALAR

Daha iyi bir alternatif degerlendirme ve kiigiik yastaki 6grencilerin ilgili olduklari
konular1 anlamak amactyla, uluslararasi ve ulusal baglamda temsil edilen ampirik

bir arastirma ve inceleme secilmis, sunulmustur.
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Rea-Dickens ve Gardner (2000) ilkogretim okulunda bigcimlendirici degerlendirme
niteligi Uizerine vaka galismas1 yapmustir. Bu ¢alisma, Ingilizce dili 6grenenlerin
dil destegi icin 6zel dikkat ile, dokuz sehiri¢i okul igin yapilmistir. Arastirmaci
Ogrencilere su sorular1 sormaktadir:

1. Yerinde degerlendirme prosediirlerinin aralig1 ve alinan degeri nedir? Ne
icindir? Nelerden etkilenir?

2. Bu profesyoneller hangi konularda 6grencilerin EAL ile dil destegi ile birlikte
hem dil gelisimi ve basar1 puanlari, hemde &grencilerin  kendi
degerlendirmelerindeki algisindan sorumludurlar?

3. Degerlendirme, mifredat, karar verme ve dil sinifi pratik 6grenme destekleri

de dahil degerlendirme strecinin farkli gosterimleri nelerdir?

Sonugta dgretmenler bigimlendirme ve son degerlendirme arasindaki farkliliklarin
gorindukleri gibi kesin cizgilerle belirlenmemis oldugunu idda ediyorlar. Ayrica,
siif tabanl degerlendirme ile ilgili olarak da glvenilirlik ve gegerlilik arasindaki

etkilesimin karmasik oldugunu séylemektedirler.

Gatullow (2000)’in italya'da sundugu bir vaka calismasinda ELT 6gretimi yapilan
birinci smif dizeyinde bigimlendirici degerlendirme Uzerinde duruluyor. Ilgili
yazarin temel amact;

1) Arastirmacilar igin

a) EFL Ogretmenleri tarafindan ilkdgretim okullariin son yillarda nasil
tanimlandigini ve degerlendirildigini (6rnegin 8-10 yas arasi ¢ocuklar)

b) bicimlendirici degerlendirmenin farkli boyutlarini;

¢) bigimlendirici degerlendirmenin 'iyi uygulama' bazli 6rneklerini

betimlemektir.

2) Ogretmenler icin

a) bilgi toplama yontemleri, geri bildirim saglanmasi ve sonuglarmin kullanimi
acisindan bigimlendirme ve son degerlendirme arasindaki farklarin

b) bigimlendirici degerlendirmenin farkli boyutlarinin

c) sinifta, hem ortik ve hem de agik 6lclide degerlendirme eylem yelpazesinin

d) bicimlendirici sinif degerlendirme igin gelistirilmis stratejilerin olas1 gelisimi
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i¢in bir firsat olusunun

altin1 ¢izmektir.

Calismanin baslangici sirasinda, analiz verileri, bazi bigimlendirici degerlendirme
eylemlerinin digerlerine gore daha sik oldugunu gostermis, diizeltme ve yargilar
sorgulanmigtir. Sire¢ izlenmesi ve Urlin inceleme sorgulamasinda, daha faydali
oldugu distiniilen dstbilissel yontem sik olarak kullanilan bir yontem degildi.
Ogretmenler daha fazla yararli olacagmi diisiindiikleri  bicimlendirici
degerlendirmeyi bu bilingle gelistirmislerdi. Ogretmenler de dgrencilerine kars agik
bir tutumun 6nemini ve bir ¢alismalarinin yeni bir anlayis gelistirmek amaci ile

meslektas-6gretmen gozlemlerine dayanmasi gerekliligini anlamis oldular.

Yuruttlen galismalar Turk Milli Egitim igerigi gergevesinde ydritilmektedir. Cimer
ve Timugin (2008) bigimlendirici degerlendirme algilar1 ve ilkokul Ingilizce
ogretmenlerinin aliskanliklar1 (izerine Trabzon ilinde bir vaka ¢alismasi yirtti. Bu
calismada 200 katilimcr Ingilizce dgretmeninin ¢alismasi vardi. Arastirmacilar, bu
calisgma sonucunda Ogretmenlerin bigimlendirici degerlendirme amaciyla gesitli
performans gorevlerini uygulamalar1 gerektigi sonucuna varmislardir. Ogretmenler
kendilerine gilivenen kisilerdir ve farkli degerlendirme metodlar1 uygulamada
basarili olmalarina ragmen, teori ve terminoloji iligkileri gelistirme konusunda
gelisme gostermeye ihtiyaclari oldugu goriilmektedir. Bu galismada 6gretmenler
icin hizmetici egitim uygulamasina gegilmesinin faydali olacagi sonucuna varildi.
Cimer ve Timugin’in gozlemlerine gdre son zamanlarda egitimini tamamlayan
ogretmenlerin daha bigimlendirici degerlendirme tekniklerine asina oldugu sonucu
ortaya ¢ikmustir. {lgili arastirmacilar gretmen egitimi icin bunun olumlu bir isaret

oldugunu diistiinmektedirler.

Yeni ilkogretim mufredat uygulamasi sonrast yenilenen bir yapilandirmaya dayali
degisikliklere = odaklanan bu ¢alismalarin  ¢ogu  2004-2005  yillarinda
gerceklestirilmistir.  Ozdemir (2009) Turkiye'de yeni uygulanmaya baslanan

ilkogretim programinda, 6l¢me ve degerlendirme sirecinde, simif Ggretmenleri
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tarafindan karsilagilan sorunlar ftizerinde durmustur. Calismaya Kirikkale il
merkezinde goérev yapan 21 farkli okuldan 287 sinif 6gretmeni katilmistir. Ilgili
veriler tarama modelinin bir kullanimi yoluyla agiklayici yontem kullanilarak
toplanmigtir. Likert tipi Olgek, siif Ogretmenleri tarafindan yasanan sorunlart
belirlemek igin kullanilmistir. Alt1 faktor analizine dayanarak, 25 maddelik yap1
ortaya ¢ikmustir. Olgegin bahsedilen alti faktorli alternatif 6lgme-degerlendirme
araglari, zaman, ¢evre, dgrenci, veli ve denetim elemanlar1 olarak belirlenmistir.
Elde edilen sonuclara gore ogretmenlerin alt faktorlerin hepsi ile ilgili olarak yeni
6lcme ve degerlendirme yontemleri hakkinda zorluklar yasadigi belirlenmistir.
Ogretmenler, en biyilk zorluk yasadiklart durumun ise zaman oldugunu
bildirmislerdir. Ayrica, simf mevcudu da disiiniilmesi gereken bir konudur.
Kalabalik siniflarda ¢alisan 6gretmenlerin (30-40 6grenci ve 40-50 6grenci) daha
fazla sorun yasadigi belirlenmistir. Bu ¢alismanin sonucunda, Oneriler, 6lgme ve
degerlendirme, hizmet igi egitim ve bu alanlarda 6gretmenlerin degerlendirilmesinin
devami kapsaminda, 6gretmenlerin giiglii ve zayif yonlerini belirlemek icin daha

fazla arastirma yapilmasi gerektigi belirtilmistir.

Ciftci, S. (2010) okullarda kullanilan performans gorevleri hakkinda 6gretmenlerin
goriislerini, alternatif bir degerlendirme tirl olarak, daha iyi anlayabilmek igin
arastirma yapmistir. Bu ¢alismada katilimci olan 20 siif 6gretmeni dordiincii veya
besinci sinifta egitim veren ve Konya Ili merkezinde ¢alisan kisiler idi. Bu
calismanin sonuglari, &gretmenlerin, anne-babalarin davranislari, yeterli sire,
Ogretmen orani, ekipman eksikligi, degerlendirme formlarindaki asirilik ve 6grenci
tutumlar1 nedeniyle gesitli sorunlarla kars1 karsiya oldugunu gostermistir. Boylece,
Ciftci, 6gretmenlerin yeni miifredatin 6lgme ve degerlendirme bolimi ile ilgili

sorunlarin var oldugu sonucuna varmaistir.

Gelbal ve Kelecioglu (2007), 6lcme ve degerlendirme teknikleri uygulanirken genel
olarak o6gretmenlerin karsilastiklart sorunlarin yeterlilik algilarini incelemek igin,
Ankara'nin merkez ilgelerindeki birinci siniftan altinci sinifa kadar degisik siniflarda
egitim veren 242 smnif ve brans dgretmenleri igin bir anket uyguladi. Ogretmenlerin

Olcme aletleri kullanmaya calisirken karsilastiklar1 baslica sorunlar, kalabalik
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dersikler ve tabii ki yetersiz ders sureleri idi. Sonug olarak, ilgili arastirmacilar da
Ogretmenler icin Olcim yontemlerinin kullanim1 konusunda daha fazla egitim

onermektedirler.

Birgin ve Baki (2009) 6lgme ve degerlendirme yontemleri hakkinda ilkogretim
okulu Ogretmenlerinin yeterlik algilari hakkinda sorusturma YyUrUtmistir. Bu
ornekte, Turkiye'de 15 ilden 975 rastgele secilen ilkdgretim 6gretmenleri galismaya
dahil olmustur. Bu c¢alisma, Ogretmenlerin kendi performanslari ve alternatif
degerlendirme yoOntemleri (Dergiler, listeleri, 6z / yasit degerlendirme, tutum
Olcekleri, goriisme, portfoyler ve projeler) ile yeterli algiya sahip olmadiklarin
gostermektedir. Birgin ve Baki de 6gretmenler igin hizmet ici egitim ve alternatif
degerlendirme konularinda yeterli tanitimlarin yapilmasi gerektigine ve lisans
egitimi siiresince farkli alternatif degerlendirme yontemlerini kullanmalarina firsat

verilmesi gerektigine vurgu yapmistir.

DEGERLENDIRME YONTEM VE CESITLERI

Hamp-Lyons (1992), faaliyetler arasinda ayrim oldugunu ve bizim bu yolla bilgileri
duzenleyerek kayit etmemizin daha pratik olacagini belirtmistir. Bu ilkeye baglilik,
Tsagari (2004) ilgili literatirde alternatif degerlendirme metodlari olarak asagidaki

gibi ortaya ¢ikmuistir:

o Gozlemler e Oyunlar

e Portfolyolar e Gunlukler/Dergiler
e Kendini degerlendirme e Gosterimler

e Yagitinm degerlendirme e Sergiler

e Projeler e Konferanslar

e Hikaye tekrarl anlatimi e Sesli diisiinme

e Dramatize etme e Tartigmalar
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Tsagari (2004)’da en sik kullanilan araglar soyledir:

e Kisisel alintilara dayali kayitlar e llerleme Kartlart
e Kontrol Listesi e Ogrenci Profilleri
e Derecelendirme Olgekleri e Anketler

Hamayan (1995)’de de benzer bir liste vardir. Bunun yani sira, ilgili caligma, yaygin
olarak kullanilan bir ara¢c olan populer yontem ve stoklar gibi 6rnekler ve
roportajlart da icerir. Hamada’nin belirttigi gibi ‘Hemen her sinifta, okul ya da dil
ile ilgili etkinlikler o6grenci hakkinda bilgi kaynagi olarak hizmet edebilir,
ogrencinin dil yeterliligi, 6grenme sireci, egitim veya smif etkinligi, durumunu
belirleyebilir’ (p.217)

Bu tartisma en yaygin alternatif degerlendirme araglari igin kisa bir derlemedir.

ARASTIRMA SORULARI

Bu amagla, asagidaki arastirma sorulari kiigiik yastaki 6grenci siniflarinda alternatif

degerlendirme uygulamasina rehber teskil etmek Uzere kurgulanmistir:
RQ 1. Ogretmenin alternatif degerlendirme uygulamalar1 nelerdir?
RQ la. Ogretmenler hangi tiir alternatif degerlendirme turleri uygulamaktadirlar?

RQ 1b. Alternatif degerlendirme uygulamalarini etkileyen etkenler nelerdir?

RQ2. Ogretmenlerin kiigiik yastaki dgrenci siniflarinda yapilan degerlendirmeler
hakkindaki inanislar1 nelerdir?

RQ2a. Ogretmenlerin kiiciik yastaki 6grenci simiflarinda yapilan alternatif
degerlendirmeler hakkindaki inanislar1 nelerdir?

RQ2b. Ogretmenlerin kiigiik yastaki 6grenci siniflarinda yapilan alternatif
degerlendirmelerin yararlar1 hakkindaki inaniglar1 nelerdir?

RQ2c. Ogretmenlerin kiiciik yastaki 6grenci simiflarinda yapilan alternatif

degerlendirmelerin zorluklar1 hakkindaki inanislari nelerdir?
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RQ3.0Ogrencilerin alternatif degerlendirmeler hakkindaki tepkileri nelerdir?

RQ4. Alternatif degerlendirmenin 6gretim siirecindeki rolii nedir?
RQ4a. Alternatif degerlendirme ne sekilde 6gretim siireciyle uyum iginde olabilir?
RQ4b. Alternatif degerlendirme ne sekilde 6gretim siireciyle uyumsuz bir durum

icinde olabilir?

ARASTIRMA YONTEMI

Bu calisma nitel bir durum galismasidir. Calisilan durum, okul ve derslik icindeki
gercek yasam ortaminda Ogretmenlerin belirli bir grup agisindan alternatif
degerlendirme uygulamasidir. Arastirmaci tarafindan 6grenciler, veliler, idareciler
ve 6gretmenler ile bir cok deneyim paylasilmis ve birgogu bu ¢alismada katilimci
olmuslardir. Bu ¢alismanin amaci zengin “igerikli” bir tanimlama saglamaktir. Bu
tanimlama bu ¢aligmada belirtilen olguyu aydinlatacak ve bu verilerle birden fazla
kaynaga dayali bir kuramimin gelisiminde yol gdsterici olacaktir. Goriigmeler, sinif
gozlemleri ve belgeleri ile ilgili veriler toplanmistir. Bununla birlikte cesitli

teknikler arastirmanin tasarimini gu¢lendirmek icin istihdam edilmistir.

Nirengi (licgenleme) ¢oklu yontemleri ile i¢ gecerlilik giiclendirilmistir. Nirengi
coklu yontemleri verinin farkli zamanlarda farkli kisiler ve farkli alanlarda
toplanmis olmasi olarak tamimlanmistir. Metodolojik nirengi saglanmasi igin
goriismeler, gozlemler ve belgeler Gzerinden veri toplanarak birden fazla yontem
kullanilmigtir. Bulgularin tutarliligi, farkli zamanlarda farkli insanlardan toplanan
veriler arasinda kiyaslama yaparak ve bu verilerin farkli yOntemlerle

degerlendirilmesiyle saglanmistir.

Meslektas incelemesi de gelismekte olan bulgular ile birlikte kullanilmis ve
sorunlar ve iiye kontrolleri giivenirligi saglamak igin kullanilmigtir. D1g gecerlilik ile
ilgili olarak, 6rnek bir ¢alisma protokoll de agik bir denetim izi ile birlikte

mevcuttur.
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VERIi TOPLAMA VE ANALiZ YONTEMLERI

Veriler, goriisme, gozlem, odak grup (Bolim 3.4 'de tartisilan) ve belgeler olarak
toplanmistir. Her katilimci Ogretmen ile iki ayr1 goriisme yapilmistir. Bunlar
calismanin basinda 6n goriisme ve sonunda bir 6zetleyici roportaj seklindedir. Her
ogretmen calisma boyunca alt1 ders i¢in farki zamanlarda en az i¢ kez gozlenmis,
bu derslerden odak ders olan dort tanesinde Ogretmenin birkag cesit alternatif
degerlendirme kullandigi belirlenmistir. Bu gozlemlerden 6nce, 6gretmen bir 6n
g6zlem izlenim formu doldurmus ve her bir gézlem sonrasinda ise gézlem sonrasi
izlenim formu ile ek sorularin oldugu bir form doldurmasi istenmistir. Bir sinif ise
odak grup olarak bu c¢alismaya katilmigtir. Calisma devam ederken, ¢alismaci
haftalik diizey planlama toplantilarina katilarak miimkiin oldugunda ek kisisel
goriislerini de bu arastirmaya eklemeyi uygun gormiistiir. Okul degerlendirme
politikas1, yeni Ingilizce mufredat, ders uygulamalar: planlar1 ve dgrenci galisma
ornekleri de analiz edilmistir. Arastirma sorularini aklinda birakarak, veri analizi,
bireysel vakalar1 inceleyerek ve ardindan olgular1 inceleyerek betimlenmistir. Farkli
kaynaklardan elde edilen veriler ¢alismanin i¢ gegerliligini guclendirmek icin bu

stire¢ boyunca tiggenleme ¢oklu yontemi ile elde edilmstir.

AYARLAMALAR

Arastirma sorular1 esas alindiginda, bu arastirma bireysel vakalari inceleyen ve
ardindan olgular inceleyerek betimleyen Oncl bir aragtirmadir. Farkli kaynaklardan
elde edilen veriler ¢alismanin i¢ gegerliligini glclendirmek icin veri toplama sureci

boyunca ¢oklu yontem ile elde edilmistir.

Calismada gozlemlenen okul Tirkiye'de bulunan ve anaokulundan sekizinci sinif
dizeyine kadar &grencisi bulunan 6zel bir ilkdgretim okuludur. Bu 6grencilerin
neredeyse % 100 Turk vatandasi olup, okulda yaklasik 900 6grenci bulunmaktadir.
Bu 6grencilerden %4'linden azi1 uluslararasi bir altyapidan gelmektedir. Diger bir
deyisle bir ebeveyni ya da her iki ebeveyni yabanci uyruklu olan veya evde yabanci

dil kullanan kisilerdir. Bu durum, incelenen okulun uluslararasi niifuslu bir okul
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olmamakla birlikte, uluslararasi bir egitim saglamak icin zengin bir Ingilizce
programi araciligiyla iki dilli bir 6grenme ortami olusturulmaya calisan bir okul

oldugunu vurgulamaktadir.

KATILIMCILAR

Bu kapsamda dokuz 6gretmen ve projenin gesitli asamalarinda destekgi olan iki ek
Ogretmen, calismaya katilmak i¢in goniillii olmustur. Bu dokuz 6gretmenin arasinda
bir birinci smif 6gretmeni ve ikinci siniftan besinci simifa kadar ikiser simif
ogretmeni bulunmaktadir. Ornekleme yoluyla secilen bu dokuz 6gretmen, teorik ve

pratik amaglar i¢in ¢aligmaya dahil edilmistir.

Ogrenci odak grubu, tclincti siniftaki 21 dgrenciden olusan bir siiftir. Odak grup
haziran aylarinda yapilacak her sinif diizeyi i¢in 6zel bir giin olan portféy giniinde
olusturulmus olup, bu giinde 6grenciler ders saatleri sirasinda okulda ebeveynlerine
portfoylerini sunmaktadirlar. Boyle bir giin se¢imi yapilma nedeni portfoy
gunindeki tartismalarin  6gretim slrecine dogal olarak uyum saglamasi Ve
ogrenciler hakkinda konusmak icin somut bir deneyim vermesidir. Ogretmenler

tarafindan yapilan notlandirmada ii¢ notu ortalama not olarak se¢ilmistir.

Bu calismada, arastirmaci olarak ben de, bir gdzlemci ve katilimcilarin bir is
arkadas1 olarak fiili olarak ek bir katilimc1 olarak sayilabilecegimi diisiinmekteyim.
Okulda calistigim siirede kazandigim tecriibeler bu calismaya ilham vermistir.
Benim, okuluma ve  meslektaglarima olan giivenim de bu arastirmanin
yapilabilmesine olanak saglamistir. Sonug¢ olarak, ben de okul i¢inden yararli ve

dahili bir elestirmen olarak bu ¢alismada aktif bir rol aldim.

BASLICA BULGULARIN OZETI

Arastirma Sorusu 1

Ogretmenler ¢ok cesitli amagclar igin etkinlik dereceleri degisen farkli alternatif

degerlendirme yoOntemleri ve c¢esitli araglar kullanir. Arastirmaya katilan dokuz
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ogretmen de alternatif degerlendirme yontemi olarak gozlemler, portfoyler ve kendi
kanaatlerini kullanmaktadirlar. Bagka tiir alternatif degerlendirme yontemlerinin
kullaniminin ¢ok daha sinirli oldugu anlasilmistir. Dil yetenegi, bilissel yetenek,
planlama, zaman ve egitim olarak sayilabilecek faktorlerin alternatif degerlendirme

uygulamasini etkiledigi belirlenmistir.

Arastirma Sorusu 2

Ogretmenler degerlendirmenin temel amacmin &grenme kontroliinii denetlemek
olduguna inaniyorlar. Ogretmenler ayrica degerlendirmenin 'farklt', 'devam eden’,
'etkili' ve 'motivasyon rolli' dikkate alinan bir yaklasim olduguna inanmiyorlar.
Ogretmenler, alternatif degerlendirmenin  6grenmeyi ve diisiinme ve Ogrenme
arasindaki etkilesimi gosterdigini, bir birey olarak 6grenciyi vurguladigini, etkin ve
ozerk ogrenciler olmalarini tesvik ettigini diisiinmektedirler. Bununla birlikte, bu
yontemin  farkli 6grenme bigimleri i¢in uygun, beklentilerini karsilayan ve
Ogrenciler ve ogretmenleri motive eden bir yoni oldugunu diisiinmektedirler.
Ayrica, Ogretmenler, alternatif degerlendirmenin Ogrenme tiizerinde olumlu
etkisinin oldugunu ve yeterince uygulama faktorlerini ele aldigini, alternatif
degerlendirme siireci ve sonuglarini, ve de bunun yani sira 6grencilerin duyussal ve

bilissel gelisimini gelistirdigini savunmaktadirlar.

Arastirma Sorusu 3

Cogu oOgrenci alternatif degerlendirme yontemleri uygulandiginda kendilerini
basarili, gururlu, giivenli ve mutlu hissederler. Benzer olarak 0grenciler uygulama

sonrasi kendilerini rahat, motive olmus ve de adaletle degerlendirilmis hissederler.

Arastirma Sorusu 4

Alternatif degerlendirme 6gretim strecindeki 6grenmeyi kontrol etmek icin dogal
bir role sahiptir. Ogretmenler, 6gretim ve degerlendirme sirecleri diizenlerler. Baz1
ogretmenler alternatif 6lgcme ve resmi derecelendirme etkilesimlerini sorgularlar.

Okul belgeleri alternatif degerlendirmenin tiim yonleri ile hazirlanir. Ogretmenler
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ogrenme hedeflerini kontrol etmek icin alternatif degerlendirme sonuglarini

kullanmazlar.

Ogretmen ve dgrencilerin alternatif degerlendirme hakkinda olumlu inanglar1 vardir
ve bu aynm1 zamanda degerlendirme hakkinda 6gretmenlerin genel inanglarini da

yansitir.

Gozlemler, portfoyler, 6zdegerlendirme, 6gretmen izleme, gbrev tamamlama ve
degerlendirme listeleri, bu ogretim slrecinde tiim ogretmenlerin kullandigi ve
yonetimde dulzenli bir role sahip araglardir. Diger alternatif degerlendirme

yontemleri ne sik ne de etkili bir yontem olarak kullanilmaktadirlar.

Bunun dogrudan uygulamali alt1 faktére bagli bir ¢ok olasi nedeni vardir. Bu
faktorler, dil yetenegini, biligsel yetenek, zaman, planlama, egitim ve sinif ortami
olarak adladilmaktadir. Ogrencilerin dil ve bilissel yetenek segimi alternatif
degerlendirme uygulanmalarinda kisitlayici bir faktér olarak algilaniyor olabilir.
Ogretmenlerin , dgrencilerin egitimi igin sinif i¢i ve disindaki zamanlarmin smirli
olmast ve dolayis1 ile yetersiz geribesleme de o&gretmenlerin de kararlarii
sinirlandirmaktadir. Sinif ortamiyla ilgili konular 6zellikle sinifin fiziksel kosullari
da Ogretmenlerin fikirlerini etkiler. Ancak, planlama bu konularin tiimiinde altta
yatan faktordur. Ciinkii planlama diger bes faktorii etkiler ve diger bes faktdrden
etkilenir.Uygulama faktorlerinin yanisira, dgrenme ¢iktilar, yonetim slreci ve
ogretim faaliyetleri ile malzemeler de planlama sirecinin bir parcasi olarak
vurgulanmaktadir. Ogretmenlerin etkin ve strekli plan yapmasi i¢in fazla zaman ve
egitimli olmalar1 gerekir. Egitim, gecerli ve guvenilir alternatif degerlendirme
faaliyetleri yaratmaya odaklanmali ve bu da Ogrenme sireci igine anlaml

geribildirim déngusini olusturmalidir.

UYGULAMA FAKTORLERI

Alternatif degerlendirmelerin uygulanabilirligi Gzerinde olumlu ya da olumsuz bir

etkisi olabilecek alt1 faktor belirlenmistir;
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o dil kabiliyeti

e Dbilissel kabiliyet
e zamanlama

e planlama

e egitim

e sif ortami

Kiigiik yastaki 6grencilerin 6gretmenleri, L1 ve L2 kullanim1 hakkinda tereddiit ve
tartisma yasamaktadirlar. Ogretmenler, dgrencilerine onlarm iyi bilmedikleri bir
dilde gorevlerini anlatmak ve Ust dizey diisiinme becerilerini gelistirmek gibi zor
bir durumla karst karsiyadir. Ogretmenlerin, L1 smifindaki 6grencilerle
konusmamalar1 bir meydan okuma anlamina gelebilir. Cok geng¢ yastaki
ogrencilerin gelismekte olan okuma ve yazma becerileri ile ilgili ek sorunlari vardir.
Ayrica, 6grencilerin biligsel yetenegi de dikkate alinmasi gereken bir faktordar.
Cameron (2001b) ve McKay (2006), dil ve bilissel yetenekleri gdsterme sorunlar
hakkinda acik fikirlidirler.

Katilimcilarin en yaygin endiseleri, 6gretmenlerin mucadelesi ve amaci ile ilgili
degerlendirme, uygun Kriterler ve net talimatlar gelistirmek icin planlama isletme
asamas ile ilgilidir. Bu aym1 zamanda dil ve bilissel yetenekler ile baglantilidir.
Ogretmenlerin bu tiir sorunlarla karsi karsiya kaldiginda daha fazla vakit
gecirebilmeyi ve planlamay1 6grenebilmeleri uygulamayi daha da etkin kilacaktir.
Uygulama sirasinda ortaya ¢ikan sorunlar 6gretmenler icin daha az bilgilendirici
sonuglarin ortaya c¢ikmasina neden olmaktadir. Bazi G6gretmenler de alternatif

degerlendirmenin zorluklar ile basa ¢ikmaya ¢alismaktadirlar.

Ogretmenler de siire kisitlamasi nedeniyle baski altindadir. Ogretmenlerin smif
icindeki zamanlarinin yani sira sinif disinda da zamana ihitiyaglar1 vardir. Sinif
ogretmenlerinin sinif iginde 6grencilerin ¢alismalarini kontrol etmek icin ve sinif

disinda ihtiya¢ plani igin alternatif degerlendirme faaliyetleri yaratmak adina
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zamana ihtiyaclar1 vardir. Ogretmenler, tutarli rutinleri yaratmak icin gercekgi
secimler yapmalidirlar. Ozdemir (2009) gére, zaman, egitim ve siif ortaminin ayari

Turk ilkokul sisteminde 6nemli faktorler olarak gortilmistiir.

Ogretmen ve dgrencilerin alternatif degerlendirme elde etmek igin egitim almalart
gerekmektedir. Ogrencilerin bazi alternatif gorevler alarak daha etkili ve zamana
bagli calismayr ogrenmesi gerekir. Ogretmenler de alternatif degerlendirme
uygulanmasi esnasinda, zaman zaman sinif ortaminda degerlendirmelere katilmak
zorundadirlar. Sinif profili, 6gretmen orani, siif yonetimi ve fiziksel gevre icinde

ogrenci bu faktorln bir pargasidir.

OGRENCI TEPKILERI

Alternatif degerlendirme yontemlerinde Ogrenci tepkileri biligsel faktorler ve
duygusal faktorler olarak kategorize edilir. Duygusal faktorler olumlu ve olumsuz
duygulardan olusur. Ogretmenler ve 6grenciler dgrencilerin basari, gurur, giiven ve
mutluluk duyduklarin1 farkedebildiler. Ayrica 6grencilerin verilen gorevlerde rahat
ve adaletli oldugunu gozlemlediler. Ayrica, &grencilerin motive olduklarini
hissettiler. Ogretmenlerin, dgrenciler arasinda rekabeti tespit ettigi gdzlemlendi.
Bunun yani sira 6gretmenler, baz1 6grencilerin alternatif degerlendirme gorevlerini
ciddiyetle strdirmediklerini belirttiler. Biligsel faktorler egitim yararlari ile temsil
edilmektedir. Ogretmenler 6grencilerin bireysel ilgi ve farkli sekillerde bilgi ve
gelisme gostermek icin firsat yaratmis oldugunu kaydettiler. Ogrencilerin 6grenme

tizerinde diisiinme becerisi ile aktif ve otonom 6grenciler olduklari belirlendi.

Segilen bir 6grenci grubunun portfoy giiniinti degerlendirmesine ve tartismasina izin
verildi. Sorularin amaci, 6grencilerin bu konuda ne hissetigini ve bu konudan ne
ogrendigini tepit etmekti. Ogrenci odak grubuna gore, portfoy giinii , grendiklerini
ve gelisimlerini ailelerine gostermek icin diizenlenmis bir giindiir. Ogrenciler bu

gun ile ilgili olumlu duygular i¢inde olduklarini dile getirdiler. Bizim tartismamiz
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icin ise bu durum Ogrencilerin basart duygusunu ifade edebildigini ve

yansitabildigini gostermektedir.
OGRETMEN PERSPEKTIFi

Uyum sorununa bakis agis1 gelistirirken, 6gretmenler genel temalarda tutarlilik ve
tutarsizlik konularma egilimdedirler. Ogretmenler 6grenmeyi kontrol etmek igin
ogretim slrecinde alternatif degerlendirme entegrasyonunun dogal oldugunu dile
getirdiler. Dordiincii ve besinci siniflarda egitim veren 6gretmenler, 6rgin sinavlar
ve notlandirmada alternatif degerlendirmeye bir vurgu yaptilar, séyle ki, alternatif

degerlendirmeler resmi notlandirmada dikkate alinamiyordu.

Bazi alternatif degerlendirme yontemleri ve portfoyler ve kendini yansitma gibi
araclar, 6gretim siirecinin olagan bir pargas1 oldu. Ogretmenler 6grencilerin yaptilari
bu gorevlerden yarar sagladiklarim belirtmislerdir. Ogretmenler de &grencilerin
ogrenme yetisini kontrol etme yontemi olarak gdézlem, 6gretmen izleme ve gorevin
tamamlanmasi ilkelerini kullanmiglardir. Diger alternatif degerlendirme yontemleri
ise planli olarak uygulandi ve sinifta etkin kullanimi Uzerinde bir etkiye sahip

oldugu ortaya ¢ikti.

Ogretmen Ogrenmeyi izlemek icin ders planlama kilavuzu olarak alternatif
degerlendirme kullanir. Ogretmenler ayni zamanda mifredat sonuglarinin
tamamlanmasini degerlendirirken bir bilgi kaynag: olarak alternatif degerlendirme
kullanir. Fakat, d6gretmenler, bu alanin gelismeye ihtiyaci olan bir alan oldugunu
hissetmektedirler. Bu bazen odak smif iginde planlama siirecindeki zayifliklara

baglanmaktadir.

UYGULAMALARIN GEREKLILIKLERI

Bu bolim kiigiik yastaki 6grencilerin sinifta alternatif degerlendirme uygulamalarini
gelistirmeye yonelik etkilerini isaret eder.

- Alternatif degerlendirme icin uygulanan faktérlerin (dil yetenegini,

bilissel yetenek, zaman, planlama, egitim, siif ortami) tasarimui,

islevsel (gelisim) ve yonetim asamalarinda dikkate alinmalidir.
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Amaca yonelik kararlar dil yetenegini, bilissel yetenegi, planlama,
egitim, zaman ve smif yonetimini basarili bir sekilde isaret eder ve
alternatif degerlendirme yoOntemleri ve araglart sonug almayi
gelistirecektir. Sekil 5.1’de planlama {izerine vurgu yapilarak,
uygulanan faktorler, alternatif degerlendirme yontemlerinin ve
araglarinin potansiyel vyararlar1 ile baglantili oldugunu gosterir.
Bachman (2002) ve Mckay (2006), planlama icin ¢oziim yollari
onermektedirler. Bu kilavuzlarin isaret ettikleri kii¢iik yastaki

ogrencilerin 6gretmenleriyle birlikte izlemesinin gerekliligidir.

Ogretmen, dgretmen veya 6grencinin alternatif degerlendirme gorevi
sirasinda  sorumlulugunu  yerine getirip getirmedigini  bilmek
zorundadir. Ogretmenlerin ¢ok calistign gdzlemleme ve izleme
gorevlerini kolaylikla kiigiik yastaki Ogrencilere uygulayabilirler
cunkd (L1 L2 vs kullanarak verilen egitim siireci talimatlarinda) dil
yetenegi ve bilissel yetenek ile ilgili az sayida sorun bulunmaktadir.
Ogrencilerin ¢ok calistign portfoyleme ve yasit degerlendirme
gorevleri planlama ve uygulama olarak zorlatici olmakta fakat
ogrencilerin yukseltilmis farkindaliklar1 nedeniyle daha buyuk bir

bilissel ve duygusal etki yaratabilmektedir.

Ogretmenler gorev ve amag arasinda bir uyum saglamak icin dikkatli
ve sistematik bir plan i¢inde olmalidirlar. Bu, planlamanin 6grenme
hedefleri ile degil, faaliyetleri veya alternatif degerlendirme
yontemleri ile baslamas1 gerektigi anlamina gelmektedir (Genesee
and Hamayan, 1994). Ogretmenler topladiklari bilgilerin hem giinliik
ogretim faaliyetleri igin bireysel geribildirim, hem de uzun vadeli

miufredat hedefleri olarak saglayabildiklerini bilmelidirler.

Ogretmenler tekrar1 ve gorevlerin tutarliligini basarili bir uygulama

icin diisiinmelidirler. Ogrencilerimizin okullarmi dogru mesleki bilgi
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ve becerilerini yansitan bir sekilde tamamlanmasi igin alternatif
degerlendirme gorevine asina olmalar1 gerekir. Ogrencilerin ayrica
meta-biligsel yetenekleri gelistirmekte ve benzer durumlarda tekrar
tekrar bu yeteneklerini kullanmaktadir. Ornegin, 6grencilerin
yetenekleri kendilerini yansitacak portfoylerinin sistematik kullanimi

ile zamanla diizeldi.

Bu durumda, bu o6rnek olay incelemesi c¢alismasi, alternatif
degerlendirme yontemleri ve araglar1 hakkinda goriis ve farkindaligi
arttirdr. Ogretmenlerin mesleki okuma, tartisma, egitim ve uygulama
tasarim ve operasyonel asamalarina agirlik vererek, bilgilerini

derinlestirmek igin tesvik edilmesi gerekliligi ortaya ¢ikti.

GELECEKTEKI UYGULAMALARIN GEREKLILIiKLERIi

Sonug olarak, alternatif 6lgme ve kiigiik yastaki ogrenciler ile ilgili yapilacak

gelecekteki muhtemel arastirmalar bu bélimde ele alinacaktir.

Bu oOmek olay incelemesi ¢alismasinda okuldaki alternatif
degerlendirme uygulamasinin derinlemesine bir analizi sunmaktadir.
Benzer ve farki (kamu okullarinda) tip okullarda kiiciik yastaki
Ogrenciler ic¢in alternatif degerlendirme alanlarinin genisletilmesi

gerekmektedir.

Bu c¢alismaya katilan dokuz Ogretmenin hepsi, alternatif
degerlendirmenin faydalarina inanmakta ve alternatif
degerlendirmeleri uygulamaktadir. Buna ragmen, katilimcilarin bu
alanda farkli bir arka plan bilgisi ve deneyimi oldugu goriilmistiir.
Bu katilimc1 profili, okulda uygulama i¢in mevcut durumun net bir
ornegi oldugunu teskil etmistir. Ancak, 'en iyi uygulamalar ' odakl

vaka c¢aligmalari, etkili degerli bir perspektif sunacak Ogretim
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slirecinde alternatif degerlendirme uygulamalar1 yapacak dgretmenler

Uzerinde yogunlasti.

Gelecekteki arastirmalar degerlendirme planina odaklanmali ve bu
asamalar1  kullanan  yOntemlere, Ogretmenler, degerlendirme
baglantisi, Ogretme ve Ogrenme alanlarinda gereken dikkati
vermelidirler. Bu alanda da toplanan bilgilerin 6gretim icin nasil
kullanildigi, alternatif 6lgmenin nasil planlandigi ve Ogrenme

tizerindeki etkilerinin nasil etkilendigi arastirilabilir.

Alternatif degerlendirme yoOntemleri ile ilgili veri toplanmali ve
alternatif degerlendirme araglari arastirilmalidir. Gegerlilik ve
guvenilirlik gibi farkli bir standarti temsil eden terimler de

incelenmesi gereken bir sorundur.

Aragtirmanin bir bagka 6nemli alan1 da 6gretmen egitimi ve mesleki
gelisimi ile ilgilidir. Ogretmenin algilanan yeterliligi, hizmet éncesi

ve hizmet i¢i egitim etkinligi de incelenmelidir.
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