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Abstract

This studyexploresS a u d i student teachersdé pEA.cept.
Recently, there has been a shift Saudi Arabiatowardsa constructivist approach

within educationwhich emphasises problem solving, analysis and research rather than
memorisation and repetition. Despite these changes, FA, which is best utilised in a
constructivist environment, has been overlooked. There are few studies on FA in the

Arabianregion,ath t her e are no studies about stud

Because FA is a new approach in Saudi Arabia, the researcher drew upon
traditions of action research, in tHaA was introducedby the researchend discussed
with the paricipants througout the studyA purposive samplef eleven Saudi student
teachersand their tutors participated in this stufata was collected using a variety of
instruments over a period of tim&€he process of data collection was in three stages:
before, duringandafter school placemd. Initial oneto-one sentstructured interviews
were conductedwith the student teacherbefore school placementThirty-three
observations took place during school placemenffter school placement
guestionnaire and ondo-one semistrudured interviews were conductedith the

student teachers, and interviews were also conducted with their tutors.

Although the Saudi student teachermsad beeninfluenced by summative
assessmenthe main findings showed thtdtey were enthusitis about the idea of FA
andthey recommended implementing it in Saudi schodlse findings alsoindicated
that the student teachers could learn about FA, Hraresearchdér sapproach of
connecting theory to practiglirough reflectionseemed to béelpful in developing
their knowledge about FA.The student teachers perceivéidat mixed abilities
classroms and time limitatiod both time within lessonsandthe period ofschool
placemergd affected their practice &fA. The findings alsauggestedhatin order to
avoid what they seemed to identify psoblematicFA techniquesthe student teachers

tended to focusn certain FA shtegies.
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Chapter One

Introduction

1.1Background to the study

The present study aims to explore Saudi
assessment (FA) . Because FA was not a r
teacheittraining programme, FA was introduced to them by the researcher for the
purpose of this research study. This project was conducted in three main stages: before
school placement, during school placement and after school placement. At the outset,
before school placement, the researcher introduced FA to the student teachers and
obtained their initial perceptions of FA through first interviews. Then, during school
placement, the researcher explored how the student teachers perceivedtis&ruing

their practices of FA inrSaudi schools. Finally, after school placement, the researcher
obtained the student teachersod perceptioc
interviews. It was important for the researcher to obtain these perceptions for two
reasms: to trace any changes in their perceptions and to obtdepii data about their
perceptions after their experience of implementing FA during their school placements.
This study helped to show how this group of Saudi student teachers perceivedrFA afte
practising it in Saudi schools. It also helped to show some of the challenges that student
teachers might face when applying FA in the Saudi context.

This introductory chapter will first introduce the research questions. There will
then be a brief dedption of the research strategies and techniques. After this, the
researcher will give an account of the problems which prompted her to undertake the
present study. Why a research study on !
significant, and wher the present research study contributes to past research will then

be discussed. Finally, the researcher will explain the organisation of the thesis.



1.2 Research questions
This study aims to answer the followingsearch questions:

i) What do thestudent teachers think is meant by assessment as a whole and by
formative assessment more specifically?

i) Do the student teachers think that formative assessment can help school students to
make progress?

iii) What do the student teachers do during thiiacheitraining programme in
connection with formative assessment?

iv) Do the student teachers think that their training programme is coherent and useful in
helping them to develop their professional practice of formative assessment?

v) What are the chignges that the student teachers faced when applying formative
assessment?

vi) Do the student teachers think that formative assessment should be implemented and

why?

1.3 Brief description of the research strategies and techniques
This is a study about Sdu student teachersd experienc

research study is not concerned with assessing either what teaching practices are the
most effective in Saudi classrooms or judging how well the student teachers
implemented FA. There were elevstudent teachers who participated in this research
study. The researcher wanted to conduct this study with student teachers for numerous
reasons. First, investing in student teachers in Saudi Arabia might be very practical
because 52% of the current Sapdpulation is under the age of 25 (Central Department

of Statistics & Information, 2004: 47). This contrasts with the UK, where only around
31% of the population is under 25 (Office of National Statistics, 2011: 11). With such a
high percentage of youngepple in Saudi Arabia, it would seem to be especially
beneficial to focus on training new and future teachers. Second, because this study is
focused on assessment strategies, which are relatively new practices in Saudi Arabia,
student teachers were chodmtause they are young and more likely to be open to new
ideas. As Wiliam (2007: 196) explained, it is difficult to get experienced teachers to
change their teaching habits. Because deeply engraaetinghabits take more time

to changgWiliam, 2007: D7) andbecause ofhe time limitation of this research study,
student teachers seemed to be the most appropriate choice for the present study.
Additionally, since there werme constraints and significantamount of material that



the participants werasked to consider and put into practice, student teachers from the
top percenti | e i ntraioimgerogramme veere shioderytd artidipates ¢ h
in this study. The researcher used purposive sampling becausattfaiging students
would seem tde more able to quickly understand FA in a limited period of time. Six
supervisor® either university tutors or schoolteachérsall of whom were mentors to
the selected student teachers, were also interviewed in the final stage of the research
study. Thee tutorsodé interviews were |importan
findings were juxtaposed with the studer
observations, as triangulation helps to increase reliability and validity. Moreover, the
universt y tutorsdé and schoolteachersd percerg
researcher to better understand the stud:
Several research instruments were used throughout the study to collect data and
to ensure validity. These gearch instruments were: interviews, questionnaires and
observation schedules. Eleven do®ne, faceo-face semistructured interviews were
conducted with the student teachers before their school placements. During school
placement, thirtythree observ@éons took place.After school placement, leven
guestionnaires and elevamneto-one, faceto-face semtstructured interviews were
conducted with the student teachers. Finally, another sixcoere semistructured
interviews were conducted with schoalthers and university tutors who had also
observed the student teachers implementing FA during their school placements. These
different research instruments were helpful for this study for several reasons. First, the
oneto-one semsstructured interviewsral questionnaires helped the researcher to know
more about the student teachersdéd percep
perceptions before and after their school placements. Classroom observations during
school placement helped the researcherdorcdewhat FA practices the student teachers
implemented and what challenges they faced. These observations also helped the
researcher to better understand the perceptions of the student teachers. Finadly, one
one semistructured interviews were condudte/ith some of the university tutors and
schoolteachers in order to obtain their perceptions about how the student teachers used

assessment within the classroom.

1.4 Statement of the problem
There were certain reasons that motivated the researcher toctaiis present

research study. First, while many resear
achievement (see, for example, Black and Wiliam, 2001: 13; 2006: 9; OECD, 2005a:

3



69; Sadler, 1989: 12021; Sliwka, Fushell, Gauthier & Johnson 20Q34; Wiliam,

2006; 2007: 184), and while FA has been practised in many schools around the world,
FA is still not well known in the Arabian region. This is apparent in the fact that there is

a noticeable lack of resources about FA in Arabic. Currently, aatimenassessment is
dominant in the Saudi educational system. There has been, however, a growing
awareness that this summative assessment system might be an obstacle to learning. Al
Sadan (2000) suggested that Saudi assessment system might be

describeca s a Okil |l er of pupilsbé because
focus only on one objective: how many pupils will pass? (p.
154)

More recently, Darandari and Murphy (2013) have argued that the assessment regime in
Saudi Ar abi a has negl ect e dbehagionaln yand i mp
communications skillsd (p. 63) . Pupil s |
existing summative assessment system. As these critiques of summative assessment
might suggest, an emphasis on marks can deflate the excitement asfdigayning.
There arealso other issues associated with summative assessment. Because of its
emphasis on examinations, summative assessment often puts pressure on pupils.
Moreover, summative assessment does not usually provide feedback, and this is
problematic as feedback might help learners to understand how to overcome their
difficulties. The emphasis on marks, instead of feedback, and on exams, instead of
research, has fostered a way of thinking that there is only one right answer and
textbooks are ufaterally correct. As a result of this, pupils in Saudi Arabia are often
reluctant to participate; discussions are limited and there is little group work. Outcomes
are not generally shared with pupils and-ssl§essment is not usually practised. Peer
assesment might be occasionally used, but marks are provided instead of feedback.
Other assessment strategies, such as discussion and the use of questioning to promote
understanding and thinking, are also not used very often. Thus, it might be suggested
thatt he current classroom practices i n Sa
learning, as the focus on summative assessment in Saudi Arabia places emphasis on
mar ks and passing rather than enhancing |
While FA has len considered to be effective in enhancing learning and raising
achievement, it is unrealistic to assume that what has worked in other countries, such as
the UK, will work in the Saudi context. But more specifically, FA might not be
perceived the same way Saudi Arabia as it has been perceived in other countries.

4



Therefore, obtaining Saudi student t eact
implementing FA in Saudi schools might be very useful, especially if the Saudi
Ministry of Education (MOE) dec&b to promote FA within their educational system.

1.5 The gap in research and the significance of this study
Recent research (Azi s, 2012) has dr awn

percedtrioomsdid f er ent p arDespie thd recoghiton of the | d 6
importance of focusing on perceptions, there are only a few studies regarding student
teachersé perceptions of FA, and these w
review. Of further significance for the present reséastudy, there arenly a few

studies related to FA in the Arabian region and there are not any studies focused on
Saudi student teachersd perceptions reg
significant for many reasons. Most importantly, this studyésfirst to focus on Saudi
student t eacher sle gpwing créigsm iofosnnemativef assesdment

and the more recent interest in a constructivist approach to learning in Saudi Arabia
suggests the need to explore FA. If FA is adopted byMB¥= in Saudi Arabia, this

study might be beneficial for teachteaining programmes and Saudi universities that
provide the initial teacher training. Moreover, becaedecational systems in Arabian
countries are often similar, the results of this studyhinie beneficial not merely for
policymakers in Saudi Arabia, but for educators in other Arabian countries a3 well.
research study is interested in Saudi st
might shed light on why and how FA is pera in a context currently dominated by
summative approaches to assessnigintally, most of the research questions used in

this study have not been addressed by previous studies. Thus, it can be suggested that
this research study helps to supply new kreuigk.

1.6 Organisation of the thesis
This thesis is divided into ten chapters, which will be discussed in more detail below. In

order to better understand Saudi studen
essential to first consider the context in which this research was conductext, Hen
Chapter Two describes the structure of the Saudi educational system. In particular, this
chapter is interested in assessment and its role in Saudi education. Tracing the
development of assessment in the Saudi education system, this chapter argues that

although steps haveeen taken to emphasise problsaiving and analysis, rather than



memorisation, FA has somehow been overlooked in these developments and summative
assessment remains dominant in the Saudi educational system.

This study is interesteth st udent teacher so6 Chaptercept |
Threepresents a general review of the literature relevant to this study. In this chapter,
the researcher identifies gaps and tensions in the research literature. These gaps and
tensions provided this reseh project with a clear focus on important issues in a new
context.This chapter begins by discussing what FA is and what the researcher means by
FA. What is the importance of FA? What are some critiques that have been formulated
by researchers regardifg\? What are the tensions between formative and summative
assessment? What previous studies have
teachersdé perceptions of FA? What studi e
region? Finally, because this stutyinterested in student teachers, teadtaning
programmes are considered to show that assessment and formative assessment tend to
be neglected in training programmes. The importance of relating theory to practice
through reflection in order to enhantee ac her s6 understanding
discussed. All of this will indicate the link between the research questions and the
literature; it will provide the relevant background for this study; and it will highlight
gaps and tensions in previous reshastudies.

Chapter Fourdescribes the methods used to address the research questions. It
presents information about the sampling and piloting used in this study. This chapter
also provides information about the procedure of data collection. Fingillgtification
of the research methods that were employed in this study is discussed.

Chapter Five Chapter Six, Chapter Seveamd Chapter Eight all report the
findings of the study using tables and figures. Explanations are provided to clarify the
meanng of these findings. Chapter Five divided into two parts: the purpose of the
first part is to provide a direct comparison between the findings derived from the first
interviews, which were conducted with the student teachers before their school
placemats, to the findings which were derived from the questionnaires, which were
conduded with the student teachers after their school placements. This first part of
Chapter Five focuses on the student t e
assessment aswahole and FA in particular, and whether FA should be implemented in
Saudi schools or not.

The purpose of the second part of Chapter Five is to display further findings
from the questionnaire without comparing these results to other data. This sedond par

of Chapter Five focuses on the student t



aspects. First, did the student teachers perceive that FA can help pupils to make
progress. Second, what did the student teachers perceive their -teaicieg
progamme to provide in connection with FA. Third, did the student teachers perceive
that FA was presented to them in a way that helped them to develop their professional
practice of FA. Finally, what were the challenges that the student teachers perceived
they faced when implementing FA during their school placements. All of the six
research questions were partially answered in this chapter.

Chapter Six reports the findings derived from the second interview, which was
conducted with student teachers afterrtisehool placements. Chapter Six provides in
depth data about the student t esxofhtleer s 6
research questions.

Chapter Seven focuses on analysing the data derived from classroom
observations. Of key importance ber i s t he student teachers
schools during their school placements. Data in this chapter helped to partially answer
two of the research questions: first, what do student teachers do during their initial
teacheitraining programrme in connection with FA? Second, what are the challenges
that the student teachers faced when applying FA?

Chapter Ei ght reports the findings f
focuses on the tutorsodé percepti owahesf ho
during their school placements. The results in this chapter helped to partially answer
two of the research questions: first, what do the student teachers do during their initial
teacheittraining programme in connection with FA? Second, what la@echallenges
that the student teachers faced when applying FA?

Finally, Chapter Nine and Chapter Teanmmarise the findings of the study.
Chapter Nine investigates and analyses the findings with a clear referral to the research
questions used in this sty This chapter also relates the findings to previous research
studies, some of which were also discussed in the literature review. The findings from
this research study showed that the student teachers were positive about FA and able to
learn about FA.r addition to this, they all tended to focus on certain FA strategies over
time due to the challenges that they faced.

Chapter Ten, which provides a conclusion of this research study, also discusses
methodological matters, including the limitations ofe thstudy, as well as

recommendations and directions for further research.



Chapter Two

Context of the study

2.1Introduction
This research study is broadly interested in formative assessment and how it might be
perceived in the Saudi context. While a review of the research literature helps to focus a
research study on important issues, context too can give particular insighheént
background and, through that, the importance of the topic. In Saudi Arabia, there have
been recent developments in the Saudi educational system, which have shifted the focus
to a constructivist theory of learning. Recently, there has been criticfsithneo
dominance of summative assessment, as well as more emphasis on problem solving and
research rather than traditional teaching methods, which encourage memorisation and
repetition. The recent and ongoing openness to and investment in innovation iin Saud
Arabia, and in particular the turn to constructivist approaches to learning, may suggest
that FA, which is also based upon constructivist theories of knowledge, might also be
accepted.

In order to understand both why this study is important and tle@trebanges in
the educational system, it is necessary to have some knowledge of both the history and
recent developments in Saudi Arabia. Hence, the main purpose of this chapter is to
provide a background of the educational system in Saudi Aeatdato fghlight its
relevant recent developmenistst, thegeneral background of the educational system in
Saudi Arabia, including its policies, goals and administrative bodies will be introduced.
The chapter will then focus on assessment in Saudi educatiemt idevelopments and
the dominance of summative assessment will be discussed. Finally, the chapter will
discuss teacher training in Saudi Arabia, which is relevant to this study as it focuses on

Saudi student teachers.



2.2 Brief background of Saudi Arabia

Figure 2- 1: Map of Saudi Arabia (Saudi Post, 2014)

IHS 3
£ i Sitia
‘ /
i Irag
. lasti
i A T i, [ ARAR
—_— s Jordan e, . Q
LA -
N SAKAKAO '_’ 3 e \\ Iran
[ { . N
\ ) \ W»»‘ b
% _ i é
Q

- r'-’

,.\

o HAIL
L & Y
P
\ H\ ‘-md.""\ M\’)DAH "‘w ADDAMMAM“ %% b 04 \
A in - -
Egmt \\_ \‘? %’{"’ {h_: % -
; | baer’ | ——
ALMﬁwAHAL LR ‘}- g | ‘zl :
et .

-\ KINGDOM OF SAUDI IRABIA
A \
MAKKAH M_ MUKARRA AH

1
HQ{/‘-’ i
1

1 BAl J
1 \
1 \‘:‘} t.?..-- E— —
e
BHA /

—~

¢
Oman 1 f

S 4 , 0 ;
T i, N
Suden e ‘-h N?\MD
N
1 B0 o
Erlea '_ ﬁf
L r\” -
1 i -
X:35687721  Y:24.420045 A L “’_,_'_,_'_,_|--“ @30

Saudi Arabia is an Islamic country formed in the twentieth century and located in the
Arabian Peninsula. It is the largest and most influential country in the Arabian
Peninsula. The country shares its land border with Jordan, Iraq and Kuwait from the
north, its southern border with Yemen, and its eastern with Qatar, the United Arab
Emirates (U.A.E), and Oman (Siddiqui, 1996). The official language is Arabic.
According b the Central Department of Census and Information, the total population of
Saudi Arabia was 29,195,895 million in 2010, including expatriates (Ministry of
Economy and Planning, 2010). This study was conducted in Riyadh, the capital city,
which is situatedn the centre of the country. If FA were to be promoted as part of the
classroom practices in schools in Riyadh, it might be suggested that these practices
might be exported to other cities, towns and villages across the country. Moreover, were
FA to be aopted in Saudi Arabia, it is likely that other Arabian countries in the region
would consider FA.

Organised education started in Saudi Arabia with the katateeb (schools teaching
religion and literacy), which were attended by some childrerSgklan, 2000145).
The first formal Saudi educational system was only established in 1924 when a few

primary schools for boys were founded {®&dan, 2000: 145). At this time, girls were
9



still attending the katateeb. | ion whs9 6 0 ,
established, and schools for girls were opedd¢dadaawi, 2010: )1 In 2003, theMOE
became responsible for girlsdé school s ( M
both the importance of learning and education in Saudi Arabia andltdyrgrowing
developments, which have occurred over the last eighty years.

Before discussing the development of assessment and teacher training in Saudi
Arabia, it is necessary to have an understanding of both the main governing bodies in
the Saudi edwtional system and the policies of education in Saudi Arabia. This
information is important because, as part of this study, the researcher asked the
participants if they perceived that FA should be adoptedndrad the MOEshould do
to alleviate challengethat teachers might face when implementing FA. Moreover, the
MOE and the Ministry of Higher Education are the highest authorities through which all
changes to assessment, teaching and learning are planned and approved: any future
inclusion of FA would hag to come through them. Finally, some of the challenges
which the student teachers within this study perceived as pmabte as will be
discussed in Chapterime, are explored here in order to provide an overview of the

perceived issues in the Saudi eatimnal system.

2.3 Administration of the Saudi educational system
It is important to know which administrative bodies have authority in the Saudi

educational system, as these groups control all developments, curriculums and changes.
First and foremost,deication in Saudi Arabia is supervised and managed by the MOE,
the Ministry of Higher Education, and the General Organisation for Technical
Education and Vocational Training (UNESCO & IBE, 2007: 4). There are other
establishments, which are also respomsibyr students in kindergarten, primary,
intermediate, secondary and adult education (UNESCO & IBE, 2007: 4). These are: the
Ministry of Defence and Aviation; the Presidency of the National Guard; and the
Ministry of the Interior (UNESCO & IBE, 2007: 4).0F students from both genders,
these establishments must follow the same educational system and curriculum designed
by the MOE (UNESCO & IBE, 2007: 4). The highest authority within the MOE is the
Supreme Committee for Educational Policy (UNESCO & IBE, 2@07

The Saudi MOE, which was established in 1954 (Oyaid, 2009: 18), is
responsible for both the education of males and females in general education (primary,
intermediate and secondary) and for implementing teacher training courses in teacher
colleges,special education, and adult education and literacy (Ministry of Education,
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2011; UNESCO & IBE, 2007: 4). The MOE is also in charge of planning and forming
curriculums; this includes printing books and providing educational materials. The
Saudi MOE managethe fortytwo regions across Saudi Arabia (Alshumrani, 2008:
505; Oyaid, 2009: 18). While each region has its own educational councils, the MOE is
the main source, which provides the rules and initiatives which each council must
implement (Oyaid, 2009:8). Additionally, the MOE is responsible for supervising
school buildings and constructions (Oyaid, 2009: 18).

The Ministry of Higher Education was founded in 1975 (Oyaid, 2009: 19;
UNESCO & IBE, 2007: 4), and it is in charge of supervising the impléstien of the
educational policies in higher education (UNESCO & IBE, 2007: 4). Currently, there
are twentyfive public universities in Saudi Arabia (Ministry of Higher Education,
2014), eighteen Primary Teacher Colleges for men, eighty Primary TeacheyeSdbr
women, thirtyseven Colleges and Institutions for Health, twelve Technical Colleges,
and thirtythree private universities and colleges (Alamri, 2011: 89); the Ministry of
Higher Education supervises all of these. Qualified teachers usually tieéai degrees
from these universities and teacher colleges. The Ministry of Higher Education also
supervises and manages scholarships, international academic collaboration, and
educational centres aboard (Oyaid, 2009: 19). As all of this demonstratiesthbo
MOE and the Ministry of Higher Education are extremely influential and important for

the development of student teachers and assessment.

2.4 Policy of education in Saudi Arabia
Educational policy in Saudi Arabia is strongly influenced by Isl@évhnistry of

Education & Ministry of Higher Education, 2008: 11). A key document, which outlines
and governs the principles, objectives and goals of education in the country, can be
found in the OEducation Policy in ablehe Ki

principles are:

1 Believe in Allah and Islam as a religion and Mohammed as a prophet and
messenger.

1 Believe in the Islamic conception about the universe, humanity and life,
including strengthening the Islamic belief about the importance of education,
which the country must offer.

1 Female equal rights in education.

1 Education suitable to the public development plan.
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1 Arabic language is the educational language for all gr@desstry of
Education & Ministry of Higher Education, 2008: 11)

UNESCOandIBE 2011: 3) pointed out that the OE
t hat it i's governmentdéds responsibility t
Arabia.

The improvemenbdf education in Saudi Arabia is associated with the general
development lan of the country Alshumrani, 2008: 506)The most recent teyear

plan (20042014) contains the following general aims:

1 Make sure that all pupils from age<l 8 are included in public education.

1 Encourage interactions, both nationally and internaliyana

1 Develop the educational system.

1 Improve the curriculum in order to help pupils develop their critical thinking.
1 Focus on raising the quality of teachers.

1 Improve the educational environment.

1 Develop the use of technology for the sake of teachindeamding.

)l

Increase social participation in education (Alshumrani, 2008: 506).

As we can see, these recent general aims seek to foster better learning environments,
which promote critical thinking and participatidmprovement of teacher glity is

also of key importance, as it is known to be an essential facataising pupil

performance (British Educational Researékssociation 2014: 5. It might be

suggested that assessment practices, such as FA, and the development of better teache

training programmes would be of use in ensuring the success of these developments.

2.5 Developments in the Saudi educational system

2.5.1 Reforming education to better enhance learning
Over the last few years, educators in Saudi Arabia have triethtaenc e pupi | s 6

by developing many changes in the educational system. In particular, educators have
focused upon changing the traditional methods of teaching in order to promote learning.
Important here is the Tatweer project, a research projezblistied by the King to
advise the MOE. Tatweer means reform. The idea of Tatweer is to reform the
educational system and the way pupils learn new knowledge and information. Hence,
the Tatweer project is interested in both improving the learning envirdrmdretter
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enhance learning, as well as the development of teachers. The Tatweer project was
influential in introducing new approaches, which embrace the constructivist theory, to
the Saudi system of education. For example, all science and mathemaimswus

were changed to include more analysis, problem solving and researehs&s§ment

and authentic assessment also started to gain more focus in Saudi classrooms (Tatweer,
2011) . Al l of these changes t o leldythe op
Tat weer projectdos work with the MOE. Th

educational system, which may have important implications for this study.

2.5.2 Changes of assessment
As the current recent project focuses on FA, it is importasbbsider recent changes

and developments made to assessment practices in Saudi Arabia. Saudi educational
assessment has been through many changes. Most notably, there have been more liberal
and flexible rules implemented about passing requirements, anel s also been a
growing emphasis on continuous assessment.

The Saudi educational assessment system has always been about conducting
monthly exams and final exams. In the past, the scores from both terms for each subject
were added to determine whetteepupil should pass to the next grade or repeat the
same grade. In order to pass, the total score of the subject from both terms must reach
the minimum requirementA@ddamegh, 2003: 1%6). During this time,if any pupil
failed to obtain the required maftr passing, he/she can retake the test again at the end
of the summer holiday (Alshumrani, 2008: 511). If he/she fails to achieve the required
mark, he/she has to repeat the whole year, doing all subjects again, including the
subjects he/she has alreadsped (Alshumrani, 2008: 511). This was applied for all
pupils from year 1 to year 12 (agesl®). In 1999, an essential alteration took place,
and students from year 4 until year 9 (age$49Pcould pass the tests if they achieved at
least twathirds ofthe minimum passing marks in just two subjects (excluding religion
and Arabic subjects) (Alshumrani, 2008: 511 a pupil in year 7, 8, 9 and 10 could not
pass more than two subjects, he/she will have the chance to choose from any two
subjects, from whh they failed, in order to retest in théAlshumrani, 2008: 511)

In addition to rules about passing, assessment in primary schools has also
changed tocontinuous assessment, which is applied throughout the year rather than
implemented by yeaend written summative tests (Alshumrani, 2008: 510). Continuous
assessment has been implemented for year 1 to year 6. This continuous assessment
system in Saudi pmary schools has been gradually developed and applied since 1998
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(Alshumrani, 2003: 18; 2008: 511). The aim behind implementing continuous

assessment was:

Relating assessment to classroom teaching.
Providing the opportunity to implement authentic assessme

Using criterionreferenced assessment.

= =2 =4 =4

To include pupils and parents in the assessment process (Alshumrani, 2003: 18;
2008: 511).

Continuous assessment seems to be an attempt to implement FA, but perhaps due to the
lack of teacher training regardirfgA, continuous assessment has been applied in a
summative way. That is, the focus is still on marking and paspuqls, from year 1
until year 12, still face the risk of failing if they do not obtain the required marks for
passing at the end of the ye#ds Alsuhumrani (2008: 511) explained, in primary
schools if any pupil has failed to achieve the required level to pass, it is the School
Consul ar Committeebs duty to decide whet
leave him/her to repeat the saneayagair(Alshumrani, 2008: 511)

Even though there have been recent developments, the assessment methods in
Saudi Arabia still focus on marks and passing rather than fostering learning and
nurturing individuals. This supportsd d a me g h 6 s arqu2efit @kdut as@e&sjnent
in Saudi education. They depend on memorising rather than cognitive communication
skills (Darandari & Murphy, 2013: 663). Hence, although Saudi teachers, like many
ot her teachers around the woearhinh, FAasam c on

approach to enhance learning is hardly known.

2.6 Challenges withinthe Saudi education system
There are practical factors within Saudi classrooms, such as classroom layout and mixed

abilities classes, which may inhibit the implementatd FA.

2.6.1 Classroom layout
Because the current study was conducted in Saudi public schools, it is important to

provide an overview about the physical arrangement of classrooms in Saudi public
schools, and discuss how the seating arrangement miglst #ie implementation of

FA. Classes, especially in public schools, are designed in the traditional way: students
sit in rows and each has his/her desk with a white board and markers hung at the front
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of the classroom. This trdbnal classroom layoutnight dfect the implementation of
FA negatively. As Bell and Cowie (2001: 22) argued, the use of FA is affected by the
classroom layout. Moreover, Rosenfield, Lambert and Black (1985) argued that

desk arrangement influences participation, thinking, and
appropriate comments, which in turn can have a positive effect
on learning (p. 107).

Figure 2- 2: Traditional classroom in Saudi public schools

Aside from traditional classrooms, and important for this stabigpst every school has

a room called the source rooithis room is usually spacioasd it has amart board,

more teaching aidsind pupils are seated in circles rather than in rows. This is important
because, as Shulman (2004: 267) pointed, teaching and learning are often dependent
upon resources and spaces. Different teachers at the school can use the source room,
and it is oftenutilised as a way to help pupils to interact more frequently and easily. In
the source room, teachers can use smart boards and easily arrange their pupils in groups.
The change in environment might also hav
they are encouraged to become active learners who are more engaged with the lesson.
On the other hand, due to the fact that this source room is shared by all staff in the
school, teachers might not have the chance to make use of this usuaggwpped

room to introduce their lessons all the time. These challenges might effect the
implementation of FA in Saudi schools. Alkatabi et al. (2005: 28) argued that educators
in Saudi Arabia need to pay more attention to the classroom environment because it
playsa si gni ficant role in raising pupils®o
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Figure 2- 3: Source room in Saudi public schools

2.6.2 Classes with mixed abilities
Although mixed abilities classrooms are not recognised as a problem by Saudi

educationahuthorities, they are both a fact of the current Saudi educational system and
a perceived challenge by the Saudi student teachers in the current study. Hence, it is
important to consider mixed abilities classrooms in Saudi Arabia, as such classroom
settigs might hinder theise of FA, especially as classie is relatively short in Saudi
Arabia (4540 minutes), the number of pupils in one class is sometimes very high, and
there is no concept of a teacher assistant. Moreover, implementing FA in mixedsabilit
classrooms might not be an easy task, especially for student teachers.

Classrooms in Saudi schools are often mixed ability classes (Addamegh, 2003:
15); that is, talented pupils and lower than average pupils are located in the same
classrooms. Dukmé&ks (2009) research study on abil
schools in the Unit e dctudéntsanbthe Bamibilitg graugs f o u
interacted more than thoseinthembeedb i | ity groupsdé (p. 1) .
pupils in mixel abilities group hinders interaction. Althoughmixed abilities
classrooms have been only recently recognised as an issue by some researchers in
Arabian countries, numerous researchers in other countries have also suggested that this
might be problematic. Wiliam (2009) stated that:
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When the level of @mpetence is high, and the level of
challenge is low you get boredom, and when the level of
competence is low, and the level of challenge is high, you get
alienation. (p6)

Wiliamds explanation of classrooms with
description of what is going on in the Saudi classrooms: low achievers are left behind,
whereas high achievers are not encouraged and challenged to reach their full potential.
Research studies, however, have varied in their results regarding the bersditsgf
pupils according to their ability. Boaler, Wiliam and Brown (2000) argued that placing
pupils in different c¢classes according to
achievement. Boaler, Wiliam and Brown (2000) suggested that setsclassehave
negative impacts on student performance. Boaler, Wiliam and Brown (2000) reported
that teachers had low expectations of low attainers, and these pupils were often denied
the opportunity to learn; moreover, these low attainers might feel thesadeks able
than their colleagues, who are located in higher levels, even though this might not
necessarily be true. On the other hand, Kulik and Kulik (1992) suggested that setting
pupils in different groups according to their ability is beneficialpiapils, and pupils in
the lower sets are not affected in a negative way, either emotionally or academically.
Kyriacou (1997: 60) provided a concise argument both for and against mixed
ability classes. Kyriacou (1997: 60) suggested that placing pupilsdiftenent abilities
in different groups might have aKymaeogat i v
(1997: 60) further pointed out that setting low attainers in a lower group mgyhin a
negative label on low achievers, and as a result |daem twith a passive attitude
towards learning, making them difficult to tea&tyriacou (1997: 57) emphasised that
low attainers and less able pupils are not the same. This is because the low attainers
group might contain some able pupils (Kyriacou, 1997). T here are a variety of
reasons why pupils might be working at a lower level: low motivation, lack of parental
help and support, and a curriculum, which is not suitable (Kyriacou, 1997: 57).
Kyriacou (1997: 59) added tha lack of the basic skills ireading and writing could be
the main reason behind low achievement, not only in reading and writing, but in other
subjects as well. For example, pupils might not provide adequate responses to written
assessments in geography or history because of thekne&sain writing. Thus, the
pupil s6 performance might rdateniompas paddod 1 n
enhancingt hei r basic skills i n reading and

important because low attainers are not necessarily lessaaia this is a fact. Setting
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the low attainers in one group will provide the opportunity for educators and teachers to
focus on the group, analyse the problems that they face, and possibly divide them into
more specific groups in order to be able to h#lgm to overcome theissues and
provide them withappropriate support.

Kyriacou (1997: 60) argued that it is very difficult for teachers to work
successfully in mixed abilities classes because teachers need to be highly proficient in
working with different abilities at the same time. Most teachers in Saudi Arabia are not
trained to deal with different abilities in classrooms. This might not only be the case for
Saudi teachers; teachers from other countries around the world face similar problems. In
the UK, the head of Ofsted, Sir Michael Wilshaw, stated that:

If they want mixeédability, then they have got to make sure

thereds differentiated teaching. An
when we inspect schools, particularly in the secondary sector,

if we see mixeehbility without mixedability teaching(Paton,

20 Sepember, 2012)

Sir Michael Wilshaw supported the idea of classifying pupils in different groups
according to their ability, calling mixe
2012). The serious issue in mixed abilities classrooms is thdtetsamight focus on
only one or two of the three ability levels (the high attainers, average attainers and low
attainers) (Kyriacou, 1997: 60).

Moreover, Kyriacou (1997) pointed out that mixed abilities classrooms are not

suitable in subjects, such as thm@matics and languages, because comprehension in

these subjects is O6overtly hierarchical
classes in Saudi Arabia, Zohairy (2014)

they are paired in samevel pairs[ € ] they produce | ess num
they are paired with a higher or a lowere v e | studentdé (p. 59) .

Kyriacoubs (1997) argument t hat mi xed ab
for certain subjects, such as languagglies. This is significant, for the current research
project, which focuses on Englishutsht as a foreign language (EFL)$audi schod
Therefore, making ability grouping an available policy in Saudi schools, which can be
used when needed rathernharcing every school in the country to operate by a fixed

standard, might be a helpful means to enhance learning.
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2.6.3 Syllabus, textbooks and assessment influence on learning
The present research study focuses on the implementation of FA in Saudi schools.

Although there has been a recent shift towards a constructivist approach to learning,

there are still many issues in the Saudi educational system which seem to hinder

learning such as the focus on textbooks and summative assessment rather than problem
solving, classroom discussions and feedback, which are all significant aspects of FA.

Textbooks are designed and published by the MOE. Textbooks are offered free
to all pupils every year. Teachers and pupils are asked to follow the information
provided to them in these textbooks. There are numerous issues, which might be
essential to point out here. First of all, little or no attention is paid to the differences
bet we e nnepeds pnd Abslities. This means that all pupils in the same year are
provided with the same textbook and have to go through the same tests, which are based
on the contents of the prescribed textbook. Second, most of the curriculums and
assessments are bdsen memorisation rather than discussion and analysis. Although
these latter two have been recently integrated into the new textbooks, these parts are
usually neglected by teachers. The lack of an opportunity to question, think and discuss
might have anegt i ve | mpact on pupilsé abilities
learners. Third, because assessments are based on textbooks, this may encourage pupils
to be passive learners, who quickly accept information, write it down for the test, and
then moe on.

In addition to the problems associated with textbooks, assessment in the Saudi
educational system, from year one in primary school until the final year at university, is
based on marks. This influence of marks, as many researchers have suggested
example, Black and Wiliam, 1998b; Irons, 2008: Idight hinder learning. That is, the
emphasis on scores may impede pupils, parents and teachers from focusing on the
learning process. These criticisms of summative assessment will be discussae in
detail in the literature review. Marks are a large part of Saudi classroom culture.
Because of this, pupils might not take education seriously if there are no marks. For
example, misbehaving might occur more frequently amongst pupils when there is an
absence of marks. Although summative assessment is important for certification, the
domi nance of this type of assessment see
learning.

Because the present research study is interested in a group of Saudi studen
teachersdé perceptions of FA, it is cruci

curriculums in Saudi Arabia. Rather than marks, FA focuses on feedback, which often
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reflects where pupils are and what they might achieve, instead of ranking their
performance. Moreover, the use of textbooks, which do not take different abilities and
levels into account, might also be problematic when implementing FA, as such
textbooks might not allow teachers to design their own programmes in response to

where theipupils might be in their learning.

2.7 Teacher training in Saudi Arabia
This study is concerned with Saudi stud

important to discuss teacher training in Saudi Arabia. The following section will first
provide thebackground of teacher training in Saudi Arabia; second, issues surrounding
teachettraining programmes in Saudi Arabia, including assessment and practical
training, will be discussed; finally, specific background information regarding the
department in wiah the study was conducted will be provided.

Teacheittraining programmes in Saudi Arabia began in the early 1950s
(Alghanem, 2005: 12). Although there were sittp teacher preparation
establishmentg§Alghanem, 2005: 12) by 1975, all of these prograsmvere tweyear
courses after secondary school until 198@st of the preparation programmes are now
integrated into undergraduate studies, which take at least four years (Alhamid, Ziyada,
Al Otaibi & Mutwalli, 2005: 250).Today, teacher qualification irSaudi Arabia is
mainly divided into three routes. Two routes are integrated within undergraduate studies
and take around four year s: the first t
qualifies the student to teach in primary scho@aghdadi, 2014)the second type is
obtaining a bachelor degree, whiotepares the candidates from different specialities to
teach in intermediate and secondary schools (Alhamid et al., 2005: 2B4juAI2009:

45-46). The third type is a oneto two-year diploma, whichcan be applied for by
candidates who have already obtained an undergraduate degree, but did not receive any
pedagogical trainingAlhamid et al., 2005: 251, Ahqul, 2009: 4546). This diploma

course provides pedagogical preparation rather than contepératien, which the
candidates should have received during their undergraduate course (Alhamid et al.,
2005: 250). These three routes are provided by teacher colleges, education colleges at
the wuniversities, a n d-Aqgl,i 2009:54846).eAdl ofctleesei o n
programmes offer a wide curriculum in educational theory and methods, and they
require students to get-olepth knowledge about certain subjects, such as mathematics,
chemistry, English, Arabic and history and then combine these withseun
education(Saudi Arabian Cultural Mission, 2006: 1lthough a fouryear training
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programme is standard in many countries around the world(@&€D 2005b: 107),

there are many countries, such as France, Norway and Italy, which require fiaed six

even seven years of training. However increasing the number of years of teacher
training programmes does not necessarily
study on science teachiaining programmes in Saudi Arabia found, there are still
faults in both the pedagogical and content training for student teachers in all subjects.
Hence, Alshargi (2004: 1) and Alkatadt al. (2005)oth recommend more emphasis

on quality and the continuous evaluation of tead¢trsning programmes in order emsu

and raise the standard of these programmes. Moreover, there is a need for more research
on teachetraining programmes. As Alkatabt al. (2005: 18) pointed out, there are no
in-depth research studies regarding either the theoretical content orc¢tiegpteaining

of teacher preparation programmes in Saudi Arabia.

There are other issues surrounding teacher training in Saudi Arabia. Teacher
preparation programmes in Saudi Arabia focus on theory, while little attention is paid to
practice. This typef teacher training has been described as the traditional approach
(Korthagen & Kessels, 1999: 4). Korthagen and Kessels (1999: 5) have pointed out that
this approach has continued to be applied in many places around the world, despite the
fact that manyesearch studies have demonstrated that paying less attention to student
teachersodo practices might have a negatiyv
Alkatabi et al. (2005: 21) argued that one of the main problems of teacher education
programmes in Saudi Arabia is that most of them concentrate on theory rather than
practice. This means that teaclr@ining programmes in Saudi Arabia tend to focus on
providing student teachers with most of the information that they need pedagogically
and academically rather than focusing on helping them to practise what they have
learned.

Alkatabi et al. (2005: 26) also argued that there is a gap between theory and
practice, which means that what the student teachers learned during their teacher
preparation programmes is not always what they are asked to apply during their school
placementsAlkatabi et al. (2005: 41) suggested that a balance is neederterto
provide bette opportunities for student teachers to implement what they have learned.
Alkatabi et al. (2005: 37) importantly emphasised the necessity of using a reflective
process, which will be discussed in detail in the following chapters@e8.18.2, and
feedlack, which will be discussed in detail in the methodology chapteiséseet.4, as

these are cruci al in helping to develop
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Recently, many educators in Saudi Arabia have also signaled that this focus on
theory comes ahe expense of practicAlminyawi (2010) conducted a research study
i n Saudi Arabia to obtain teachersodo per
teachers and first e a r teacher s. The findings fror
showed that most teagers perceived that firgtear teachers at secondary level needed
more practical training. In particular, these teachers thought thatydmstteachers
needed to be trained from six months to a whole school year, and this training should
include assessmeand classroom management. The findings also showed that all of the
teachers i n Al mi nyawi 6s (2010: -tranihgy st u
programmes did not provide the figtar teachers with up-date knowledge regarding
assessment. Furthermpre t he f i ndi ngs f r o44) siudyrshowed a wi 0
that all of the teachers thought that the teacher trainers lacked a basic knowledge of
assessment. Based on these findings, Alminyawi (201:d43%38irged educators to pay
more attention to the prapation of student teachers, and in particular the training
surrounding assessment.

All of these findings indicate that teacher education programmes might need to
consider providing more time for practical training and relate theory to practice in order
to help new teachers to practise what they have learned. These findings also suggest that
assessment is currently not part of the teatfagming programmes in Saudi Arabia, and
because of this, more focus on assessment is needed. However, the prepdratio
student teachers in relation to assessment is not only a problem in Saudi Arabia.
Researchers in western countries have also indicated this as an isstor eseample,
Greenberg & Walsh, 2012: 18; and Stiggins, 2002: 762), and this will be diddasse

more detail in the literature review.

2.7.1 Specific information about the context Wwere the study was conducted
The programme in which the researcher conducted her study was integrated within

undergraduate studies. The candidates involved irr¢besarch study were preparing to

teach in intermediate and secondary schools. The research study was conducted with
third-year student teachers from the English Language Department in a university. This
university was chosen because of its place in tpaataity and because it is one of the
biggest and leading universities in the country. The department was chosen because of
the student teachersdéd ability to read, u
which are published in English. As memteal in the introduction, there is very little
information published on FA in Arabic.
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There were also other benefits of conducting this study within the chosen
university and department. Because the researcher herself had graduated from the same
university and the same department, this was helpful because the researcher was more
aware about how teacher preparation, school placement and supervisions worked within
university. Additionally, observingthis group of student teachefitom the English
Language Departmenvas beneficial to the study because the researcher was very
familiar with the curriculum that the student teachers would be teaching during their
training time. The researcher had previously taught English as a foreign language based
on tis curriculum for about ten years. It can be argued that this closeness and history
with the department might have affected
bet ween the researchero6s time at the ul
however, helped to ensure that this was not the case. The researcher no longer knew any
members of the department. Moreover, the project was conducted in a way in which the
researcher took care to ensure that the participants did not associate herhueitityaut
within the university and the department. This will be discussed more in the
methodology chapter.

It is worthwhile here to note that English as a foreign language is not an optional
or tangential subject in Saudi education, but an extremely inmpcatad central one.
English as a foreign language is taught in schools from year four, in primary school,
until graduation from secondary school. Some courses at the universities, especially
scientific ones, such as medicine and mathematics, are taughglish, and almost all
university courses have English as a foreign language (EFL) in their programmes.

The English Language course, like most undergraduate courses in Saudi Arabia,
is a fouryear course. Students attend lectures about English langndgéerature in
all of the four years. School training and pedagogical education take place only in the
last two years of the course: year 3 and year 4. School placement takes place in one
term in both year 3 and year 4. Data was collected while thedendés were still in year
3. Because the participants in this study were in year 3, it might be beneficial to explain
more about the context of school training in year 3.

Year 3 is divided into two terms and school training takes place in the 2nd term.
The student teachers are divided into groups: each group consisté girl3. These
groups of girls usually go to different schools during their school training period.
School training is divided into two stages. The first stage is usually from thefend o
February until the end of March. All of the year 3 student teachers go once a week,

every Sunday, to schools for five weeks to teach one lesson. The second stage consists
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of two full weeks, starting from the beginning of April, in which students teaeh on
lesson everyday for two weeks.

During this programme, student teachers are taught about teaching methods,
assessment, evaluation and measurement. However, the nature of these programmes,
which are broadly lecture based, emphasise the theoreticirpinning rather than
practical application, as discussed previously. Moreover, assessment training focuses on
summative assessment, such as exam writing, rather than other types of assessment
(Alkatabi @ al., 2005: 21)Formative assessment is onlydflly introduced tothem in
name, and they aretasked to implement it during their school placements. Hence, the
researcheroés role in this study was to i
student teachers in detail and reinforce the use of FA during their school placements.
This helped e student teachers to be consciously aware of the use of FA, and it

enabled them to implement it more frequently during lessons.

2.8 Conclusion
This chapter has explored the context and structure of the educational system in Saudi
Arabia. It showed thathe educational system in Saudi Arabia, and in particular the
system of assessment, has been through many changes and developments. In order to
encourage student learning, the constructivist theory, which emphasises problem
solving and discussion, has baw more dominate in curriculums, which are now
seeking to substitute memorising and copying methods with critical thinking and
analysis. In other efforts to enhance learning and reduce anxiety, summative assessment
in primary schools has been replaced wiintinuous assessment, and the requirements
for passing tests across all levels has become more flexible.

Despite the fact thahany educators have emphasised the importance of FA as
an effective way to promote learning (e.g. Black and Wiliam 2006; efarR006;
Herti age, 2010; Stiggins, 2007) , al |l of
learning have somehow managed to overlook FA. Besides FA, a consideration of other
factors, which might affect student learning, have also been neglected: ahik&ds
classrooms, as well as classroom layout, seem to be factors that might hinder the
process of learningnd the implementation of FA withithe Saudi educational system.

The next chapter will discuss the theoretical foundation of this study.llit wi
provideanindept h review of formative assessmen

FA, as well as teachdraining programmes.
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Chapter Three

Literature r eview

3.1 Introduction

This study aims to explore a group of Sa
FA by obtaining their views before, during and after their implementation of FA. This
chapter provi des t he studyobs t heoretica

i terature surrounding three of t he st uc

teachersdé perceptions of FA, and teacher
The researcher 6s review of the |l iteras
assessment as a whol e. Research on FA a

emphasis on raising achievement, discussion, and its focus on a -steckeadt
environment, which promotes the development of independent learners. In Saudi
Arabia, the educational system is teacher centred and driven by marks. As a
professional teacher wi t h t en year so t
importance of nurturing pupils whoeacritical of both others and themselves was an
interesting approach to the researcher. In addition to this, the idea of substituting marks
with feedback comments, which show the strengths, weaknesses and ways to improve,
seemed to offer a useful approaelich might be of interest in Saudi schools,
especially as the Saudi educational system has recently turned its attention toward
studenicentred learning.

As the researcher investigated the literature, certain gaps appeared. First, the
researcher founchat there were very few studies about FA in the Arabian region, and
no studies about student teachersdé perc:q
significant because teachersdéd percepti on
better understand FAnNd its relation to teaching and learning. As many researchers
have argued, teachersd perceptions about

their perceptions of assessment affect their classroom decisions and teaching
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approaches (Brown 2004: 30@han, 2004: 1; Chan & Elliott, 2004: 817; James &
Pedder, 2006a: 112; Nespor, 1987: 317; Winterbottom, Brindley, Taber, Fisher, Finney
& Riga, 2008). Moreover, other research studies (Pilcher, 2001: 3; Shepard, 2000a;
Shepard, 2000b) have also concludedh a t teachersdé previous
either assisted or hindered their ability to change their classroom assessment practices.
Hence, James and Pedder (2006 Db: 28) arg
perceptions if we are serious abalgveloping a better understanding classroom
assessment practices and if we want to bring about any useful development in
assessment activities. The i mportance of
of studies concer n eedeptionstrdgardnyg BAJ and ho studiea c h e
about student teachersod6 perceptions of F
research questiod wh a't are Saudi studento andéhe her s
development of the first research ayipestion 6 What do the student
meant by assessment as a whole and by f ol

Although many researchers (see, for examBlack & Wiliam, 1998a, 1998b;
OECD, 2005a: 69; Sliwka, Fushell, Gauthier & Johnson 2008y agree that FA helps
pupils to make progress, these are western studies, and the second research question
considers what Saudi student teachers perceive about this widely held bélef: t h e
student teachers think that formative assessment can hehpl sstudents to make
progress?o

The literature also points to the difficulty of integrating the theory of FA into
classroom teaching practices. Dyl an Wil i
that the way to successfully integrate FA into clagsr practices is to focus on teacher
quality; that is, to improve existing teachers through professional development. Wiliam
(2007) admitted that this is only-tamodshol
solution might perhaps be found in foaugion student teachers and developing
teacheitraining programmes, which would enable student teachers to understand and
master assessment practices. Hence, the third and fourth research questions focus
particularly on t he s ttheidteaohetraibirg grogrammes 6 p ¢
and what they perceive h a t programme provided in re
student teachers do during their teaehaining programme in connection with
formative assessment ?6 and eibtiioing progeamme u d e
is coherent and useful in helping them to develop their professional practice of

formative assessment?696
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As will be discussed below, the research literature recognises that there are
many challenges surrounding the practice of FlAer&fore, the fifth research question
focuses on what the student teachersgieed as problematic whehey implemented
FA during their school pl acement s: 0 Wh a't
faced when applying floyymabhaved acris et hme 3t
experience of implementing FA, the sixth research question seeks to understand how the
participants of the present research stu
teachers think that formative assessmentshoub e i mpl ement ed and w

These research questions are important because they allowed the researcher to
explore not only the student teacherso
importantly, these perceptions, as suggested above, might be usdfalping to
develop better teachémraining programmes, where assessment theories are successfully

integrated into practice.

3.1.1 Overview of the chapter
In what follows below, this chapter will first define the key terms formative assessment

and assessment for learning. In order to more precisely define FA, summative
assessment is then described and tensions between FA and summative assessment are
discussd. From there, the history and development of understandings of FA, as well as
the nature of FA and the elements of FA (that is, integrating FA into teaching and
learning; sharing and the learning outcomes and success criteria; questioning; feedback;
peerassessment and selésessment; and day-day and minutdy minute use of FA)

are all discussed. The chapter then moves on to examine FA and theories of learning,
FA in foreign/second language classrooms, and the advantages of FA. The complexity
and difficulty of practising FA, and critiques of F-Are also considered.

Given that the currentesearch study is interested in the perceptions of student
teachers in regards to FA, research stu
perceptions of FA areliscussed, whilst the researcher identifies gaps and tensions
within these previous research studies. The researcher also explores different models
which discuss the linkage between theory and practice. Finally, the chapter ends with a
discussion of teachesducation programmes and, in particular, how they conduct their
training of assessment and FA. These programmes are important background, as the
present studydés research questions are

teacheitraining programmes.
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3.1.2 The researcherds approach to the |
Vygotskyds 1978 publ i cat i oners(sed) forexamples r o

Bennett,2011: 9), seems to be one of the earliest and most important publications about
how FA is an interactio between the teacher and the learner, which is based upon a
constructivist theory of learning. Like many other researchers of FA who have relied
upon Vygotskyoés 1978 study (for exampl e,
15), the researcher alsoire¢ d , to a <certain degree, ur
Because of t his, the researcherdos revi ey
post1978. There were, however, some exceptions to tBisom, Hastings and

Ma d a ul®dl spublication, which impaxhtly contained some of the earliest
definitions of summative and formative evaluation, #® we 6 s 1974 st ud
i mportance and value of o6wait timebo.

The researcher searched a variety of databases: Educational Resources
Information Center (ERIC), i8Quest Education Complete, and the internet search
engineGoogle and Google scholar. The researcher used the following research terms:
assessment, formative assessment, assessment for learning, teachers, student teachers
teacher training, teacher prepar i on, t eacher education and
approach, that is, using the reference lists from relevant publications, was also an
approach used by the researcher.

Certain research studies were more influential for the current research.projec
As described by Bennet't (2011) substégntivac k a
definition and concrete direction to for
studies on FA, this research study was influenced by the landmark work of Black and
Wiliam (1998a; 1998b), which made a vital case for the effectiveness of FA, whilst also
providing the five elements of FA: sharing the learning outcomes, questioning,
feedback, peeassessment and selfsessment. Not only does this research study rely
upon whathey define as the five elements of FA, but Black and Wiliam are influential
in that their work is fundamentally interested in how FA is put into practice. Unlike
Black and Wiliam, however, this study is not interested in the effectiveness of FA, but

instudent teachersé perceptions of FA.

3.2 The term formative assessment
A handful of research studies helped to define the term FA, as it was used in this study.

In this research study, the term formative assessment was partially based on the
definition piovided byBlack, Harrison, Lee, Marshall and Wiliafa003: 2): a practice
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in which evidence and feedback from ass:s
teaching work to meet l earning needso6 (p
involves many dferent methods and can be used many times over a lesson. The
researcher also partially relied upon Vy
of assessment as one which, based on a constructivist theory of learning, relies on the
interactions bet¢e en t eacher and | earner. As in Sa
an informal and continuous process, embedded in teaching and learning and conducted
by teachers as an integr al part of their
this, theresearcher employed the five elements of FA as defined by Black et al. (2003)

to help better define FA: sharing the learning outcomes, questioning, feedback, peer

and seassessment.

3.3 Complexity of definition
Although there are many definitions of FAhere is no clear agreement about the

meaning of the term (Black & Wiliam, 2009: 5; Wiliam 2011b). As a whole, definitions

of FA seem to distinguish between those which consider FA as a process, and those

which consider FA as an instrument (Bennett, 2@t Wiliam 2011a: 38 Cowie and

Bel | (1999) suggested that FA is 6the pr.
and respond to studentsdé | earning, durin
(2005) defined FA as 0ass e dsmmahgrocess fordher i e d
pur pose of i mproving teaching or | earnin

suggested that FA is

a tool that teachers use to measure student grasp of specific

topics and skills they are currently
t ool to identify specific studentsbd
while the material is being taugh(p. 11)

While some researchers have considered FA as either a process or an instrument,
Bennett 2011: 7) argued that FA is more than just an instrunoerd process. He
suggested that FA is a complex mixture of both, as a good process needs good
instrumentation.

In the UK, the Assessment Reform Group (AR&)an organisation which
works to ensure that assessment policy and practices consider relesaatche
evidenced i ndi cated thk9a2%®)yr mt Mdtordnati veo i tse

i nterpretations and often means no mor e
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frequently and is pl anne7).aThe ARG suggesdeme t
replacing the term Aformative assessmen
(Wiliam, 2011a: 39). The ARG (2002) defined AFL as

the process of seeking and interpreting evidence for use
by learners and their teachers to decide where the
learners arén their learning, where they need to go and
how best to get there. (p. 2)

Because the ARG (1999) argued that FA is both ambiguous and that it does not
adequately contain all of the characteristics which promote learning, they importantly
supplied sevenharacteristics of assessment that promote learning and are found in
AFL:

1 itis embedded in a view of teaching and learning of
which it is an essential part;

1 itinvolves sharing learning goals with pupils;

7 it aims to help pupils to know and to recognise th
standards they are aiming for;

1 itinvolves pupils in sefassessment;

1 it provides feedback which leads to pupils recognising

their next steps and how to take them;

1 itis underpinned by confidence that every student can
improve;

1 itinvolves both teachema pupils reviewing and
reflecting on assessment data. (ARG, 1999, p. 7)

It is important to note that these characteristics of AFL are elemdmntsr have been
considered to be strong practices of FA by many authors (such as Bennett 2011: 8;
Gadsby 20122; Gardner, 2006: 3; Wiliam 2010: 22). Moreover, replacing a term, such
as AFL, with another term, such as FA, might actually lead to further confusion
amongst researchers and teachers about the meaning of the terms which are being used.
Bennett (2011:7argued that substituting a phrase with another phrase does not help in
solving the definition issue. Il nstead, B
[which] would arguably include a conceptual framework, a theory of action, and one or
moreirst antiationsod (p. 8) , should be our f
Whil e Bennettodés (2009) comments are usef:
surrounding the use of these terms has obscured the fact that FA and AFL bakie descr
a similar process. This may also explain why many authors have used the terms
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interchangeably. Despite this, and perhaps because of this, there is still confusion over

the exact meaning of FA, and this may have led to some confusion in its practice.

3.3.1 Formative assessment and assessment for learning
Black et al. (2003: 2) and Stiggins (2002: 761) argued that assessment for learning

(AFL) and FA arenot the same. Black et d2003) suggested that AFL is any type of
assessment that I's used to promote stude
the evidence is used to adapt the teac
According to Wiliam (2009)

t he ter m fooars sleesassrmmeinngé speaks about t
assessment, while the term é6formatiyv
the function it actually serves. (p. 8)

Other researchers, such as Stiggins (2002), argued that AFL is more than conducting
assessment in ordeorea dj u st teaching, but AFL o6 mu
processodo (p. 761). Many other authors (s
2005: 213; James & Pedder, 2006a: 109) have used these terms interchangeably.
According to Bennett, becaudeety refer to the same ideas and practices, either term

can substitute the other. Following on from Bennett, in this study, FA will be the term
that is mainly used; however when AFL is used, it will refer to the term FA.

3.3.2. Assessment vs. evaluation

All al and Lopez (2005) have argued that
replaced fAevaluationd when the object IS
The term Anassessment o0, however, has not
all authors. In order to reduce confusion about the uses of these two terms, James (2013:
3) has distinguished between the differe

UK and the US. James (2013) suggests that:

In the UK the t edeljnusédafe slletllreseme nt 6 i s
activities that involve eliciting evidence of student learning and

drawing inferences as a basis for decisions. In the US, these
processes ar e of t en referred t o a ¢
collection of evidenée]Jfanddbawudgn:
inferences and making judgements). (p. 3)
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James (2013: 3) explains that in the UK and many other places around the world, the
term 6devaluationdé is wusually wused for t
judge certain programmse an d establ i shment s, rat her
performanceTar as (2005) described the UKG6s u:
judgments of studentsdé workd, while in t
(p. 466467). These distinctiongare important to understand articles and books written

by different authors, especially American and British ones, about asses3iisnt.
study uses the UK understanding of the t

3.4 Development of assessment
In order to better under FAt is crucial to consider how ideas of assessment have

developed. According to Serafini (2000: 385), there are three main paradigms of
assessment: assessment as measurement, assessment as procedure, and assessment
inquiry. The first paradigm, assesssthenas measur ement , basi cal
level. This is generally done through summative assessment and assessment for
accountability. Many researchers of assessment have suggested that assessment as
measurement has controlled conditions and facwseperformance (Blanchard, 2009:
143) . Moreover, this type of assessment
criteria, and it denies their active part in assessment (Blanchard, 2009: 143). In this
paradi gm, Seraf i ni ity Qaddardizatéon, gnd eetlabilityitakee 6 o
priority over concerns of teacher and st
have little or no control over traditional assessment procedures, which often force them
to be passive.

The second paradig, assessment as procedure, primarily focuses on assessment
procedures rather than the underlying purposes of assessment. Serafini (2000: 395)
argued that although this paradigm shares many characteristics with its predecessor,
assessment as measuremdms, hain difference is that the procedures in this second
paradigm involve qualitative data collection methods. For both of these paradigms,
however, 0Oteachers are stildl being asked
report informationinnumescial f orm t o external audi ence

In the early nineties, a new trend appeared, which consciously shifted the role of
assessment towards promoting learning. For example, Glaser (as cited in Gipps, 1994:
10) argued that assessment must be usedgposulearning rather than to merely
indicate current or past achievement. Similarly, Goldstein (as cited in Gipps, 1994: 11)

insisted that there was a need to stop considering testing as a static activity, which has
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no influence on the students. Itis@dert hat Serafinidés (2000) 1

as inquiry, seems to appear. In this paradigm, the teacher uses various qualitative and

guantitative assessment techniques in or
t heir | ear riSemafigi, 2000,q.c3873. Sexadird (2000) described assessment
as i nquiry as O0a process of inquiry, an

reflection concerning studentsd understa
Unlike the preious two paradigms, which rely upon external audiences, inquiry
assessment looks to people involved in the classroom, such as teachers and students. In

this paradigm, students and teachers are active:

Instead of using tests to measure student abiliiescampare
children, teachers use these classrm@®sed assessment
procedures to facilitate learning, direct curricular decisions, and
communicate more effectively with students and parents.
(Serafini, 2000, p. 387)

Assessment of inquiry is ongoing, itgmotes reflection and sedfssessment, and it
helps to enable teachers to make decisions, which will promote learning experiences in
the classroom (Serafini, 2000: 3888). Reaching this final paradigm is not an easy
process: as Serafini (2000) pointed D , maki ng t he shi ft 0
measurement to assessment as inquiry tak:
The features of what Serafini (2000) calls inquiry assessment are those generally
recognised by other researchers to be the features and pracficesaifve assessment
(see, for example, Harlen, 2000: 111; Black et al., 2003: 2; Fautley & Savage, 2008:
38). Like the inquiry paradigm, FA relies on questioning, feedback, sharing criteria and
selfassessment; it is an ongoing process, which promotesiiga Both FA and
assessment of inquiry are based upon constructivist theories of learning, which hold that

knowledge is constructed by the individual. Bdto, are student centred.

3.5 Summative assessment
In order to better define FA and its importance, it might be useful here to consider

summative assessment. Summative assessment is one of the main purposes of
assessment. Sadler (1989: 120) and Askham (1997: 103) argued that summative
assessment is about snmi ng up the pupil sd achieveme]
does not have a deep effect on pupilsdo |

the sake of certification (Sadler, 1989: 120). It is mainly used to provide a grade for a
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pupil (Askham 1997: 103; Eren, 2010: 29; Sadl&#939: 120). Summative assessment,
which has also been called assessno¢tearning, is different, in many ways, to FA.
Summative assessment is used to provide judgements about the level of achievement at
a particular pint (Taras, 2005: 468, Haydn, 2005: 302). Harlen (2006) explained that
when using summative assessment, assessors use the same criteria for all pupils because
the aim is to 6éreport achievement 106)n a w
Therefoe, summative assessment is a criterigierenced assessment (Harlen, 2006:

106). Harlen (2006: 106) argued that pupils do not play an active part in this type of
assessment and feedback is usually not part of summative assessment. Harlen (2000:
116) drewa simple and straightforward model of summative assessment to provide a

clearer picture of its nature:
Figure 3- 1. Summative assessment (adapted from Harlen, 2000: 116)

Tests, tasks or
regular activities

Teacher collects evidence
relating to goals

Evidence

Teacher interprets
evidence in relation to goals

Report on Judgement of
achievement <— achievement

Harlen (2006: 106) argued that despite the diffees between FA and summative
assessment, these variations are not necessarily obvious when it comes to practices.
This is because data gathered to report achievement could also be used tanadjust
helplearning, and information collected to support teag could also be used to report
achievement (Harlen, 2006: 106).

Many researchers in education, however, have suggested that summative
assessment is not effective in promoting learning (see Black and Wiliam, 1998b; Irons,
2008: 14). These researchéesve argued that marks have a negative impact on pupils,

especially low achievers, and therefore pupils need to be provided with feedback and
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not marks (see Butler as cited in Black & Wiliam, 1998b13% Falchikov (2005: 33

40) has identified numerouegative aspects related to summative assessment:

Too much focus on tests.

Problems related with reliability and teachers having a bias.

It carries negative affect on pupil sbd
Pupils try to focus on what they think will be in tests and exams.

It encourages shallow learning rather than deep learning.

= =2 A 4 -4 -2

It raises anxiety and stress amongst pupils.

In addition to this, Pelligrino, Chudowsky and Glaser (2001226 have discussed

many of the problems associated with summative assessment:

1 It ignores nany of the cognitive aspects related to complex knowledge and
skills.

T It provi des 1T ttl] e knowl edge about t
amount of information that helps teachers to make appropriate decisions
regarding their next steps.

T treports pupilsd achievement, rat her

time.

As Broadfoot (2000: x) pointed olgummative assessment has been widely criticised.
As an attempt to reduce the negative effects of summative assessment, many educators
have promoted FA (Taras, 2005: 469).

3.6 The relationship between summative and formative assessment
Yorke (2008: 1611) explained that assessment has three maipopes: learning,

certification and quality assurance. Harlen (2000: 108) argued thasssent varies
based on its purpose, and these purposes can be divided into formative, summative and
evaluation purposes. The most obvious tension between these purposes of assessment
lies between FA and summative assessment (Hounsell, 2007b). The fgllesdtions

will discuss the relationship between FA and summative assessment.

3.6.1 Distinguishing formative assessment from summative assessment
Many researchers have discussed the distinctions between summative assessment and

FA (James & Pedder, 2006H09). Biggs (1998: 107) differentiated between the two by
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arguing that FA helps to show pupils what to do next, whilst summative assessment
shows where pupils are in their |l earning
the two are not mattersofg nci pl e so much as of ti ming
Sadler (1989: 120) argued that the essential differences between formative and
summative assessment are based on purposes and impact, and not on timing. According
to Sadler (1989: 120), many ofdlcharacteristics related to summative assessment are

not necessarily transferable to FA. Sadler (1989-1121) suggested that FA is using

the data provided to enhance the qualit.y
That is, if the information obined from an assessment did not lead to a suitable action

o0 for example, it was used as a summative g@dehen it is not formative (Sadler,

1989: 121). If the learner uses the judgments to enhance the learning process, then this
is FA; on the other handf the judgment stands alone, this is summative assessment.
Hence, the | earnersdé ability to use feed
feature between summative and formative assessment (Sadler, 1989: 121).

Taras (2008: 173) argued tladthough Sadler offered a logical theory of FA and
feedback, his argument did not clearly show the relationship between FA and
summative assessment. Taras (2005: 466; 2008: 173) insisted that there is a lack of
clarity about the relationship between FA @uinmative assessmentgdahis has led to
misunderstandingoth types of assessments.

Harlen (2006: 10304) argued that distinguishing between FA and summative
assessment is based on who uses the evidence and how it is used, and this is why the
t er assessimerforl ear ni ngo aaofledmaebsrgédmMaAant somet
respectively. Black (1998: 117) argued that many assessments applied by teachers are
summative, because teachers do not use them to make changes to the learning process.
Simply applying continuous assessment, however, does not necessarily mean that it is
FA, because this assessment might lack effective feedback (Black, 1998: 117). Black
(1998) argued that in order to determine whether a given assessment is formative or
summatived e pends on how O0they relate to the
are interpreted and usedd (p. 117) .

Harlen and James (1997: 365) argued that there are difficulties in distinguishing
between summative and formative assessment because theypwdtéap in terms of
practice. Harlen (2006: 115) argued that rather than trying to find distinctions between
FA and summative assessment, it is perhaps better to discuss the different ways of
practising FA and summative assessment. Harlen (2006: 114jbeesthe relationship

between FA and summative assessment as it appears in practice in the table listed
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below. As seen here, formative and summative assessment could merge into one
another. However, on the purely formative end of the spectrum, pupiisvateed in

the learning process to a greater extent, whereas on the purely summative end, the
pupilsdé role is more |ikely to be passiyv
assessment only measures the piegormatzvéd ach
assessment is ongoing.ar | en (2006 : 114) explained t
the whole cl ass, and the teacheroés purpo
the lesson plan or curriculum. In order to do this, teachers yscalllect data by
planning quizzes or certain tasks; the results are then used to make decisions about
teaching (Harl en, 2006 : 114) . This proc
summative assessment (Harlen, 2006: 114). However, the main diffdretween
these two is in how data is used: i f dat
but i f there is no feedback, it is o6info
is obtained from the same task or quiz (Harlen, 2006: 114). Theortant
distinguishing feature here is feedback, and how the information is used.

On the other hand, what Harlen (2006:
ahead, as a quiz might be; it starts with a learning task, and its role is to support the
learning of each student. 6l nformal 6 FA i
group and individual learning; feedback is done instantly, and both teachers and pupils
benefit from it (Harlen, 2006: 114).

Table 3 1. A possible dimension of assessment purposes and practices (adapted
from Harlen, 2006: 114)

Formative Summative
Informal Formal Informal Formal
formative formative summative summative

Major focus What are the next steps in What has beeachieved to date?
learning?

Purpose To inform next To inform next To monitor To record
steps in steps in progress achievement of
learning teaching against plans individuals

How is As normal part Introduced into Introduced into Separate task

evidence of class work  normal class  normal class  of test

collected? work work

Basis of Student Student and Criterion Criterion

judgement referenced criterion referenced referenced

referenced
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Judged by Student and Teacher Teacher Teacher or
teacher external market

Action taken Feedback to Feedback into Feedback into Reportto
students and  teaching plans teaching plans student, parent,

teacher other teachers,
etc.
Epithet Assessment for Matching Dip stick Assessment of
learning learning

All the types of assessmedti scussed here by Harlen rel
behind applying assessment. This information might be helpful for teachers: that is,
knowing which type of assessment best matches their intention will allow teachers to

choose the appropriate typkassessment at the appropriate time.

3.6.2 Formative andsummative assessment tension
Formative assessment and summative assessment are often considered to be the

opposite of each other and if one of them is used the other one will be neglected.
Wiliam (2000) suggested that

i n many <countries [ é] very few teach
operate parallel assessment systéinsone designed to serve a
6summatived function and one designe
function. The result is always that the formatagsessment system
is 6driven outé by that for summati ve

In schools where summative assessment dominates, teachers usually tend to teach
pupils to pass the exams, as pupils need to do well on these exams. Most teachers feel
that thesetypes of tests contradict FA practic€eSHCD/CERI, 2008: 3) Moreover,
despite the fact that FA is important to
comments rather than marks, some pupils might prefer to receive a mark or a grade
rather thara comment. Findingsfro@ mi t h and Gorardés (2005:
when yeaiseven pupils (112 years old) were provided with feedback as comments,
they preferred to get their marlall of this might be at the expense of learning, which

is betterunderstood as mastering knowled@&ECD/CERI, 2008: 3)The Organisation

for Economic Cooperation and Development (OECD/CERI, 2008: 3) has suggested that

poorly designed summative assessmethis lack of relation between assessment and
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curriculum, and legue tables, which compare performance data acolssols, all
might hinder the progress of learning amongst children.

However, Hargreaves (2005: 223) suggested that despite the recent debate
about contrasting summative and formative assessment, thesgré not necessarily
the opposite of each other. Unl i ke But | e
1998b: 121 3) , which found that studentsodo per:
using a combination of FA and summative assessment, Biggs @98 ued t hat
is a powerful interaction between FA and SA that could usefully be incorporated in an
overall synthesis [é] [and] concelptisal i s
framework, the effects of summative assessment would suppdiidek (Biggs, 1998:
106). For example, Biggs (1998) argued that the assessment pomfdice n &6 u s e ¢
summatively and designed appropriately, it is very good at setting in motion
metacognitive and reflective learning processes that generate much feeBloask (
1996a, c, see ch. 9)06 (p. 107) . Biggs (109
are often able to pinpoint their weaknes
help. Although portfolios are often used here as a summative assessmeght be
important to know that this is an assessment which is ongoing.

Moreover, Wiliam(2000: 13) argued that teachers should integrate formative
and summative functions of assessment rather than choosing one and neglecting the
other.OECD/CERI (20 8 : 3) confirmed twhilesacheds®ften s u g
express ambivalence or resistance to external summative tests, there is nothing inherent
in summative assessment to prevent teachers from using formative methods. Indeed,
summative resultsca be wused f o rSpeadlove2009y4) arguqu that thé .
use of FA does not mean that summative assessment should not be used at all. He
(2009: 4) suggested that there must be a balance between the two, because summative
assessment is a reliatiteol, which enables teachers to obtain information about where
their pupils are in their learningpthat they can helfheir students progresSpendlove
(2009: 4) further insisted that FA provides pupils with the opportunity to become active
learners o are able to decide what steps should be taken in order to impitbwé.
these findings suggest that summative assessment can be used in a formatareway,
neither formative nor summative assessment need to be neglected for the sake of
implementingh e ot her . As Sti ggi n efardrdedr@ingarar g u e
both i mportantodé (p. 761) .
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3.7 Development of FA
While definitions and understandings of formative and summative assessment help us to

better understand FA, it is also crucial tonsler, as it is relevant background to the
present research study, how conceptions of FA have developed and why. Clarke (2008:
8), Allal and Lopez (2005: 241andBloom et al. (1971:17) have all pointed to Scriven
as the first researcher inthe late tg®®s i xt i es t o use the term
in relation tothe curriculum. This idea was soon adapted by Bloom, who provided more
details about its usages (Allal & Lopez, 2005: 248pom et al. (1971:17fefined
summative evaluation tests adype of evaluation used at the end of a semester of
teaching for the purposes of ranking, providing certificates and licenses for students,
and for evaluating the effectiveness of a curriculum or a program. Formative evaluation
was defined by Bloom et al. 1 97 1) as the O6type of eva
involvedd student, teacher, curriculum maldrwould welcome because they find it
so useful in helping thenm7).i mprove what t|
In the late eighties, understandings of FA becamare specific. This is
reflected in Crooksdés (1988: 468) semina
needed to be on students6é | earning while

(1988) also suggested that students

should be given regular opponities to practice and use
the skills and knowledge that are the goals of the program
and to obtain feedback on their performance. (p. 470)

The importance of promoting learning, rather than focusing on summative assessment,
i n order f osdment hgs bgen Higklightea lry previous authors, such as
Bloom et al.(1971: 17) andCrooks (1988: 470). These ideas led on to further studies.
Bet ween 1987 and 1997, professors Paul B
London, conducted a large resgareview of 250 journal articles and publications to
determine whether FA helps to raise academic standards in the classroom. The studies
which they examined were conducted in numerous countries, and on a range of
participants from five to eighteen yearfsage (Black et al., 2003: 2). Black and Wiliam
(199&: 17) concluded that focusing on Frelps to produce significant learning gains.
Effect sizes ranged between .4 and .7, with FA apparently helpingdbigvers, as

well as other students (Black & Wam, 2001: 3; Cizek, 2010: 7). Based on their major

academic review of research on the effectiveness of FA, which was eventually
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published in the journaghssessment in EducatioBlack and Wiliam (1998b) went on to
produce a bookl etinSsodet ¢ ddeh &l ;ac&n tBiotxloe d 1
of Alnside the Black Boxo0, three questio
is there evidence that improving FA raises standards? Second, is there evidence that
there is room for improvement?riilly, is there evidence about how to improve FA?
Bl ack and Wi liambés (1998a) answer to al/|l
research question, which probes the stu
effectiveness of FA in helping pupils tnake achievement, engages with and develops
out of this past research.

FA is an integrated part of teaching and learning, which is often used by teachers
in many different ways due to their differences in teaching styles (Black et al:,2003
It can be done informallyd such as in classroom asations, oral questioning and
classroom discussiond or formally, such as when used in quizzes or homework
assignmentsMoore & Stanley,2010: 24). Although it can be argued that FA is not a
new idea and it is something that all teachers, to some extent, do within their teaching,
since the late 1960s, as demonstrated above, the term FA, and a conscious reflection on
what these practices mmes, begins to emerge. In order to be able to contribute to studies
on FA, it is vital to understand both the research of major contributors on the subject
and the development of FA.

3.8 The nature of formative assessment
One of the best descriptions oAF 6i n actiondé (p. 114) <can

work, and it is this understanding of FA which the present research study partially relies
upon. Harlen (2000: 111) described FA as an ongoing assessment, which is integrated
into teaching, and carriedut by teachers to help them to determine what would best
promote learning in a particular context. It is important to note that regular assessment

is not necessarily formative in function. Harlen (2000: 115) argued that how
information is used determinashether a certain assessment is formative or not. In
order to be able to understand what FA |
wi der principles underpinning AfLO6 (Gads

115), the following are the amn features of FA:

11t is integrated into teaching to raise comprehension amongst pupils. When it is
not used in the classroom, the type of teaching and learning becomes different.

{1t is concerned with enhancing learning.
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71t is concerned withindividual progress (ipsative) assessment and based on
criteria.

71t could be used in all learning contexts and uses information about

learning outcomes to take appropriate steps to support progression.

fStudents play an active role in assessing their regsorand deciding
appropriate next steps.

71t is concerned with validity rather than reliability.

FA is described by many authors, such as Harlen (2006: 104) and Heritage (2010: 10),
as a cycle of actions. This cyclical movement closes the gap between tvbdearner
currently is, and where the teacher thinks this learner can be in his/her learning
(Heritage, 2010: 10). Harlen (2000: 112) provided a useful model, which clearly depicts
FA. This is shown in the figure below. Beginning with activity A, teadher collects
evidence using different techniques with the help of the students (Harlen, 2000: 113).
The teacher then interprets the wevidenc
previous experience, and the s fThisdh®mans s o6
that FA is ipsative as well as criterioeferenced (Harlen, 2000: 113). An
understanding of the development in relation to the goal is needed for this
interpretation; therefore, knowing where pupils are in their learning is important to
decidethe following step (Harlen, 2006: 104). The teacher provides help and support,
which is further e n h-aandc seHhsselsynentt Thes leads i0d e n
activity B, which is a technique in which evidence of existing learning is fed back into
the teaching and learning (Harlen, 2006: 108his feedback serves as an aid to direct
teaching so that learning goals are amended to ensure the maximum involvement of the
pupils (Harlen, 2006: 104)This feedback is importantly for both parties, teachets an
pupils, and is an integral part of teaching and learning (Harlen, 2006: 104). Harlen
(2000: 114) argues that although the pro
life it needs to be understood as a whole, which might not all take place ilesson.

Harl ends clear description of FA, which
employed by the researcher to explain the conception of FA to the Saudi student

teachers.
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Figure 3- 2: Formative assessmentadapted from Harlen, 2000: 112)

Goals

Students’
activities (steps in
learning) ’

Teacher decides how
fo help next steps Teacher collects evidence

relating to goals
Next steps in Evidence
learning
Teacher decides next
steps
Judgement of
achievement

3.9 Elements of formative assessment

Teacher interprets
evidence

In order to better understand FA, it is vital to understand the elements of FA. Integrating
FA into teaching and learning is one of the major goals of FA, and it is here that the
elements are important. There are many elements of FA, which have been discussed by
researchers. Some essential elements of FA are questioning, feedback through marking,
and peer and selassessment (Black, Harrison, Lee, Marshall & Wiliam, 2002: 5;
Clarke, 2001; Wiliam, 2007: 192). In addition to these above elements, clarifying
outcomes to the students is another essential element of FA (Clarke,-ZDU{iigam,

2007: 192). Drawing on existing research studies, these elements, which will be
discussed irdetail below, were the elements introduced to the student teachers and
observed by the researcher in this present study. It was these research findings which

led the researcher to focus on these particular elements.

3.9.1 Integrating formative assessmennto teaching and learning

Integrating FA into teaching and learning is the main idea of FA. Careful attention

needs to be given when planning | essons
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Harrison, Lee, Marshall and Wiliam, 2004: 18). HenceycRBlet al. (2004: 19) argued

for the need for better lesson planning before introducing new lessons. The aim of doing
this is to help develop better teacher actions in the classroom (Black et al., 2004: 19).
Classroom activities and questions need to bargd prior to class in order to enhance
learning (Black et al., 2004: 19). On the other hand, Black et al. (2004: 19) argued that
although different types of activities might be planned before teaching, putting plans
into practice in order to serve thera of the lesson might not be an easy task, as there
is no certain method to follow when doing this. On the whole, Black et al. (2004: 19)
suggested that developing good practices of FA could only be achieved by helping each
teacher to find their own mettoof implementing the following elements of FA into

their classroom activities:

Sharing and clarifying outcomes and success criteria to students
Questioning
Feedback

Peerassessment and selfsessment

=4 =2 =4 4 -

Regular assessment day-day and minutdy-minute

3.9.2 Sharing and clarifying outcomes and success criteria to students

In order to provide a clear idea about sharing and clarifying outcomes and success
criteria to students, it might be useful to discuss how this essential element could be
conducted inan effective way, and how helpful it might be in promoting classroom
learning. Sharing outcomes with the students is often the first element of FA that
teachers put into practice (Clarke, 20Q9). This important element needs to be used
across all subjes, and in every lesson, otherwise students might think that some
lessons or some subjects do not have any goals (Clarke, 2001: 19). Research studies
have shown that there are many advantages to sharing outcomes. Both teachers and
students might benefitdm sharing these outcomes (Fautley & Savage, 2008: 47). This
el ement raises studentsod motivation and
handling a task (Clarke, 2001: 19). Clarifying learning outcomes may also help in
improving the qualityofatsud ent 6 s wo r %5). Motebvarr vihen,it is Ased) 1 :
students are often more eager to learn and their behaviour improves (Clarke3%001:

In addition to this, sharing learning outcomes helps teachers to concentrate on quality

and focus on the tantion of the lesson (Clarke, 20036). Finally, sharing learning
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outcomes helps teachers to be more critical and to choose appropriate activities and
success criteria for the particular learners in their classroom (Clarke,38)01.:

The learning outemes need to be visually available throughout the entire lesson
to remind the students of the goals of the lesson (Fautley & Savage, 2008: 50). Hence, it
might be helpful to write learning outcomes in a precise and direct way (Fautley &
Savage, 2008: 50)earning outcomes are shared with the students in order for them to
understand what the teacher is looking for and hoping to achieve. While learning
outcomes need to be written and visually available to all the students at the start of a
lesson (Clarke, Zll: 23; Fautley & Savage, 2008: 50), it is important to note that
sharing learning outcomes needs to be more than simply declaring what is written on
the teacheros | esson plan (Clarke, 2001
displaying the learning ocbmes, the language needs to be understandable (Clarke,
2001: 21; Fautley & Savage, 2008: 48). Moreover, in order to help students to
understand the goals, teachers might want to discuss the learning outcomesiwith the
students (Fautley & Savage, 2008:).50he tasks must be related to the learning
outcomes and feedback should focus on the learning outcomes (Clarke, 2001: 19).
Sharing the learning otwmes might have a significantf & e c t on stu
understanding and improvement if they contain success criteria and are utilised by the
students in their activities (Clarke, 2001: 20; Fautley & Savage, 20681)50

Success criteria also need to be visually displayed and availatile students
(Clarke, 2001: 22). The aim of using success criteria is to help students to recognise
how the teacher is going to judge their work and what he/she is looking for (Clarke,
2001: 22). Research studies have indicated that students need tarbehawoutcomes
are not all that teachers are looking for, but they want to understand how their students
achieved certain goals (Fautley & Savage, 2008: 51). Thus, the most crucial step in
sharing outcomes is providing success criteria, which mightetefuh in showing
students how to handle a task successfully. Therefore, careful planning is needed in
order to get useful success criteria and good learning outcomes (Fautley & Savage,
2008: 47).

3.9.3 Questioning
The element of questioning is more ththe teacher simply asking questions. There are

many aspects surrounding questioning, suchthestypes of questions, forming
guestions, waiting time, Ano hands upo

(Blacket al 2003: 40641). These aspects of ci®ning will be discussed below.
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When framing questions, it might be helpful to describe the types of questions
that are most commonly used. There are two major types of questions that teachers use
in classrooms: open questions and closed questionggé3rWoodfield, Martin &
Swatton, 2008: 23). Open questions ask for more extended explanations, while closed
guestions usually do not (Briggs et al., 2008: 23). Closed questions often require very
brief answers (Briggs et al., 2008: 23). Both types oftjaes are important (Briggs et
al., 2008: 23). Research studies have shown that while questioning takes up a large part
of the lesson, most of these questions are closed (Fautley & Savage, 2008: 38). In order
to offer pupils the opportunity for deeper aissions that provoke thinking, open
questions need to be utilised more often in the classroom. There are many models which
teachers can turn to in order to help t
Taxonomy of educational objectives of the cagmitlomain whichwas first published
in 1950, presented a categorisation of the different levels of thinking that could be

useful to consider when forming questions (Fautley & Savage, 2008: 40).

Figure 3- 3: Bloom's Taxonomy(adapted from Fautley & Savage, 2008: 40)
A
- Evaluation
~ Synthesis
- Analysis
- Application
-~ Comprehenshion
~ Knowledge

From the bottom of the pyramid the top, lhis clasdication represents a development

of cognitive thinking(Fautley & Savage, 20081). Evaluation, synthesis and analysis
are mainly related toigher-order thinking, whereas knowledge, comprehension and
application are related to lowarder thinking (Fautley & Savage, 20081). When
forming questions, teachers should first consider which category of thinking they want
to foster.Classroom teacheshould tlendecide whatrethe most suitable questioning
method to achieve that level of thinkingrautley & Savage, 20081).

Anotheressential aspedf questioning thateacheramight want to consider is
allowing pupils time to answer question®lack et al, 2004: 11; Fautley & Savage,
2008:41). Results frolRowed s ( 197 4 : 8 1) comductednyelemastanyi ¢ h v
science classes in the USiowedthat the mean time that teachers waitecafigspnse

after asking a question waass than one second. Ro\{#74: 81) found that when
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teachers allowed mof@vai t t i me 0 wh e nnumeraidadvaniggesatook e s p «

place:

Longer answers were given
More suitable answers were eféd
Fewer pupils failed to respond
More confidence in responses

Different explanations were provided by pupils

= =2 A 4 -4 -2

Pupilswereable o add to their peersod response

The advantages of increasifigw a i t needs noebe taken into consideration, as it
might improveclassroonmenvironment@ndmake themmore productive plase

The third ap e c t i n qguestionbngt rThis redas thditn o h
because the teacher calls upon students randathlpupils can expect to be asked
guestions at any timdones and Wilia (2008) argued that givingupils the chance to
decide whetheor not to raise their handi n c r e a s e s enttghpebetweerhtiee v e n
lowest andhighestachiev ng st ud eonéssaidd Wlipm (2088)1). suggested
that choosing pufs to give answerat randomhas many benefits and it raigbe level
of class @rticipation as a whole (Jones &iN&m, 2008: 11). Moreover, implementing
t heohdndsup strategy might hel p fram lackno ol v e
confidence (Jones & Wiliam, 2008). Because ypils need to give a response even if
they do not kow (Black et al. 2003: 40), this often gives students the opportunity to
share knowledge which they might not have been aware that they pos#dseed.

Jones and Wiliam (2008) have pointed out that it hedpgrovide the teacher with a
betterideaof thec | a desefopmentasanswersvhichar e t aken r andoml
to be more ré&lPpresentatived (p.

While this strategy may appear to be straightforward, its implementation can be
problematic(Jones & Wiliam, 20087). First, many teachersften £nd to choose
students who arebée to provide the right answer, so that they can quickly move on with
their teachingJones & Wiliam, 20087). Someteachers have solved this problém
writing the names of their pupils onllipop sticks or cards and chsing them
randomly (Jones & Wiliam, 2008&). Secondp u p i | feedback has st
hands upo strategy is often a slJonesk& t o t
Wiliam, 2008:7). Jones and Wiliam (20Dp$have suggested that thissue mift be
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alleviated if, for example, the teachallows pupils who are choseto use certain

options when answer arkg:t h@&i mhluan emeapiBydi eomrd
The last aspect of questioning is providaagupportive climate. Tia means that

students should not be afraid to give wrong ansy&eck et al., 2003: 40Providing a

supportive climatéhas many positive effects dearning In Black et ald s2008: 40)

study,one of the teachers explained that #spect of questioninigelpedher pupils to

feel less anxious about giving incorrect responses. tHasheralso added thather

pupils recognised that incorrect answengght be as helpful athe correctanswersas

these can be discussed and often provide learning opjpasufBlack et al., 2003: 40).

3.9.4 Feedback
Feedback is one of the major el ements of

usually defined in terms of information about how successfully something has been or
i's being doned (Pl argled thatthereSasedhree featueg & 8séful 1
feedback: first, students need to know the aim behind doing a certain task; second they
need to be aware of the extent to which they have achieved those aims; and finally, they
need to understand what acts to take in future lessons and activities to improve.
Feedback includes oral and written comments to students (Black et al.,, 2002: 8).
Teachers need to pay attention to the nature of the comments more than the amount of
comments (Black et al., 2002: 8hey need to advise students on how to enhance their
learning, and avoid comparing them with others (Black & Wiliam, 1998a: 9).

Black et al (2002: 1) have argued that grades usually have a negative impact,
especially on less successful students who naey been led to think that their lack of
ability was the reason behind their poor success. Butler (as cited in Black & Wiliam,
1998b: 1213) conducted a research study on faityht 1tyearold Israeli students.

Butler (as cited in Black & Wiliam, 1998H2-13) divided these students into three
groups in which the first group was given comments only, the second group was given
grades only, and the third group was given grades and comments. The results from
Butl erds study (as ch:1243) showed titat tlee sdoresfof tWei | i
group that received comments only increased between the first and the second session
and remained at the same higher level for the last session; the scores of the group that
received grades only decreased betweerfitsiesession and the third session; finally,

the scores of the group that received comments and grades showed a significant

decrease across the three sessions. Butler (as cited in Black et al., 2002: 8) suggested
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t hat grades mi ght ssinagptiadetytbecauseurdrey rstuderds mpghto g r
ignore and even fail to read the comments when they see the grade.
According to Hounsell (2007a), successful feedback can develop learning in

three substantial ways:

1 byaccelerating learningi.e., speeding ughat can be learned by
the students within a given period of time, and so enabling learning
to take place more rapidly, or in greater depth or scope, than would
otherwise be the case;

1 byoptimizing the quality of what is learndce., helping to ensure
that the learning outcomes achieved and evinced by the students
meet the standards hoped for or required;

1 byraising individual and collective attainmenhrough enabling
the students to attain standards or levels of achievement higher than
those whichhiey might otherwise have reached, i.e., without
recourse to the scaffolding afforded by feedb#gok101)

Feedback is central to the learning process, and when handled effectively it can be one
of the most powerful ways to enhance student learning. Henvéive role of feedick
in learninghas received a great deal of attention, because the conditions under which it
is effective are tremendously complex (Butler & Winne, 1995: 254). Much feedback in
higher education comes too late for students to be alf@ke significant use of it. In a
survey conducted in Britain by Hounsell et al. (2005: 7), the results indicated that
studentsd concerns about gui dance and f
hel pfulness of t eacher s 6 uenoy ofnieedback, to theo t |
adequacy of guidance about assessment expectations and chtedgson and
Ber mi nghamés (2004) report on | aw studer
found that the students perceived that feedback was generally inennsisgjuality and
timeliness.

Another interesting féect of feedback was discussed Hattie and Timperley
(2007: 102) who foundthat feedback, when it comes in tebape of praisehas a
negativeeffect As Hattie and Timperley2007: 102103) arguedpraise makes pupils
afraid of failure,and rather than putting in moedfort, they avoid the risk ofdealing
with challenging tasks which may only lead to failure.

Researchers have attempted to find a way to make feedback more effective. For
example, Gibbs and Simpson (2004) provided eleven conditions that might help in

applying effective feedback. However, they (2004: 17) importantly pointed out that
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there is no umersal rule for effective feedback, but providing feedback is always
dependent upon the type of subject that is being taught. As research has shown,
however, focusing on effective feedback

attainment than othefassroom practices.

3.9.5 Peerassessment and sedssessment
Peerassessment is usually seen by many researchers as a complementary element to

selfassessment (Black et al., 2004). Both elements, however, are essential in FA, and
peerassessment is, ats own, an essential aspect of FA. Noonan and Duncan (2005)
suggested that although there have been many definitions ofagmEysment,
researchers usually defittisas ©6one studentds assessme
success of an o Wihimpeemdsassinen, stddents penefit2frpm peer
feedback and pedearning as well (Falchikov, 1995: 175). This essential element of FA
has many advantages. It might help the students to be independent (Clarke, 2001: 39).
Black et al. (2003: 51) argdethat when students take on the role of the teacher and
mar k each otherods work, their | earning c
assessment, can be helpful as responses come from a group to the teacher, and this
usually helps to build strgncommunication between the students and the teacher
(Black et al., 2003: 50). Another advantage of peer discussions is that students usually
accept comments from one another more readily than from their teachers (Black et al.,
2003: 50). Hence, pe@sses me n t mi g ht help in raising
more attention to their work (Black et al., 2003: 50). It might also help them to raise
their selfesteem and control their own learning (Clarke, 2001: 44).

However, implementing pea@ssessmentte nhance st udmghtt so
not be an easy strategylack et al. (2003: 52) argued that pessessment might only
work if students develop the necessary skills. This might prove difficult as many
studentanay need guidance on how to act in a grauprk setting (Black et al., 2003:
52), and all the students will need to develop habits of listening to others and taking
turns (Black et al., 2003: 50). Hence, Black et al. (2003: 52) found that teachers need to
teach their students how to work togethermagroup and how to cooperate with each
other in order to benefit from peassessment.

Selfassessment is also an essential component of FA, and it should not be seen
as merely an extra thing to do (Black & Wiliam, 2001: 7). Boud (1991) defined self

asessment as
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the involvement of students in identifying standards and/or
criteria to apply to their work and making judgments about the
extent to which they met these criteria and standards. (p. 5)

Boud (1991: 15) argued that seldsessment involvestudents judging themselves and

their performance relying on evidence from themselves and other people. The
evaluation that they make needs to be about what they have achieved, what they need to
achieve, and how they can achieve it (Boud, 1991: 15). Thisspnly through clear

goals that students might be able to assess themselves (Black & Wiliam, 2001: 7). Black
and Wiliam (2001: 7) suggested that one of the main problems edssgi§sment was

that students often did not have a clear idea about thergaargets and therefore they
failed to evaluate themselves. They (2001: 7) suggested that students needed to be
trained to use seHissessment in order to be able to comprehend the aims of their
learning and how to achieve those aims. Andrade (201)1:sdggested that even
primary school children are able to recognise the quality of their work, and if they do
not, it is possibly because one or more of the features chss#fssment have not been
applied. Andrade (2011: 12) pointed out that succes#fiflassessment often takes

place when:

1 Pupils areaware of the importance of selfsessment.

=

Pupils have access to clear success criferthis can often be met by providing
a rubric.

Pupils are provided with a certain assignment or performance teasses
Pupils are provided with examples of sadisessment.

Pupils are provided with clear explanations and help regardingssdssment.
Pupils are trained to assess themselves.

Pupils are provided with clues regarding when it is suitable to assess tresnsel

=4 =4 A A4 A

Pupils are provided with the chance to revise and develop their assignments.

Selfassessment might be useful for the teacher and the learner (Clarke, 2001:
44). Clarke (2001: 44) showed that research studies have indicated HzssesEment
helps t o rai se edteerd. eSeldssedsmentedlsd helps students to be
independent learners (Black et al, 2003: 53). Clarke (2001: 44) found that students
enjoyed implementing sedssessment, as it helped them to discover what thoughts and

problems teir classmates shared. Teachers also indicated thasselésment helped
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them to know what t he -assessthenhhelged thaseeteadhsrs we
to develop better lesson plans to meet those needs (Clarke, 2001: 46). All in all, peer
assessent and selhssessment are both essential aspects of FA.aBsessment and
selfassessment are connected to each other and can benefit both the teacher and the

learner.

3.9.6 Dayby-day and minute-by-minute
Many researchers such as Haydn (200%55)3and Wiliam (2007: 206201) have

suggested that minutey-minute and dayy-day assessment might be the most
essenti al aspect of FA because it hel ps
have found that this approach might be more cost effectiveatmanther strategy, such

as reducing class size, in raising achievement (Wiliam, 2007: 184). Teachers need to
assess students regularly and many times during a class in order to know what their
pupils have learned (Wiliam, 2007: 184). It is only througfs tinformation that
teachers might be able to make adjustments to their teaching (Wiliam, 2007: 184).
These changes need to be made during the lesson or before students arrive to class the
next day, otherwise it might be too late (Wiliam, 2007: 184). Thssessing students at

the end of a chapter or a term might not have a major impact on their achievement
(Wiliam, 2007: 184). Assessing students midoyeminute and dayy-day needs to be
conducted using the five elements, which have been discussed: athanfying
learning outcomes, questioning, feedback, {@ssessment and sal$sessment. These
elements are essential aspects of FA, and theytamegl/ related to each othelin
order to raise ,tdesedgbaagiesnéed ta belpiactisec effertively.

As menti oned above, t he researchero
developed from these previous studies, which have been discussed here, and it was this
understanding of the elements FA that was povided to the student teachers.

Mor eover, the researcherds observation s
student teachers implemented these elements during their school placement. The fifth
and six research questions partially developed hertheme questions are concerned
with the student teachersd perceptions ¢
challenges that the student teachers faced when applying FA? and vi) do the student
teachers think that FA should be implemented and why? aments did the student
teachers perceive as problematic, and what elements did they perceive as particularly

useful andmportant, were driving concerns behind these questions.

52



3.10 Formative assessment and theories of learning
Assessment is stronglgssociated with learning. FA is described above as mainly

concerned with promoting pupilsd | earni
feedback. It i's heavily associated with
interaction between studeand teacher. Therefore, although it is essential to discuss the
empirical evidence of FA brought up mainly by Black and Wiliam (1998a), it is also
important to discuss, as it is important background to this study, the theoretical aspects
of FA and learnig. Most FA approaches seem to be situated under two main views
behaviouristand constructivisfJames, 2013: 84Torrance & Pryor, 1998: }4These

two mainperspectives will be discussed below

3.10.1 Behaviourist view and formative assessment
Earlier perspectives of learning were more related to behavioural theory (Shepard,

2000a: 4; Torrance and Pryor, 1998: 13). James (2013: 84) and Torrance and Pryor
(1998: 14) pointed out that behaviourist approaches help to master learning because
they encourage #h teacher to specify the objectives and the criteria, which are
achievable. Skinner, who was instrumental in developing the behaviourist theory, (as
cited in Shepard, 2000a: 5) argued that learning takes place when teachers gradually
introduce complex anddroad knowledge, and when they assess pupils after introducing
each new part of knowledge to make sure that the introduced knowledge, although
small, is mastered before moving on to explain the next point. Torrance and Pryor
(1998: 15) pointed out that baViourists see learning as a linear process, as pupils need
to master AAO before introducing ABO. He
as maths, rather than other subjects, such as geography (Lambert and Lines, 2000: 129).
This type of learnings often related to grades (James 2013: 45; Torrance and Pryor,
1998: 15). Lambert and Lines (2000: 129) described this approach by highlighting two
of its features: it is about displaying the learning objectives and success criteria
explicitly, while makng sure that the pupils understood them; it also involves
discussing the test results with the pupils and providing them with feedback, which
reflects their strengths, weaknesses and how they overcome their difficulties. James
(2013) argues that the behae ur i st approach I s based ¢
rei nf or c8)méenbehavio(rist.approach helps the teacher to know what pupils
have acknowledged, and feedback is often offered to reflect what was achieved, while
also helping to close the ga&s its emphasis is on practice and instant reinforcement
(James, 2013: 85). While this approach helps to reinforce knowledge, Lambert and
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Lines (2000: 129) have argued that the behaviourist approach is not concerned with
pupil-teacher interaction.

As thebehaviouristsee learning as a stéy-step process, which builds on the
pupi | s6 Kk nappvdachdhas eften bedn icrgmisbecause it neglects cognitive
skills, which view learning as a social process (Torrance and Pryor, 1998: 15).
Researchergsee, for example, Black and Wiliam, 1998b: 32; James, 2018685
James & Pedder 2006b: 32, Shepard, 2000a; Shepard, 2000b, Torrance and Pryor 1998:
15) have argued that learning better takes place in a constructivist classroom
environment, as these eronments encourage learners to be active. This type of

approach will be discussed below.

3.10.2 Constructivist view and formative assessment
Torrance and Pryor (1998: 15) described the constructivist perspective of FA as an

aspiring approach becausednsiders the interaction between the teacher and the pupil

in the learning proces3orrance and Pryor (1998: 15) explained that in this approach

the interaction between teachers and learners means that teachers help the learners to
understand new ideas,at her t han just discussing the
(2001: 14) suggested that the constructivist approach helps learners to be active in

analysing knowledge. James (2013) compares the two approaches:

From a constructivist perspective, forimat assessment is
viewed rather differently. It focuses not so much on
behaviour as on cognition (thought), generated in a social
context. In particular it is interested in promotilggarning
with understanding which is actively understood and
internalise&l by the learner. (p. 85)

Cognitive theory is when a pupil links the information which is provided with prior
information already present in his/her mind, in order to make sense of the knowledge
which they have been given; recognising these links isndkgm¢ upon how active the

pupil is in making these links and how familiar he/she is with the introduced knowledge
(James, 2013: 85). The constructivist approach importantly treats learners as individuals
who are trying to make sense of the knowledge thatldeen introduced to them (Hall

& Burke, 2004: 5). In this approach, understanding is the process of building and
rebuilding knowledge, because a constructivist approach supports the learners and helps
them to make sense of what they already know (JaB@ds3: 85). It is essential that
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teachers try to know how their pupils relate new information to ideas which are already
present in their minds (James, 2013: 85). Lambert and Lines (2000: 130) described the
different characteristics of the constructivisppegach: it helps pupils to comprehend
new knowledge, it refines old ideas, and it ought to have feedback, which should
include feedforward notions. Feetbrward notions focus not only on what pupils have
achieved, but what they might achieve (TorranceRuydr, 1998: 15).

Vygotsky ( 1 9 7 8) argued that to teach in t
(ZPD) (p.86) means that it is important to know not just where pupils are in their
learning, but also what they might be able to achieve with the help oftaadtor or a
peer. The constructivist approach emphasises tepcipdrinteraction, a collaborative
model where the teacher works as the facilitafathe learning process (Torrance and
Pryor, 1998: 15). This approach needs time in order to be applaessfully and,
because of this, it might be difficult to apply in modern educational systems, which
emphasise immediacy and results (James, 2013: 86). Lambert asd2006€: 130)
argued that adopting the constructivist perspective should not meaimgvbid use of
other approaches, such as the behaviourist approach. In order to be able to apply FA
successfully, both approaches are important (Lambert and, [26@0: 130).

The above suggests that a constructivist rather than a behaviourist approach is
appropriate for the current research project. Althougls ihot possible given the
limited space of this thesiso develop a full discussion about the authwho have
been influential tahis study|t might be worthwhile taefer briefly and ratheranerally
to three key figues by way of a conclusion to theflections on the nature of
constructivism and its relevance ttee presentesearch. In the context of ideas about
learning developed by Piaget, Bruner and Vygotskg, researcher wazble to eflect
on the nature of constructivism. Piaget broduhgallowed for reflection on the stages
and | evels of l earning that are potlesi bl e
resear cheinbralation koithekquahty of learning and the pbdsy that
students have to learn about the fundamental building blocks of a subject or approach;
and the work of Vygotsky has help#te researcheo reflect on the processes that are
associated with formative assessment in the drive towards the exi@ev of higher
standards.

3.11 Formative assessment in foreign/second language classrooms
The present research study was conducted in language classrooms, and therefore it is

important to consider what research studies have suggested about FA and second
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language classrooms. Meskill (2010) argued that in many of the foreign or second

| anguage (L2) classrooms around the worl
ongoing formative assessment of the linguistic development of each of their English
langum e | earnersodo (p. 1 9 8 )-2) argued rttatsalthaughdFA Wi | i
strategiesd sharing the learning outcomes, questioning, lleeld, peer and sel
assessmend work as well in L2 classrooms as they do in other subjects, such as
mathematics or sence, learning in an L2 classroom is different from learning in other
school subjectsdé classrooms. Mes ki || (20
a complicated matter and it depends on t |
backg oundsdé (p. 198).

Miskell (2010: 198) argues that the ongoingness of FA, with its focus on
individual development, is essential in L2 classrooms in order to determine which
instructional decisions would be useful to enhance learning. In their reseaaihipg
to year 9 pupils in L2 classrooms, Lee, Buckland and Shaw (198Bs3ggested that
pupils in these classrooms do not know what they are suppose to achieve and they are
not sure what learning a language actually means. As Jones and Wiliam3pGa8r
suggested, sharing the learning outcomes and success criteria with the pupils in a clear
way, and making sure that they understood these outcomes and criteria, will help to
guide the pupils through the learning process, while also building indepelearners,
which is a fundamental goal of language learning. In addition to this, Mercer, Dawesb,
Wegeri fa and Samsa (2004: 359) concl ude
i nteraction have a positive ef fedhis on
interaction and discussion might be difficult for the learners in an L2 classroom (Ur,
1996: 121). Moreover, while pupils might use their mother tongue to engage in a useful
discussion about certain topics, this is not the end goal of an L2 classCook (2001
402) suggested that wusing oneds mother t
develop their understanding of the target language. Jones and Wiliam (2008: 4)
supported Cookds view, but they ®whesim emp
the target language.

Feedback is also considered to be an important principle in L2 classes.
Educators have conducted research studies to find out what types of comments are the
most effective in these classes. The most used type of writtebaf@eth L2 writing
classes has been about error correction (Srichanyachon, 2012: 8). Truscott (1996: 327)
argued that error correction could damac

quality and should be abandoned. He argued that L2 teacherstmeadopt a
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0cor rfercea@ ompproachoé in their courses. Thi
327), has been rebutted by other researchers, who argued that learners benefit from error
correction feedback. For example, Ferris and Roberts (2001) ctedlda research study

to examine the effects of teacher feedback amongst university L2 learners. Three kinds
of feedback were provided: errors marked with codes, errors underlined with no codes,
and no error feedback at all. They found that both groupsda® with error feedback
significantly outperformed the no error feedback control group.

Ferris and Roberts (2001: 1-484) also explained that feedback, and especially
written feedback, could be provided in direct and indirect ways in L2 classrooexs: dir
feedback means that the teacher directly
correct grammar or words; indirect feedback means that the teacher does not provide a
direct correction, but they point out that an error occurred and then |e¢avindé pupil
to correct the mistake. Educators have argued that indirect feedback is more helpful
than the direct feedback because it helps pupils to be active learners and encourages
problemsolving (Ferris & Roberts, 2001: 1d%4). Findings from resear studies
(such as Ferris, 2006: 98; Lalande, 1982: 140) showed that indirect feedback was more
usef ul in enhancing the pupils6é accuracy
are concerned with | earnersd predeven ence
previous studies (such as Ferris, 1995: 33; Ferris & Roberts, 2001: 177; Hedgcock &
Lefkowitz, 1994: 150) have suggested that learners were in favour of obtaining teacher
feedback, rather than obtaining no feedback. In some studies, such asrieeRabarts
(2001: 177), learners indicated that they preferred indirect feedback with errors being
either marked and coded or marked as incorrect, but not corrected.

Research studies of peassessment have showed that it was used in a range of
ways in 2 classroomsGheng & Warren, 2005: 94). Many research studies valued the
useofpeeas sessment in L2 classrooms, especi
writing skills (see, for example, Caulk, 1994; Jones, 1995; Mangelsdorf, 1992;
Mendonca & Johren, 1994 Villamil & De Guerrero, 1996)There are, however, fewer
studies on peeassessment and oral skills. Research studiegh have been done in
this area, such as Mitchell and Bakewel
enhancement in pemmance when peassessment took place and when oral
presentation skills were being used.

Some studies, such as To-aspessmgndand peet 9 9 8 |
assessment of writings skills in L2 classrooms. Topping (1998) argued that, when used

to assess writing, pears s es s ment appeared O6capabl e of
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good as teacher assessment and someti mes
|l earner so at t i-dsseskmdn Roskamsa(i9d93 reporéed thaeer
assesment was preferred by most L2 learners. However, students were skeptical about
how accurate peaassessment was if it was used as an instrument for assessing students,
while they accepted it i f 1t was wused as
(1984: 3093 1 0) and Jacobsds (1987) suggested
students for peeassessment. This shows that although learners feel that peer
assessment is helpful, they need time to develop the necessary skills.

All of these studiesgiscussed above, indicate what researchers have suggested
is of value when it comes to implementing FA elements in L2 classrooms. These
previous studies have focused on | earner
the six research questions pdhiyiaeveloped here, as they are interested in the student
teachersé perceptions of the value of FA
FA can help school students to make progress? and vi) do the student teachers think that
FA should be img@mented and why?

3.12 Advantages of FA and its current state in UK schools
As discussed above, there are many advantages ohskham (1997) has argued that

FA is ongoing and that it ¢ hBRldckasndWilam pr om
(2001) have drawn attention to the fact
work and that development of it can rais
devel oping FA practices c olowattainersaberefdings t u d
the most from its use. They (2001) al so
mi ddl e of the 41 countries involved to b
studies conducted by the OECD on implementing FA irnoua schools in eight
educational systems (Australia, Canada, Denmark, England, Finland, Italy, New
Zealand and Scotland) revealed many positive results (OECD, 2005a). FA helped to
raise studentsd performance, andoflow al l
attainers (OECD, 2005a: 69; Sliwka, Fushell, Gauthier & Johnson 2005: 114). Teachers
indicated that FA helped them to save time (OECD, 2005a: 69). The practice of FA
promoted equity of treatment amongst students (Voogt & Kasurinen, 2005: 1629. It a
assisted in improving the relationship between students and teachers (Looney &
Wiliam, 2005: 142). When the teachers in these studies integrated FA into their
classroom practices, a supportive classroom climate developed, which encouraged
students to & involved in classroom interactions without being afraid of making
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mistakes (OECD, 2005a: 47). In these research studies, pupils focused on making
progress rather than competing with their colleagues (OECD, 2005a: 47). They became
more independent leare{OECD, 2005a: 72). Mischo and Rheinberg (as cited by
OECD, 2005a: 48) have also suggested other advantages of implementing FA, such as
intrinsic motivation and seksteem. Finally, FA encouraged teachers to evaluate their
teaching methods and to usegqtrees which worked well, while abandoning those that

did not (OECD, 2005a: 72).

FA, which is also known as assessment for learning, has been adopted by many
developed and developing countries around the world. In the UK, teachers are
encouraged to prase this type of assessment: part of the UK National Strategies are to
support teachers as they develop FA practices in their classrooms. The educational
systems in many other countries, including the US, are also turning their focus to FA
(Bennett, 2009)Yet despite this, FA is still not being implemented properly in schools
(Gadshy, 2012: 5). The Ofsted Annual Report (2010) showed that the use of assessment
to support learning in many UK secondary schools was mainly satisfactory, which is
second lowest rking, with only inadequate below it. These findings raise questions
about why FA is not being effectively implemented in schools, and what difficulties or
barriers might be present. Wiliam (2009: 17) suggested that while many teachers had
sufficient knowkdge about FA, they did not know how to apply that knowledge in the
classroom. According to Gadsby (2012: 13

provide a reason behind the problems and difficulties that arise when implementing FA.

3.13 Issues of pactising formative assessment
Black et al. (2003) have highlighted some issues that could surround the practice of FA:

these are Oteacher change, studentsodé per
(p. 13). Hence, in order to improve the use ofikRA&lassrooms, major changes need to

be made amongst teachers. These changes
and the part that they play towards their students and their classroom routine (Black et
al., 2003: 13). In other words, teachersisinchange their way of thinking about
teaching and learning, and they must embed these changes in their daily routines and
practices.

Feedback can also be an issue when implementing FA. Tunstall and Gipps (as
cited in Black et al. 2003: 13) argued tha&ny students might not be able to identify
comments as advice, which is meant to help them to close the gap between what they
have learned and what they can achieve. Moreover, some students might misunderstand
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what the teacher wants to convey to them asda result, they do not benefit from the
formative feedback.

Two additional problems have been gagted by many secondary
schooteachers who highly approve of the idea of FA (OECD,520069). These
secondary schoble ac her sd mai n sz®and @nmiculam rageirereents | a s
(OECD, 2005a: 69). Another issue was that FA was perceived as -@dimseming
process Carmona, Stroup & Davis, 200Bunt & Pellegrino, 2002: 79Jeesom, 2000:

56) . Teachers need t o ev aldunldiffieulties andl negds,a g n o
whilst also responding to them (Hunt & Pellegrino, 2002: 75) and this is often very
di fficult to do. The present research st
her e, as the student tleagecamdkisssesd thay theydaeedt i o
when applying FA might be useful in developing better practice and better training
programmes. Mor eover, do Saudi student t

issues surrounding the implementation of FA confirroatradict previous studies.

3.14 Critiques of FA
Not all researchers agree that FA and dialogic learning are necessarily the best way to

facilitate and promote learningCh r i st o decentl bool,8esen Mths abaot
Education(2014)advocates a return to tradit@nnstrudion, rote learning and testing
A research study conducted by Smith and Gorard (2005) argued that FA does not have a
positive iIimpact on pupilsd achievement.
were proviled with formative feedback, which contained comments but no marks, did
not perform any better than students who received ma&iksk, Harrism, Hodgen,
Marshall and Wiliam (2005 14) qguestioned Smith and
arguing that theistudy did not offer any evidence that FA took place or that it was even
promoted in their study. As Black et al. (28)5 poi nted out : Oby
admission, there has been no formative s es sment involvedd (p.
Even when FA is utilised, iinight not be the sole factor involved in raising
achievementin her review,Elwood (2006: 227) criticised FA, arguirtgat FA is not

theonlymeanstogaisest udent sdé scores. El wood (2006)

research warns us that such gain scores must always be

discussed within margins of measurement error, that they are

likely to fluctuate in the long term, will be susceptible to other

i nfluences and that the Ocause and ¢
be placed on formative assessment methods alone. (p. 227).
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Similarly, Dunnand Mulvenon (2009pointed outthat although many research studies
have argued that FA has a positive i mpa
empirical evidence to support these findings. They (2009: 9) suggested that research
studes need to conduct their research using betganised methodologies and
projects in order to obtain more definite findings.

Other researchers, such Bennett (2011), have argued that while FA is a
promising approach, there are aspects of it which teée improved. Bennett (2011)
critically examined six issues related to FA, which he argued must be addressed in order
t o mo v e Ot hi s promising concept forwar
effectiveness issue, the domain dependency issue, thesurapeent issue, the
professional devel opment I s Bamreett (206In &) t he
explained that the meaning behind the term FA and how it should be implemented and
practised is still ambiguous. Bennett (2011) also argued that statisgiasding the
effect size of FA ranging between 0.4 and 0.7 might not be very sensible because some
of these findings are derived from d6untr
(p. 5). Bennett (2011) further argued that in order to be ablectmmése the value of
FA, researchers need t o -sfeafieduapproaches Budto n c €
around process and methodol ogy rooted w
(2011: 5) added that these conceptualisations need to consider theitases,
which allow tutors and learners to realise the nature of assessment. Bennett (2011)
suggested that 6ti me and professional S
teachers are to become profi ci alytBenneter s
(2011) emphasised that in order to obtain a maximum benefit, FA needs to be
6conceptuali sed as part of a comprehens
together to facilitate | earningdé (per 5).

educational developments

is both conceptually and practically still a werkprogress.

That fact means we need to be more sensible in our claims about
it, as well as in our expectations for it. That fact also means we
must continue the hard work nesgtto realise its considerable
promise. (p. 21)

Even strong propants of FA like Black and Wiliam haveacknowledgedhat
FA might not always be the best means to promote student achievemeBiacks

Harrison, Hodgen, Marshall and Wiliam (2®&)%verecareful to note:

61



We do not claim that formative assessment leads to improved

student achievement iall classes, withall teachers onall

occasi ons. [ é] Our cl ai mini s t hat
general is an effective intervention, although we do not
underestimate the difficulties in translating the theoryoint

practice. p. 7)

All of these critiques of FA show how diffeten r esear cher s have
effectiveness and usefulness. These debd®msonstratethat, like many other
educational reforms, more attention from researchers is needed if FA is to reach its
maximum benefit. The present research study aims to contribute to this end by

exploring Saudi student teachersdo percept

3.15 Perceptionsof formative assessment
The following sections will examine the literature which has discussed perceptions of

FA. This study relies upon the definition of perception, as defined by Neisser (as cited
i n Hayes, 2000) : 6an a cwlhich are dirgctlylcencemdd C 0 ¢
with making sense out of experienced (p.
6directed by what we expect to find as
Nei sser (as cited i n Haeywewractiely explpres¢he p | a |
perceptual world, picking up relevant information and ignoring that which is
uni mportanto (p. 59) . I n the current res
student teachersbo per cept i oarsexpaiéncesF& wo |
implementing it during their school placements. Hence, the research questions were
designed to engage with their evolving perceptions. That is, the first research question
was interested in the st udcessmentane BA;whder s O
| ater research questions sought to explo

their implementation of FA strategies.

3.15.1 Teachersé perceptions of assessmel
Torrance and Pryor (298 : 21) conducted a study to

assessment. Their (1998: 21) aim was to know how teachers perceived assessment, how
they tended to practise assessment in classrooms and how they used that data further.
The results from their stly showed that the teachers described assessment as a practice
that is separate from teaching, and as an activity that is done to obtain data, which is
then provided to other people, rather than information used by the teacher or the

learners. Assessmewas perceived as a practice that has negative effects, rather than
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positive effects, on the learners (Torrance & Pryor, 1998: 43). It is worthwhile to note
that, even after FA was promoted in the UK pb888 (Gipps, McCallum, Hargreaves

& Pickering, 2006:48), ten years later, teachers were still describing assessment
summatively.

A study conducted in 2000 by the England Qualifications and Curriculum
Devel opment Agency (QCA) focused on teac
Neesom (2000) , on behalf of the QCA, exa
qguestionnaire. Neesomvestigated what features of FA teachers perceived as valuable;
how frequently it was applied in the classroom; and how supportive the administrative
staff were regarding the implementation of FA. Neesom (2000: 4) reported that the
teachers in the stugyerceived FA to have numerous benefits in relation to learning; FA
was perceived as a basic factor in improving the quality of teaching and learning. In
relation to teachers, FA was perceived to help teachers to know the difficulties that
pupils faced;if ost ered teamwork; and it helped t
pupils, they perceived that FA helped students to become independent learners, as it was
perceived to raises their s@bnfidence and motivation (Neesom, 2000: 4). Most
teachers, twever, were not sure about the differences between FA and summative
assessment (Neesom, 2000: 4). Many teachers perceived FA as something extra to do,
rather than an integral part of teaching and learning (Neesom, 2000: 4). Moreover, the
teachers in thetsdy perceived FA as time consuming, and they also perceived that the
number of pupils in the classroom could be a problem (Neesom, 2@)0AGcording
to this study, the teachers also perceived that parents did not seem to be sure about how
to interpretFA i nf or mati on that they received ¢
2000: 6). Finally, the teachers felt tH&A training is necessary for better practice and
understanding (Neesom, 2000: 7). This relates to James and Pedder (2006b: 28), who
arguedtat a fundament al change in teachersbo
and the nature of teaching and learning is important in order to be able to implement FA
effectively. Thus, developing better teach®ining programmes is vital to improving
theimplementation of FA.

A mor e recent study conducted by S
perceptions of FA in order to explore t
performance. Using quantitative and qualitative methods to conduct the study, Sach
(2012: 261) suggested that teachers perc
l earning. However, Sach (2012: 261) repo

confident than they c¢claimed to beThen pu:

63



findings also revealed that the teacher s
they were teaching (Sach, 2012: 268). Sach (2012: 268) further found that the years of
teaching experience held by each teacher also affected their percepitidts:

Ot eachers with over 20 years of experien

this perception statement [ 6al | chil dren
with0i3 years of experience had the | owesto
These studies sho t he I mportance of obtaining

assessment and FA in particular. These perceptions are essential if we are serious about
devel oping classroom assessment practice
assessment and FA migbe useful in formulating better teackeaining programmes

that addresses teachersdo as well as stud

it is essential to invest time and support to help teachers to develop better practices of

FAandtoende FAtobebconceptual i sed as part of a
al | components wor k t o(g &)t Inerdertb do tHjs@isi | i t
crucial that we think formatively. Obt ai

and FA ae data which might be useful in starting this process of development.

3.16 Research studies about student teacl
The researcher used the words: perceptions, conceptions, views, understanding, value,

student teachers, trainee teachprsservice/preervice teachers, formative assessment
andassessmeifior learning to search for previous studies which have been conducted to
explore student teachersd perceptions of
hundred studies that weerconducted with student teachers and related to assessment.
The researcher considered all of the stu
perceive FA as a learning tool in the classroom. Twsatien of the one hundred
studies were relevarAs t he researcher was intereste
of FA, studies which did not consider FA were excluded. Studies that were related to
student teachersodé perceptions of assessm
not include Englis, were excluded. Studies that focused on preparing teachers, rather
than eliciting their perceptions about FA were excluded as well (Otero, 2006; Carmona,
Stroup & Davis, 2006; Morrison, 2005). Studies that examined the gap between how
student teachersear t r ai ned regarding assessment
implementation of FA in schools were also excluded (Mitchell, 2006).

There were seven studies which focused, to some degree, on student teachers
and FA. Two of these seven studies were maanly o u t student t each
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and understandings of FA (Keen, 2005; Taber, Riga, Brindley, Winterbottom, Finney &
Fisher, 2011) and these will be discussed in detail below. The five remaining studies,
which will also be discussed below, werereldted st udent teachersao
in a more indirect way: three of them weetatedtos t udent t eacher so
(Brandom, Carmichael & Marshall, 2005; Cowan, 2009; Luttenegger, 2009); and two
wer e rel ated to st uddpracticeseod askessmanty whicte r c €
included FA (Eren, 2010; Winterbottom et al., 2008).

Erends (2010) eandalWidrst e r2b000t8t)om esear ch
to find out what classroom assessment practices were valued by student teachers, and to
what extent their teaching made use of these values. Both of these studies were
interested in the gap between value anactice. In particular, they explored student
teacherséo perceptions about FA as wel |
investigated how student teachers valued both types of assessment, and which of these
types of assessment they practised most &etlyiin their classrooms.

Both Eren (2010) and Winterbottom et al. (2008) relied upon James and
Pedder 6s (2006 a) study on teachersbo per
Winterbottom et al . (2008) made ush of
di vided teachersod6 perceptions of assessn
explicit, promoting | earning autonomy an
learning explicit means gathering data and acting based on the data obtained, and
working with pupils to improve learning; promoting learning autonomy means helping
pupils to be independent learners through- seil peeiassessment; and performance
orientation means supporting pupils by using closed questions and marks so that they
can reah the curriculum goals (James & Pedder, 2006a-1PX). The first two
dimension® making learning explicit and promoting learning auton@nwre related
to FA, while the third dimension, performance orientation, is related to summative
assessment (Jam&sPedder, 2006a: 12824). The first two dimensions were based on
the five elements formative assessment: sharing the learning outcomes, questioning,
feedback, peeland sefassessment (James & Pedder, 2006a: 110).

Erenods (2010: 27)d sgstuddgentwht &dc heexr psloc
formative and summative assessment, found that Turkish student teachers valued a
constructivist approach to learning, making learning explicit, and promoting learning
autonomy more than they applied in their classroonmsth@ other hand, they applied
the traditional teaching approach and performance orientation more than they valued. In

other words, they seemed to value FA more than summative assessment, but they
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tended to practise summative assessment more than FA.rWintet t om et al
197-198) findings showed that student teachers valued promoting learning autonomy,
using open questions, using formative feedback,-peseessment, sedssessment and
open discussions based on success criteria and critical thitkavgever, similarly to

Eren (2010), Winterbottom et al. (2008: 193) found that the student teachers valued
promoting learning more than they practised it, while they practised performance
orientation more than they valued. Winterbottom et al. (2008: &86)found that there

was a significant gap between value and practice for student teachers, which they did
not find with qualified teachers. They (2008: 205) argued that they anticipated the gap
between value and practice amongst student teachers, ightit®a the result of limited
school placement time and other restrictions, which may have hindered the student
teachers from implementing what they valued. The fourth research question in the
current study is not interested in the gap between value auiga:; rather, this
research questions seeks to discover the
teacheitraining programme helped them in developing their professional practice of
FA.

Taber eta | . (2011: 181) e X p | pioned assessmahte n t
using interviews. Most of the student teachers involved in their study (2011: 176)
described assessment as summative rather than formative. Although some student
teachers reported that pupils did not care about the comments provilethtand they
only became motivated when they saw their marks (Taber et al., 2011: 177), most of the
student teachers thought that the pupils focused on feedback comments rather than the
grade (Taber et al., 2011: 179). Taber et al. (2011: 178) foundvtieat the student
teachers were asked about FA, they described the five elements articulated by Black and
Wiliam (1998b). Most student teachers thought that FA was a continuous assessment,
which happened daily, and that FA contained feedback on writtervenb@l tasks
(Taber et al.,, 2011: 179). The student teachers seemed to prefer FA more than
summative assessment because FA was perceived to put less pressure on pupils, whilst
also helping pupils to enhance their learning through feedback (Taber €tat.,130).

Most of the student teachers thought that lack of time, the excessive use of summative
assessment and the number of pupils in the classrooms were the main obstacles that
they faced when implementing FA (Taber et al., 2011: 180). What issuasutient
teachers in the present research study perceived as problematic were the focus of the
fifth research question, which partially developed here: v) what are the challenges that

the student teachers faced when applying formative assessment?
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Taberetal . 6s (2011) results indicated th
experiences during school placement dich o t match up to the i
discussed in the academic and professional literature they read, and the official guidance

issuedd t hemdé ( p. 181) . This shows not onl
serious discrepancies in training which might foster disillusionmieiter et al. (2011)

concluded that assessment I's an area of
chal |l enging for many trainee teacherso (p

when given the chance to reflect on the issues regarding the gap between theory and
practice, student teachers were able to do so. Forexathwplandom et 202)1 . 6 s
study showed that student teachers were able to reflect upon the issues of implementing
FA, and they were able to identify the gap between value and practice in relation to FA
when they were given the opportunity to do so. The third and fourth rbsgpaestions
engage with this research, as they ask the student teachers to reflect on thek teacher
training programme and its usefulness: iii) what do the student teachers do during their
teachedtraining programmes in connection with FA? and iv) do theelent teachers

think that their training programme is coherent and useful in helping them to develop
their professional practice of FA?

The findings from al/l of the three pr
Erends (2010) amded Wi2rot0e8r) b o tsthaomw dthaal .whi |
value certain theories in education, their particular circumstances and environments
affect both their perceptions and the practices that they apply. Even if they value FA
and have a full understanding BA, their practices might not necessarily reflect that
understanding because of particular circumstances, such as short school placement time
and a need to pass their teaetraining programme.

Keends (2005) resear ch s tndesgstgndifhigotFa,s e d
and in particular, trainee English teach
Keen (2005: 242 42) found that the student teach
strengths and points for damemdrecsppmdicated i n
and sensitive over time. Keen (2005) also found that the student teachers were more
able to use data to adapt their teaching. This means that the student teachers use of FA
might develop over time.

Cowanbdés (20009 :ycdmparedthe sed FAcstategiets dudng the
school placements of two groups of student teachers: The first group was implementing
FA at secondary schools, while the second group was implementing FA at primary

schools. The findings showed that the studeachers who implemented FA at primary
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schools were more enthusiastic, and they implemented more FA strategies than the
student teachers who implemented FA at secondary schools (Cowan, 2009: 81). Cowan
(2009) argued that according to the student teachvéws were placed at primary
school s, i ntegrating FA Ostrategies was
professional practiced (p. 81) . The stud
schools felt less confident than the other group of stugachers. Cowan (2009: 81)
suggested that the concentration on tests in secondary schools may have contributed to
this result. According to the student teachers at primary schools, lack of time was
reported to be one of the main factors which hindereth them implementing FA.
Another aspect which hindered student teachers when implementing FA was indicated

I n Luttenegger 0s (20009: 300) research
understanding about FA impeded student teachers from implementingtRéiriaily
teaching routine.

While thereare very few studies on FA and student teachers, the findings from
these research studies, which have been discussed above, are important because they
provide an idea about how FA is perceived by student teachers and why it might have
been perceived andthplemented in certain ways. Moreover, these past research studies
have been instrumental in helping the researdb finalise some of the research

questions.

3.17 Researclstudies of assessment and FA in the Arabian region
There have been some profiledareports published on the history of assessment and

the current system of assessment in different Arabian countries (for ex&nfadan,
2000;Hargreaves2001;Vlaardingerbroek & Shehab, 2012). However, there have been
only a handful of empirical reaech studies focused on assessment in the Arabian
region.Thus, while there are many research studies about assessment and FA conducted
in western countries, there has been a limited amount of research conducted on FA in
the Arabian regionWhile some ofhese studies have been in
teachersdéd perceptions of asseAlKadd 2G1]; t hi
Qassim 2008). In Oman, some researchers, such as Moheidat and Baniabdelrahman
(2011) focused on sedfssessment, bthis is only one aspectof FA.Ai ndy dés (20
research study focused on year 12 Engli
assessment by asking if continuous assessment changed their ideas about teaching and
learning. FAIis continuous assessmenttlmontinuous assessment is not always FA. As
Black (1998: 117) has pointed oagntinuous assessment is not necessarily FA, as this
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assessment might lack effective feedback. Harlen (2000) also argued that assessment
which i s carri ed natuadcessardynmean that@ssesssment seves & s
formative purposed (p. 111) .

In addition to thdimited research on FA, there are almost no publications on FA
in Arabic, and this may have contributed to confusion about what the term actually
means. For example, Rumai hds (2009) unpubl i shed
effectiveness of FA in primary scbis in Saudi Arabia, but the term FA was used
interchangeably and confused with continuous assessment, which is a practice that has
been more recently adopted in the Saudi primary schools, as discussed in the context
chapter. The present research studymportant because it is the first to focus on
student teachersodé perceptions of FA in t

3.18 Teacher education

3.18.1 Teacher education programmes and their issues

The current research study is interested in student teachers and thézatdrer
education isof vital importance.Teacher education is rooted in existing educational
systems and it is partly conducted in schools (Snoek & Zogla, 2009: 13). Therefore,
teacher education reflects thetfi@as and adheres to the rutdsa nationdeducational
system (Snoek & Zogla, 2009: 13). The previous chapter explored the nature and rules
of the Saudi educational system, but it is important to put this information in a wider
context, as the nature of initial teaclieining programmes diffefsom one country to

the next. For example, in Germany teacher education consists of two phases: the first
phase takes place in the university, whilst the second phase is carried out in the schools
and takes between 18 to 24 monttiebahn, 2003: 89). l&kngland, the most common

two routes into teaching are through undergraduate andgpexbiate education
(Department of Education, 2013). If a person already has a degree, he/she joins a
Postgraduate Certificate in Education (PGCE) course, but if a peogsnndt have an
undergraduate degree, he/ she can complete a bachelor of education/art/ or science with
a qualified teacher status (QTS) course (Department of Education, 2013). Both
postgraduate and undergraduate courses are provided by universitiesllagdsco
These courses help the students to complete their initial teachinog (ITT) course,

which anyone who desires to teach must complete (Department for Education, 2013).
The ITT course consists of 39 weeks, and aroundtiivds of this time isspent
working in schools (ARG, 1999: 9).
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The length of the programme also differs between countries. The following table

shows the duration of teacher education programmes in several countries.

Table 3- 2: Number of years ofpostsecondary education equired to become a
teacher in 2001 (OECD, 2005b: 107)

Primary Lower secondary Upper secondary

education education education
Austria 3 4 5
Belgium 3 3 4%,
(Wallonia)
Belgium 3 3 5
(Flanders)
Czech Republic 4%, 5 5
Denmark 4 4 6
England & 4 4 4
Wales
France 5 5 5
Germany 5% 5% 6%
Greece 4 4% 4Y5
Finland 5 5% 5%
Hungary 4 4 5
Iceland 3Y2 3Y2 4
Ireland 3 4 4
Israel 4 4 45
Italy 4 7 7
Netherlands 4 4 5
Norway 4 4 6
Portugal 4 5% 5%
Scotland 4 4 4
Slovak Rep. 4 5 5
Spain 3 6 6
Switzerland 3% 4% 6
Turkey 4 - 4%
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The above table demonstrates that, in general, teacher education courses for secondary
level have longer programmes than primary level. Teacher education programmes differ
in length, and can reach updeven years in some countries. In many countries, teacher
education programmes require bachel or qu:
in Finland and PortugalSfoek & Zogla 2009: 13). However, in other European
countries, the level of qualdation depends on the level of teaching: teacher
gualifications for junior high are a bac
are a master 6s, such as Snoak& Zoflap 20@Be1B)sin a n d
most European countries, peopbmnot teach without first obtaining a teaching license
after a bachel orSheek&oZogla2@0s:t13.rThesEU & eugrendye  (
exploring encouraging teacher education programmes to provide PhD c&rmeek&
Zogla 2009: 13).

The OECD (2005b: 105) has noted that there is a tendency in many countries to
increase the length of their initial teachieaining programmes (OECD, 2005b: 105).
This tendency to have longer pgervice educational training programmes was a
response to tavissues: first, the expanded duties of, and demands on, teachers; second,
a pressure which came from the belief that teaching qualifications needed to match
those from other professions (OECD, 2005b: 105). While both of these are important
concerns, longenitial teacheittraining programmes often cost more money, while they
do not necessarily promise better effectiveness (OECD, 2005b: 105). Adding on to the
number of years in the teacher trainjmpgramme might, perhaps, even make the
situation worse. Foexample, it might discourage people from working in the teaching
profession, especially as teachersd sal a
take a similar amount of time to complete. However, it is still important to frequently
evaluate tachertraining programmes, and the quality of those programmes, as this
might help in maintaining and promoting their quality.

Menter et al.2010 a r g utkede istlithesetidente of evaluative research in
teacher educati@(p. 49. Additionally, Kirby, McCombs, Barney and Naft¢2006
25) pointed out that although research on teacher education is full of original theories,
unfortunately, there is little substantial evaluation of teacher educ&ieno (2006
254) argued that
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preparingteachers is not a matter of determining whether our
preservice teachers get it or they
finding out what they do know at various points in time

throughout their teacher education so we can use this knowledge

to inform ourown methods for preparing teachers for further

learning. (p. 254)

Otero (2006 254) suggested that teachers and teacher educators need to see themselves
as learners who obtain, analyse and use data provided by their students, rather than
tutors who provide information to their students. This would help them to reflect and
enhanceltei r st ud eOterogaM0P| esaurgngiersgt.ed t hat i n or
and practice should not be Qtaou(@B&250ps s e
explained that teacher education programmes should provide the opportunity for student
teaders to relate educational theories to their teaching practices and their previous
experiences in away that makes sense to thEne present research study seeks to do

this by employing traditions of action research, which will allow the student teaohers
implement new approaches as part of a-is#léctive process. Linking theory to
practice is in approach which has been seen to be very useful by many authors. This

approach will be discussed in the following section.

3.18.2 Theory and practice approah in teacher education
The traditional approach in teacher education programmes has focused on providing

student teachers with theory at the university, while there has been little attention placed
on practice (Korthagen & Kessels, 1999: 4). As discugsdte context chapter, this
traditional approach is the donaint method utilised in teach&aining programmes in

Saudi Arabia. Korthagen and Kessels (1999: 5) have suggested that teacher education
programmes in many countries have continued to foeusheory without much
emphasis on practice despite numerous research studies, which have indicated that the
focus on theory and the lack of focus on practice have had negative effects on student
teachersdé practices. Mo r enughtdecome fprbblesatid i mi
when student teachers actually begin their teaching career. APdetz (1995)

argued:

The hidden curriculum of teacher education tends to
communicate a fragmented view of knowledge, both in ceurse
work and in field experiense Moreover, knowledge i8§gi v e n 6
and unproblematic. These views of knowledge are likely to
become quite problematic as teachers gain experience. (p. 546)

72



In other words, when information is provided to student teachers during their teacher
training progammes, these theories seem to be straightforward and easy to apply.
However, when these student teachers are asked to implement theories in the classroom
as teachers, they tend to find it more complicated and difficult than they expected. A
research studgonducted in the late 1970s by the Konstanz Research Group in Germany
showed that during their first year of teaching, new teachers are caught up in trying to
adapt their teaching to existing practices at their school rather than applying the latest
pedaggical theories of teaching and learning in their practice (Korthagen & Kessels,
1999: 5). Because of this problem, Korthagen and Kessels (1999: 5) pointed to a study
conducted by Brouwer in Netherlands in the late 1980s, which emphasised the
importance ofintegrating theory and practice in teacher education progranm®ves.

the last few decadeselating theory to practice in teacher education has become of
interest to many educators (Kessels & Korthagen, 2001: 21). Korthagen and Kessels
(1999: 4) suggestdtiat although the debate is often about whether to begin with theory
or practice in teachdraining programmes, the real dilemma is about how to help
student teachers to integrate theory into practice.

Exploring how can theory be integrated into p@etiin teachetraining
programmes, Vreugdenhil (2005: 119) highlighted three problems: first, an
understanding of a theory does not always lead to successful practice; secend, pre
service teachers cannot always utilise theories, which they have recavetigif
classroom practices; third, school sé6 co
suitable for certain theories, which may have been introduced during the teacher
education programme (Vreugdenhil, 2005: 119). Another issue in relating theory to
practice in teacher education programmes might be attributed to the experiences and
perceptions that student teachers bring with them to these programmes (Ashton, 1999:
213; Britzman, 2003: 70; Lortie, 2002: 56). Thus, how student teachers perceive and
understand theories is heavily reliant upon their past individual experiences. Based on
these suggestions from other researchers, it seemed crucial that the first research
question ought to probe these current and past perceptions: i) what do the student
teaders think is meant by assessment as a whole and by formative assessment more
specifically?

Darling-Hammond (2008: 93) argued that in order to help student teachers to
develop as teachers, teaclmining programmes need to: provide student teachelns wit

the necessary knowledge; offer student teachers the opportunity to apply what they have
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learned; and enable student teachers to reflect upon their work (Brddmgiond,

2008: 93). This type of teacher education can neither take place solely at thsitynive

nor can it be torced from practice (Darlingdammond, 2008: 93). Thus, Shulman
(1998) pointed to the importance of perceiving teachers as professiasdld John
Dewey, who compared O6éprofessional educat
pr of essi onal s, (s plé)cBuikihg og thip itleg, Darleidammond

(2008: 94) argued that schools, like teaching hospitals, need to be organised to train new
professionals by constantly relating theory to practice.

A reflective procesbhas been identified as a fundamental factor in linking theory
to practice Humphreys and Susak (2000) pointed out that the emphasis on a reflective
approach was established by the work of Dewey and Schon, who encouraged an
approach to learning which relie upon 6t he integration of
and of theory wit manyedacators hawe designed. model8 which T h
emphasis reflection as a means to link the role of the university, which is theoretical, to
the role of the schoolyhich is practical (see for examghutchinson and Allen, 1997
Korthagen and Wubbels, 2001reugdenhil, 200p This explains why many
researchers have supported the use of a reflective approach in teacher education
(Brookfield, 1995; Larrivee, 2000; van Manen, 199hon1983, 1987; Zeichner &
Liston, 1987).

There are numerous models of the reflectipproach in teacher education,
which are important to consider here as the current study utilises a similar &pproac
Myck-Wayne (2007: 61) suggested that because researchers have different perspectives
regarding the process of reflection, various models might be helpful in providing a
foundation to identify the process of reflection in teacher education programmes.
Hutchinson and Allen (1997: 226) argued that helping student teachers to reflect on
their work might enhance their learning not only as student teachers but also throughout
their teaching career. Hutchinson and Allen (1997: 226) designed a reflective process
which they called the Reflective Integration Model (RIM). Their (1997: 226) model
consisted of four componen{$) pre-experience, (ii) experience, (iiigflection and (iv)
integration. The preexperience component emphasises the theory and the skills,
strategies and goal behind that thedrytchinson and Allen, 1997: 22&jutchinson
and Allen (1997: 229uggested that in relation to the second component, experience, it
is important to choose or design a context that serves the specifif foalexperience.
Hutchinson and Allen (1997: 229) added tHahe student teachers are wetkepared

for their experience, it is more likely that the goal will be achiewédatchinson and

74



Allen, 1997: 229) The third and most important component is reflectldntchinson

and Allen (1997: 229) suggested thefiection helps student teachers to link theory to
practice, because it enables the student teachersetealgate their practices during
school placementHutchinson and Allen, 1997: 23(Reflection carbe done through a
variety of techniques, such as reading, sharing experiences, discussing and observing
(Hutchinson and Allen, 1997: 230)he integration component is employed by using a
threelevel approach: the student teachers first think about whgthtave learned; they

then describe their experience; finally, they think about their experience in relation to a
larger social contexHutchinson and Allen, 1997: 231)

Unli ke Hutchinson and All endés (1997)
theooyand moves to practice, Korthagen and
process of reflection with practice. Korthagen and Wubbels (2001: 44) explained the
process of reflection by using what they called the ALACT model, which stands for: 1)
action; 2) lookng back on the action; 3) awareness of essential aspects; 4) creating
alternative methods of action; and 5) trial. The ALACT model is an approach, which
reliedonthe prser vi ce teachersé o6own perceptior
concrete teachg situations in which they were actively involved, and their needs and

concernd6 (Korthagen and Wubbels, 2001, p.

Figure 3- 4: The ALACT model (adapted from Korthagen and Wubbels, 2001: 44)

Creating alternative
methods of action

o» @ Qo

Awareness of - Trial
essential aspects
Action
5,:\ £
@ &

Looking back on
the action

The figure above shows the ALACT model, whig€brthagen and Wubbel2001: 45)
argued was the most suitable description of the reflection process. According to
Korthagen and Wubbel2001: 45), theory ought to be introduced at the third stage of
the process. This theory can be introduced by the sisperbut it is important that it is

related to the specific needs of each teacher/student te&adrénagen and Wubbels
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2001: 45). Thus, in the ALACT model, teachieining programmes begin with school

placement and then integrate theory into a practibich has already begun. In the

present research study, ALACT model was particularly useful during the student

teachersdé school pl acement: that 1is, the

to constantly reflect upon and look back on theiroast to consider what aspects of FA

were useful and what was problematic before deciding what to apply the next time.
Vreugdenhil (2005: 119) alsargued that linking theory to practice in teacher

education can be done through a reflective prodassigdenhil (2005: 119) argued that

the reflective process is based on three components: information, subjective theory and

practice. Vreugdenhil (2005) argued that

reflection is orientedat each of the componentsiinking about
the essentials and structuresf informati on, about 0
thoughts, ready knowledge, values, routines and emotions, and
about the characteristics of practice. (p. 119)

Vreugdenhil (2005: 119) provided a schedule to explain his idea:

Table 3- 3: Vreugdenhil's schedule about the reflective process (adapted from
Vreugdenhil, 2005: 119)

Information Subjective Practice
theory

To take in to open up to experience

to arrange/ to share to work

prepare for use through

(a situation)

to do/ to
perform

to make/ to
design

to reflect

to integrate

Vreugdenhil (2005: 120) explained that the information component comprises of the

theories and knowledge about how thesstles are pracisl. The subjective theory
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includes the perceptions that the student teachers bring with them to the teacher
education programme (Vreugdenhil, 2005: 121). It is important to note that these
perceptions do not always match the theomndsich are introduced in training
programmes. Viegd e n hi | (2005) argued that educ
information to the subjective theories of the student teachers, while the latter must be
conscious of t hei r). Thatnsa tudent tedcleers rneed sodbe ( p .
encouraged to dicise, correct and reconstruct these theories in a way which will best
suit their needs (Vreugdenhil, 2005: 121). Moreover, student teachers must be prepared
to accept new knowledge and perceptions by reflecting on their views and feelings
towards certainclassroom practices (Vreugdenhil, 2005: 121). Explaining the third
component, which is practice, Vreugdenhil (2005: 122) compared student teachers to
artists or craftsmerarguing that student teachers need to adapt what they have learned
to the differensituations that they find themselves in. Vreugdenhil (2@0§)ed that

the student teacher has to connect the selected information or the
subject matter through the rearranged filter of his subjective
theory with the characteristics of the raé@luation in which he

will be teaching. In doing so, the gap between theory and
practice can be bridged quite acceptably. (p. 122)

Vreugdenhi | 6 sriewé théofy mnd practiced @d richly intertwined via the
perceptions and past experiences of tithvidual. This last model encourages student
teachers to critically engage with and restructbemriesn a way which best suits their
needs. All of thethree models of reflection, which have been discussed above, are
similar in that they all encouradieking theory to practice through reflection. The latter
two models, in particular, emphasise the individual and their perceptions, thoughts,
feelings and experiences.

These three reflective models might help teacher educators to support their pre
servce teachers as they attempt to connect educational theories to their classroom
practices. These models of reflection might also help student teachers to adapt what
they have learned to the different situations by reflecting back on their pravtibis.
al three of the reflective models begin with either theory or practice, the researcher
developed a model for this study, which will be discussed in detail in the methodology
chapter which began with reflection. Because a research study seeks to discover,
beginning with theory is not viable as this suggests, within the context of the present

research study, that the researcher is teaching something in order to achieve a certain
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end. Moreover, beginning with practice was also not possible, as this supgedteet
researcher is merely observing what is already going on, and the purpose of this study
was to explore student teachersdo percept
Arabia. Thereforebeginningwith reflection seemed to be the most suitadg@roach
because it gave the researcher informati
whilst also providing the researcher with important information useful to introduce FA

in a waythat was suitable for a particular group of participants withiparticular

context.

3.18.3 Teacher training and assessment
Because the present research study is interested in both student teachers and assessment

it is important to consider what researchers have suggested in relation to teacher training
and assssment. Rust (2002: 147) argued that more focus on assessment in the UK is
crucial, as there are major inconsistencies in assessment practices. Despite this,
however, there have been only a few research studies conducted worldwide which
evaluate how effdive teachet r ai ni ng programmes are in
understanding and practices of assessr@®mtenberg & Walsh, 2012: 4). A recent
largescale US study conducted by the National Council on Teacher Quality (NCTQ)
showed that teacher prepdon programmes actually did not teach much about
assessmer(Greenberg & Walsh, 2012: 18). These findings are supported by Stiggins
(200 2: 762) . Greenbéer6g arepoWdl atbhbut( 20lk2
a representative sample of teactraming programmes and schools of education

showed that:

1 Only 21% of the programmes in the sample adequately taught student teachers the
basics of assessment.

1 Only 1% of the programmes in the sample adequately taught student teachers how
to analyse assessnten

1 Less than 2% of the programmes in the sample adequately taught student teachers
how to use the data to adjust and direct future instructBregnberg & Walsh,
2012).

Stiggins (2010: 233) also argued that most teachers did not receive useful
training regarding assessment, either during their teacher preparation programmes or
during their careers. Stiggins (2010: 233) has suggested that this has been a problem for

many \ears and, as a result, many teachers have not been able to develop some of the
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important practices of assessment. In fact, in many places, assessment courses are not
required for teachers as part of their certification (Schneider & Randel, 2010: 251).

The use of the wordassessment literacy by some educators, such as Stiggins
(1999: 198) and Popham (2009), might indicate how important it is for teachers to have
adequate knowledge about assessment and
While Schneide and Randel (2010) suggested th
considered an area of i1 mportance for hig
233) has argued that raising pupilsd ach
classroom assements to support learning. Popham (2009: 4) further argued that an
educatorodés | ack of knowledge regarding c
of education negatively. Therefore, teaching assessment in teacher education
programmes needs to bensidered in order to raise achievement and promote learning
(Stiggins, 2010: 233). In Finland, for example, which is famous as one of the most
successful educational systems in the world (Sahlberg, 2012: 1), there islavkigh
system, which is used toain student teachers in the use of assessment (Greenberg &
Walsh, 2012: 4).

Schneider and Randel (2010: 521) have recommended-aamel assessment
courses in teachdraining programmes, instead of an integrated topic of assessment;
they argued thatts would help teachers to master assessment. Andrade (2010a: 348)
emphasised that teaching student teachers about the different purposes of different types
of assessments is essential, in order to develop their understanding about which type of
assessmeris appropriate under certain circumstances. For example, Harlen (2005: 220
221) has argued that providing courses about assessment is essential because it helps
teachers to distinguish between summative and formative assessments; it helps to
developteachr s 6 skill s in interpreting the pucg
adjust their instructions based on the information that they have received.

Mi tchell (2006) s teaghers aare atdthe tinkeesdctionsd ©ft u d
perhaps four commungis o f practice in relation to
teachers have experienced classroom assessment as pupils; second, as students they ar
assessed by a higher education criteria; third, as pedagogues, they are introduced to
theories of asssment; and finally, as schoolteachers, during their school placements,
they are observing how ot heMichele(2086h188)s ar
emphasised that teacher educators need to recognise that these four different situations
create énsion and confusion amongst student teachers, which might affect their

practices of assessment negatively.
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Similarly, the ARG (1999: 9) argued 't
in schools might lead them to perceive assessment as summdiefethain formative.
The ARG (1999) found that educational S\
levels of achievement, rather than making use of data in order to make suitable
decisions in the classroom. Because of this, they recommended thattteotiera be
given to AFL in teachetraining programmes (ARG, 1999: 9). Mitchell (2006: 189) has
suggested, however, that although considerable work has been published in the UK
regarding the effectiveness of FA and its implementation in schools, litkaosn
about how teachers, and especially how student teachers, can actually improve these

strategies.

3.18.4 The importance of preparing teachers and student teachers to implement
FA
Many educators have highlighted the importance of providing professional preparation,

for both student teachers and teachers, in relation to FA (Andrade, 2010a: 348; Harlen,
2005: 220221; Heritage, 2007: 142; Mitchell, 200@prrison; 2005;Sadler, 199882;
Schneider and Randel, 2010: 252; Wiliam, 2007: 187). While Andrade (2010a: 348)
discussed the need to train teachers to implement FA, and to assess them regarding their
knowledge about FA, Schneider and Randel (2010: 252) have also emphasised the
necesity of training teachers to practise FA. They (2010) suggested that teachers who
are not provided with adequ-&vekeskills maeimi ng
content areado (p. 252) . Despite this el
Lutteneg@r (2009: 300) has found that student teachers are not prepared to implement
FA.

Heritage( 2011) suggested that the effecti:)
the knowledge and skills of teachers to implement this approach in collaboration with
theirpupl sé ( p. 19) . Heritage (2007) highlig
teachers need in order to understand FA:
knowl edge; 3) knowl edge of previous | ear
142). Heitage (2007: 144) identified the following types of skills that teachers need to
master in order to understand FA: 1) an ability to create a classroom environment that
allows for successful assessment; 2) an ability to teach the students to assessatemselv
and others; 3) an ability to interpret evidence obtained from assessment; and 4) an
ability to adapt teaching to fill the gap. Heritage (2007: 145) added that these types of
knowledge and skills, which teachers must know in order to understand FAptare n

80



enough for the successful implementation of FA. In addition to all of the above,
Heritage (2007: 145) argued that teachers also need to have a suitable attitude towards
FA,; they need to acknowledge the important role of FA in teaching and learning; and
they need to recognise how vital FA is
|l earning (Heritage, 2007: 145) . Her it ag:é
formative assessment and the teaching process as inseparable and [they] must recognize
thatone cannot happen without the otherdo (r

Despite the importance of preparing teachers to implement FA, this is not an
easy processand it is often focused on teachers rather than student teachers. For
example, Wiliam (2007: 187) argued that it ienbficial to focus FA training on
teachers who are already teaching in schools. Because it is difficult for existing teachers
to change their teaching practices, Wiliam (2007: 196) suggested some methods which
might help teachers to effectively implemem.FHe (2007: 196) argued that most
teachers who tried to implement more than three FA techniques at the same time failed
and went back to what they had been doing previously. In thetéong teachers who
took smaller steps and were gradually making changere those who were able to
successfully adapt their teaching to include FA practices (Wiliam, 2007:196).

While Wiliam (2007) suggested more time was necessary in training teachers to
better implement FA, he also admitted the difficultly in changimg practices and
habits of experienced teachers. Perhaps this highlights the need to focus FA training on
student teachers rather than teachers, as student teachers are young, open, and they are
enthusiastic and willing to learn and practise new ideaslst\jood penmanship can be
easily taught, improved and corrected when one is learning to write, it is not so easily
relearned or adapted after habits of writings have been formed. Therefore, training
student teachers to embed FA in their teaching practiegbt not be as difficult or
timely a process. The present research s
obtaining student teachersd perceptions,

to successfully implement FA into teaching praesic

3.19 Chapter summary

Numerous key points have appeared from the review of literature on formative
assessment and teacher training. First, this chapter began by clarifying the terms
formative assessment and assessment for learning. The evolution of assessment and FA
was discussd, as well as the nature, elements, advantages and complexity of FA.

Previous research has demonstrated that FA is a very important approach in teaching
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and learning. While the meaning and process of FA is debated amongst researchers, it is
stillrecognied by many researchers as an i mport
achievement. As discussed above, FA does not contradict with summative assessment,
and both types of assessment are essential for classroom learning.

Many researcherbave suggded that FA is best utilised in a constructivist
environment, where a studergntred approach is applied and more teashetent
interaction takes place. While the constructivist perspective has been recently adopted
by the Saudi educational system, suatiire assessment still remains dominant and FA
has been overlooked. Why FA has been neglected is not quite clear, as FA might be
both suitable and beneficial for the new curriculum in Saudi Arabia, which emphasises
problem solving, analysis and researclowdver, before assuming that FA will be
wi dely accepted, it i's i mportant to obt
implementing it in their classrooms. Because, as discussed above, there has been little
focus on student t eimmdvieus ktedatune,eandcne gtudiesoon s 0
student teacherso6é perceptions of FA in t
focuses on a group of Saudi student teac!

Moreover, as discussed in this literature review, assagsin which is an
essential aspect of teaching and learrdngs often not an essential part of teaeher
training programmes. Because of this, more attention needs to be paid to assessment and
FA. Teachersd and student tmerantdh RArae@eryper c
important to consider when designing teaetnaining programmes. Obtaining student
teacherséo perceptions mi ght h e trainingt h o s e
programmes, as they may suggest what teachers need in order to develop their
understanding of assessment and FA. Moreover, these perceptions will help educators to
know the difficulties that teachers and student teachers might face and how these
difficulties might be overcome. This research study is important as it draws attention
the need to develop current teactraining programmes to help student teachers to be
more confident when applying FA strategies. As the review of literature has shown
her e, research on FA tends to debate thi
research studies need to address how FA can be implemented into classroom practices
and how FA can be taught in teacher ai ni ng progr ammes. Obt a

perceptions, this project suggests, is an important way in which to do this.
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Chapter Four

Methodology

4.1 Introduction
The aim of this study is to explore a sal
formative assessment. In order to do this, this study adopted a mixed method approach
and drew upon work associated with traditions of action research. Data wasecbolle
through a variety of ways: interviews, questionnaires and observations, which were all
conducted over a period of time while the researcher worked closely with the student
teachers.

This chapter will explain what methods were used to conduct thdy sihd how
and when they were used; it will also describe the procedure of data collection. First,
this chapter will revisit the research questions before discussing the rationale behind
using mixed methods and action research. After this, each instrumedtin this
research study will be considered. Explanations of how the researcher drew upon and
developed methods from other sources will also be presented. Finally, ethical issues will

be discussed.

4.2 Scope of the research
Given the lack of empiricd# vi dence found in research |
perceptions of FA, this study set out to
relation to FA in order to find out how FA might be perceived and practised over a
period of time. This sty is unique in that it sets its focus on student teachers rather
than teachers and it is conducted in a context where summative assessment currently
predominates assessment methods.

As discussed in the literature review, this study was designeapiore the

following research questions:
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i) What do the student teachers think is meant by assessment as a whole and by
formative assessment more specifically?

i) Do the student teachers think that formative assessment can help school students to
make pogress?

iii) What do the student teachers do during their teathming programme in
connection with formative assessment?

iv) Do the student teachers think that their training programme is coherent and useful in
helping them to develop their professab practice of formative assessment?

v) What are the challenges that the student teachers faced when applying formative
assessment?

vi) Do the student teachers think that formative assessment should be implemented and

why?

In order to address the above& sesearch questions, a mixed methods research design
using both quantitative and qualitative methods was used. The researcher also drew
upon traditions of action research. While the main participants were student teachers,
tutorsd per ce ptained mhe regearcher designsdoandodeveloped the
research methods to be related to each other to certify a fully integrated research design.
Moreover, the use of mixed methods and data triangulation helped to ensure validity
and reliability.

Five instrunents were utilised in this study: first interviews, observations,
guestionnaires, second i ntervi ews and t
partially answer some or all of the research questions. Data was collected over a period
of time. The first smi-structured interviews were conducted before school placement
and helped to obtain the student teacher
FA in particular. These interviews were followed by classroom observations, which
were conducted by theesearcheduring school placement. Afteschool placement,
three instruments were conducted with different participants: the questionnaires and the
second interviews were applied with the student teachers, and anothetrsetored
interview was conducte with the tutors. The questionnaires were designed for two
pur poses: to conduct a direct compari so
before and after their school placements, and to provide preliminary insight into the
student t e arshegardsi@FApThersecend sestrioctured interviews were
designed to obtain a more-<the pt h under standing of the s
expressed in the questionnaires, and to
further issues surrodimg the practice of FA.
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4.3 Rationale for using mixed methods

Before there can be a discussion of the instruments used in this research study, it is

I mportant to have an understanding of th
rationale for usig a mixed methods approach whilst also utilising traditions of action
research. Bryman (2012) has suggested that over the last decade, the use of a mixed
methods approach has been widespread, especially in social research, and it appears that
this stratey hel ps &éthe various strengths to ©b
of fset somewhatdé (p. 628) . Creswel |, Pl a
have argued that while all research methods have their limitations, using a mixed
method approach hed © minimise the disadvantag#sat are present when only one
method is used. Creswell et al. (2003) defined a mixed method approach

the collecting or analysis of both quantitative and/or qualitative
data in a single study in which the data arellected
concurrently or sequentially, are given a priority, and involve
the integration of the data at one or more stages in the process
of research. (p. 212)

Bryman (2006: 97) has argued that a mixed method approach can be used in different
ways. He (P06: 105107) further suggested that a mixed method strategy could be used
for many reasons: i) triangulation, which increases validity; ii) helping to increase the
strengths and decrease the weaknesses of the quantitative and the qualitative method
when loth are used together in one study; iii) when a more comprehensive answer to the
research questions is needed; iv) when the quantitative and the qualitative approaches
are needed to answer different research questions; v) when one approach is used to
explan the results obtained from the other; vi) for credibility, which means that
applying both approaches would give more credibility to the data collected; vii)
obtaining different perceptions from different groups of people using quantitative and
gualitative approaches to allow the researcher to understand the perspectives of the
participants. All of these reasons explain why the researcher employed a mixed method
approach in this research study. Hence, a mixed methods approach using interviews,
observatonmand questionnaires was adopted in
perceptions about assessment as a whole and FA in particular. This included whether
the student teachers perceived that FA helped the pupils to make progress and whether
FA should bemplemented in Saudi schools. Furthermore, it contained what the student

teachers did during their teackHeaining programme in connection with FA, including
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the challenges that they faced, and how they perceived their teeherg programme
to relaton to FA.

4.4 Rationale for utilising action research

AccordingtoE | | i(1091)66Ms del y cijtedd definition

the fundamental aim of action research is to improve practice
rather than to produce knowledge. The production and utilisation
of knowledge is subordinate to, and conditioned by, this
fundamental aim. (Elliott, 1991, g9; 2007, p203)

As this definition suggest s, action rese
rather thanthe production oknowledge. Although th@im of this stdy was not to

i mprove the sprastideeof FA durng théireschod placemgnthe
researchewas interested in the student teacte6 per cept i oeno§ FAof t
rather than their knowledge of FARecause of thisthe researcher drewpon the
traditions of action research to conduct the current study.

Robson (2011: 188) suggestd#rht action research is used when the researcher
desires to instigate a certain change. This is, of course, not to suggest that the researcher
wanted the stdent teachers to practise FA in particular ways. Rather, the researcher
wanted to know what issues and perceptions the student teachers had about FA, which
is widely valued in other contexts, in a Saudi Arabian context. In order to explore these
perceptims, the researcher had to introduce FA at the beginning of the study and
discuss it with the participants throughout the study. This is because FA was a new
approach for the participants, as it did not seem to have been part of their teaching
training progamme or their previous educational experienégsie Stringer (as cited
in BrydonMiller, Greenwood and Maguire, 2003: 14) suggested that in action research

the researcherds job would be to

provide people with the support and resources to do things in
ways that will fit their own cultural context and their own
lifestyles. BrydonMiller, Greenwood and Maguire, 2003,73)

Utilising an action research approach in this study was important because it helped the
researcher to be able to do this whilst answering the overarching research question,

which is exploring the student teachersbo
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Kemmis and Wilkinson(1998 23) arguedthat the common characteristics of
action reseatt involvecycl es of 0 p | abeervingh the paocess taadn g e ,
consequences of the change, reflecting on these process and consequences, and then re
pl anning, a n d. Keammis &nd Wilkimson ({9p8}laim2dithat although
these steps seem to be taking place in a certain seqience rthe praocess iy likely
to be more fluid, 0 pTeercurranh dudyshared ghts icyslical e 6 (
approach of action rese&rcFA was the change that was introduced to the student
teachersbefore their school placementdjetresearcherthen observed the student
teacher8implementation of FA during their seven weeks of school placement. Before
and after each observed lessdiscussions took place between the regesr and the
student teachers in order better mderstand and reflect on th@erceptions oFA and
their practicesof FA. Kemmis and Wilkinson (1998) suggested that action research
aims to O6hel p itypieorgelre t o«hamgueeste aglate ito
action research helped the researcherthis studyintroducel changs to classroom
practices in Saudi Arabidahrough the implementation &fA, in order to investigate
how FA would be practisednd perceivedby Saudi student teacheisis important to
note that reflectiorwas a vital aspect of this study, and it wasedright from the
beginning of the current study the first interview.The use of reflectiowill be
discussed in detail in the folving section ¢ec. 4.4.1).

Before school placement, the researcher explained and discussed FA with the
student teachers on two occasions. FA was first briefly introduced to the student
teachers during the first interview in which the researcher explained and discussed FA.
After this, FA was later expounded upon in a tivour session, in order to help the
student teachers to obtain a better understanding of FA. The researcher introduced FA
by using videos from other educators and researchers. The student teachers were then
provided wth the opportunity to discuss FA and come up with different techniques,
which would help them to apply FA during their school placements. The researcher then
recommended other resources of research to the student teachers.

During school placement, thesre& ar c her also promoted
continual reflection on and discussion of their practi€esason and Bradbury (2001)
argued that action research

seekdgo bring together action and reflection, theory and practice,
in participation with othersin the pursuit of practical solutions

to issues of pressing concern to people, and more generally the
flourishing of individual persons and their communities. (p. 1)
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At the beginning of their school placements, the researcher assembled the eleven
studentteachers and asked them to reflect on their practices in a group discussion. This
was done in order to provide them with the opportunity to discuss the challenges that
they faced when implementing FA for the first time, and to offer them a forum in which
they could provide each other with suggestions and solutions to some of their problems.
Unlike tradition lectures, this meeting was collaborative. While the researcher acted as
more of a facilitator for these discussions, she did provide advice when siuerecly

asked. For example, the student teachers sought advice, during tte-omee
discussions between each student teacher and the researcher, which took place before
and after each observation. These brief discussions were useful for the reswarcher
obtain a better understanding of the stu
conducted these conversations mainly through a series of questions. As the student
teachers became more confident with the concept of FA, they seemed to rely tless
researcher.

Considering the relationship between the researcher and the participants,
BrydonMiller et al. (2003: 11)andRobson (2011: 188) described action research as a
collaboration between the researcher and those participating in the he3dasddea of
collaboration was reflected when the researcher introduced FA to the participants, as
described previously, and through the discussions between the researcher and the
student teachers, as well as the discussions between the researcher tatars. The
researcher avoided discussing the studen
did not want the participants to equate her \aikhority in their universityThe student
teachers in this study were asked by the researcher andutoeg to implement FA
during their school placements. While feedback and support was provided to them when
needed, the student teachers were encouraged to apply FA in a manner, which they best
saw fit. Moreover, they were reminded that they had the opti@uit the study at any
time. One participant did quit during school placement because she thought that the
practice of FA added more work and she felt that this might affect her other marks
negatively. The rest of the group seemed excited about whatwbee doing and
continued to be part of the study until the end of the project. The following table shows
when the researcher drew upon action research traditions throughout the study, the

purposes, the date and the total population.
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Table 4- 1. Summary of occasions when action research was utilised

Time in Occasions
relation to where action Total
Purpose Date .
school research was Population
placement Drew upon
Before school | Introducing FA | In order to be | February 11 student
placement very briefly able to obtain | 2011 teachers
during the first | initial .
interview. perception®f Time spent
FA. explaining FA
in each
interview was
10-15 minutes.
Introducing FA | In order to February 11 student
in a separate | provide a 2011 teachers (whole
session. deeper group)
Explanations, | understanding )
discussions ang of FA and its 120 minutes
videos were five elements.
part ofthis
session.
Introducing FA | In order to February 9 tutors
through provide a 2011 .
telephone deeper Time spent
conversations. | understanding explaining FA
of FA and its ineach
five elements. conversation
was 120
minutes.
During school | Group In order to March 2011 | 11 student
placement(1® | discussion share teachers (whole
phase: about initial experiences group)
consisting of experiences of | and challenges )
five weeks) implementing 90 minutes
FA.
Oneto-one To help the March 2011 | 11 student
brief researcher teachers
discussions understand anc _
before each | reflect on their 11 observations
classroom practices.

observation.

Oneto-one
brief
discussions
after each

22 discussions

15-30 minutes
for each
discussion
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classroom

observation.
During school | Oneto-one To help the April and 11 student
placement(2™ | brief researcher May 2011 teachers
phase: discussions understand an _
consisting of | before each reflect on their 22 observations
two weeks) classroor_n practices. 44 discussions

observation.

Oneto-one 15-30 minutes

brief f(.)r each

. . discussion

discussions

after each

classroom

observation.
4. 4.1 The apmaachsorfostériegrrailection

As researchers have suggested, reflection is an important element of action research. At
all of the three stages of this research study, the researcher sought to foster reflection in
order to better integrate theory andagtice. Using the research instruments, the
researcher developed a reflective model, which began with reflection rather than theory
or practice.For example, the researcher began this study with individual interviews in
which each participant was askaldout her perceptions of assessment and by doing so,
each student teacher was prompted to reflect upon her past experiences and perceptions
of assessmenilt is important to note that these perceptions were based on their previous
experiences of assessmantl not on any experience of consciously integrating a theory
into practice. After this first interview, the theory of FA and its skills and strategies
were explained in more detail in a group meeting. During this meeting, discussions took
place in whichthe student teachers were asked to come up with different techniques
about how to implement FA. Before moving to integrate this theory into practice, the
researcher further encouraged the student teachers to reflect upon the theory through
further readingand observing.

The second stage of the present research study was during school placement.
The student teachers were asked, duthregr school placement, to implement FA in
their classrooms. Before the student teachers were observed by the reseaother, e
participant was contacted by the researcher via telephone. Thesbksprgation calls
were designed to allow the participants the opportunity to further discuss and reflect
upon how they might integrate the theory of FA into practice. After eachvalbser,

the researcher had a discussion with each participant to further assess their perceptions
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of their experiences, and to probe them to reflect nupen those perceptions and
experiences. After their first experience of teaching and their first iexger of
integrating the theory FA into practice, a group reflection took place. During this
meeting, the student teachers shared their experiences, which is an important part of
Hut chinson and All ends (1997) readviewect i ve
Finally, after school placement, the student teachers were asked to reflect upon
their perceptions of assessment and FA, and their perceptions of implementing FA in
the classroom, through questionnaires and second interviews. As in the iotegfiage
of Hut chi nson an cflecivelmedeldtieese (wb geSed@rch in&trBirhents
asked the student teachers to think about what they had learned throughout the study, to
describe their experiences, and to then think about their experiencektion to a

larger social context.

Figure4-1: The researcherds reflecti ve

Introducing
theory in more

detail Practice
Group Immediate
reflection on conversation to
how an enable
[This was abstract reflection on [This was done
done by theory l_uol{s practice [phone by getting the
getting the n practice calls] student
student L teachers’
teachers’ J perceptions
perceptions Further about
about reflection [a assessment and
assessment Leave group meeting] FA through the
and FA individuals questionnaires
during the 1% with further - and the 2™
interview] rcadmg_and Even more mterviews]
suggeshm%s reflection
for reflection [individual
discussions
after
observations]




4.5 Participants

4.5.1 First group of participants: student teachers
This research study used purposive sampling. According to Babbie (2010: 193)

purposive sampling provides the opportunity to choose the subjects based on the
researcherés information about popul ati o
because the imdduals have special qualifications of some sort, or because of prior
evidence of representativenesso (Fraenke
participants were twelve Saudi Year 3 undergraduate female students. These students
were enrolled o an English Language and Education course. It is likely that their ages
were around twentgpne. Students from the top percentiles were chosen from a group,
which consisted of eighty students. During school placement, the selected students were
divided inb groups by the university and sent to different schools. All the student
teachers taught | anguage cl asses where t
average. The schools deliberately placed the student teachers in these classes. However,
becase the student teachers were teaching in different schools with different levels,
some of these classes seemed to be performing at a higher level than others. None of the
classes where the student teachers taught were below average.

The group of studernttachers in this study were chosen for numerous reasons.
First, the participants shared many qualities, which might help in obtaining more
reliable data. In addition to this, Black et al. (2003) argued that the establishment of
6good f or mat iractiees m slassgramaTeqnites th|at most teachers make
significant changesd (p. 2) . Numerous r e
for teachers who have been practising for some time to make substantive changes to
their classroom practice3hus, a group of trainee teachers was chosen because they
had no prior teaching experience. They were young, open and most likely eager to learn
new ideas. Moreover, focusing on student teachers might provide -¢elongolution
to training teachers to gperly implement FA into their teaching practices. High
attaining trainee teachers were chosen because they were more likely to be able to
quickly understand the ideas and issues of FA. Finally, all participants were practising
FA, as discussed above, ioaggl or average classes. This was beneficial for the study
because the results might have been skewed if the focus was on the less able, who might
be struggling, or the more able, who might have achieved whatever they were asked
under any circumstance. THaal sample for analysis consisted of eleven student
teachers. One of the student teachers had withdrawn from the group during school
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placement, as mentioned above. The rest of the eleven student teachers did not seem to

face any problems, and they weriling to be part of the study.

4.5.2 Second group of participants: tutors
The second group of participants were the tutors of the eleven student teachers. Before

school placement, the researcher telephoned the nine tutors to explain both the research
progamme and FA. The tutors agreed to observe and support their student teachers
while they were implementing FA during their school placements. Only tutors who
were supervising the subjects of this study were chosen to participate. From the nine
supervisorssix were interviewed. One was not asked to participate because the subject
had withdrawn in the middle of the research study. Another tutor was not interviewed
due to health problems. Finally, a third tutor refused to be intervielvexke six tutors
supevised seven of the eleven student teacher participants in the study. Each tutor
supervised one student teacherthe sample, except one tutavho supervised two
student teachers.

Of the six tutors who were interviewed, three of them were school English
teachers, who had been teaching for more than ten years. The other three tutors were
university tutors in the English Language Department. FA is not qfathe Saudi
teacheitraining programme and student teachers are not generally asked to implement it
in classrooms. All the supervisors in this study offered the participants the opportunity
to implement FA during school placement. While the supervisors may not have been
able to give sufficient feedback to the participants due to their lack of knowlbdge a

FA, they appeared to support the students as much as they could.

4.6 Pilot study
A pilot study of the first interview was done in Arabic with two female participants.

This Arabic translation was done by the researcher before the pilot study waseun.

first participant was an education tutor who teaches assessment at one of the Saudi
universities in Riyadh. The other participant was a former student teacher who had
recently graduated. Some comments were obtained from the two participants about the
translation, and ambiguous parts were revised and rewritten again. The translation was
again revised by two native Arabic speakers. One of them is a native Arabic faculty
member who works at King Saud University in Saudi Arabia as an English language
tutor; the other one works as an Arabic language teacher in one of the secondary schools

in Riyadh. The pilot study helped the researcher to clarify some of the interview
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questions. Question number 3 and 2 were slightly altered. Question number 3 was
initially: Ai3) From the following list about elements of assessment please specify
which of these elements is taking place right now, which you think should take
place, and which of these you have experienced yourself. Then please explain the
intended purpose behindusi ng t hose el ement s.Thiswhs t hei
changed tofi3) From the following list please specify which of these elements are
related to assessment. Then, please justify the process for applying each
assessment element.@ explain the intended or perceived purpose for using each

0 n e Question numbethree was changed because the results of the pilot study
showed that it was confusing for the participants and they found it too difficult to
answer. Question numbgvo initially was:

ANow please do the following.

A) Explain the reasons behind choosing the statements in the first question.

B) Do you think that some of these purposes of assessment (statements) are more
important than others? Or do you think that they are equally important but
applied differently at different times with different people?

C) If you think that some are more important than the others then please

[) According to importance: first rank the parts in general then rank the
statements in each part.

II) Explai n the reasons behind ranking the parts and the statements in each part

t hat .wayo

After the pilot study, question number two vedenged to:

fia-Why did you choose those statements in particular?

b-Could they be ranked according to importance? If yeplease rank them starting
from the most important to the least important?

c-Choose the reason or reasons behind ranking them in this way:
1-Because this is what school should be about.
2-Relying on how often this purpose is used in classrooms by teachers
3-Relying on sequencdi.e. the first depends onthe secondand the secondcannot
be done unless the first one is done and so on)
4-Relying on what you think is the best for pupil§learning.
5Ot her r.easonso
These changes were made to questvom because it made it easier for the researcher
and for the student teachers to identify the reasons behind their ranking.
In order to check how effective and useful the observation schedule was, a pilot
study was conducted. This pilot study took place in the UK because FA is already a

familiar approach to many teachers in the country. An English language teacher was
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asked tdoe observed in her classroom. The purpose of this observation was explained to
her in a telephone conversation. The observation schedule was then sent to her by email.
This observation schedule was used to observe the English language teacher practising
FA in her classroom. After this observation, some changes were made to the
observation schedul e: Al earning objecti
(Appendix 5) because outcomes better described what occurred in a particular lesson,
while objectives semed to relate to more lotgrm outcomes. When recording the
number of ti mes an lelv+iod ewnacse ciht@enng ewdaest auussed
researcher found that Al11H®+owawasofmeme tlc
occur, while also communitag the large number of instances that occurred
(Appendix 5). This pilot study also showed that discussions before and after the lesson
were essential for the researcher to det
There were no pilot studies foretlremaining instruments. This is because the
guestionnaire, the second interviews an

immediately after school placement.

4.7 Data collection
Data was collected from the beginning of February until the end of 204¢. It was

collected within three main stages: before school placement, during school placement
and after school placement. The following sections will show when and how data was
collected at every stage. This will be followed by discussions about esttiodnused

for data collection.

4.7.1 Before school placement
The first stage, which was before school placement, took place at the university. The

student teachers spent three weeks at the university, attending lectures and sessions. The
researcher condted two meetings and the first seshiuctured interview with each
student teacher during this first stage. The first sgmictured interviews with the
student teachers took place in the university in February 2011. However, before
conducting the senstructured interviews, the researcher had an initial meeting with the
participants. During this first meeting, the researcher introduced herself and explained
what the study was generally about. The student teachers seemed to be excited to have
theopportunty to | earn about and i mpl ement FA

agreements for participating, arrangements for interview meetings were made.
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The first semistructured interviews took place during the first week of the
second term. The timing of these interviews was helpful because university lectures and
sessions had not yet begurhe interviews were conducted in a quiet setting, and the
researcher askl each participant what language they would prefer to hold the interview
in. Some of them preferred both English and Arabic during discussions, while others
preferred Arabic only. The interviews were audiotaped.

During this first interview, the reseaelr f i r st establ i shed
perceptions of assessment as a whole before moving on to discuss FA with the student
teachers. This was done in order to better understand what perceptions the student
teachers held about assessment as a broagocgt The researcher then had to explain
the concept and theory of FA to them during this first interview. This was because this
sample of Saudi student teachers had a lack of knowledge about FA, as it was not part
of their universitybased teacher predion programme or their personal educational
experiences. The researcher introduced FA and its five elements: sharing the learning
outcomes, questioning, feedback, passessment and selésessment. After this, the
researcher then moved onto obtainsheudent teachersdéd percept

It is important to note that whilst conducting the first interviews before school
placements, ibecameclear to the researcher that the student teachers lacked knowledge
regarding assessment types, which in turacéd their understanding of the statements
regarding the purposes of assessment. Theiritestview questions had been revised
and piloted, as discussed above, before they were presented to the student teachers.
Despite the fact that the first intervieyuestions were piloted and revised accordingly,
and the revised version was presented in both Arabic and English to the participants, the
student teachers still had many queries regarding the meaning of the questions. The
researcher therefore had to expl#iie questions and statements to the participants. In
order to avoid influencing the student 1
carefully provided: a stable tone of voice was used by the researcher, and explanations
without commentary were giwv. Furthermore, the researcher repeatedly clarified that
there were no right or wrong answers.

The student teachers appeared willingly and enthusiastic in these first
interviews. Each interview took around sixty to ninety minufgser their interview,
each participant was asked not to talk about the interview with any of her colleagues
because this might affect their perceptions. All of the participants appeared cooperative
and agreed to do so. At the end of the interview, interviewees were thankéeifor

cooperation.
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After conducting the first senstructured interviews, emails were sent to the
subjects in order to arrange another group meeting, which would introduce FA. The
second meeting took place in the second week of term. The student tegesnsed to
be excited to attend this meeting and they seemed to want to know more about FA. This
second group meeting lasted for two hours. Videos were used, and elements, techniques
and issues of FA were explained in detail. Thorough discussions tacd, @ind many
guestions were asked. After the meeting, all of the materials, which had been used, were
sent to the student teachers by email. They were also emailed the observation schedule.

When the student teachers were assigned tutors for their sthoements, the
researchr contacted each of these tutors via the tedephin order todiscuss the
general aims of the studtg explain FA, ando find out if they were willing to observe
their student teachers and participate in an interviewsudgiol placement. During this
conversation, it becanagpparento the researchéhat none of the tutors were sure what
FA was. While the university tutorsay have heard of the term and had some vague
idea about what it is, it was a totally new and foreign concept to the schoolteachers. The
research had to explain and discuss FA and its five elements during this conversation.

Another essential step domhg the researcher before school placement was to
obtain a supporting letter from the university. This letter asked school principals to allot
the students teachers with one class rather than different groups. This request was made
in order to help the stient teachers build a rapport with the pupils. The researcher also
felt that this would help the student teachers to implement FA in their classes without
any interference from another English teacher, who might prefer traditional teaching
methods and igne the use of FA. The student teachers appeared to be happy with this
request that the researcher made on their behalf. After their school placements, the
student teachers perceived that this better enabled most of the pupils in their classes to

become fanhiar with FA practices.

4.7.2 During school placement

4.7.2.1 The first phase
The second main stage of the research was during school placement. There were two

phases to this second stage. The first phase lasted for five weeks, and as Sunday is a
working day in Saudi Arabia, Sunday was the based day during this first phase. The
resarcher arranged the timetables for observations during the first phase of school

placement, which took place in March 2011. The first observations for each participant
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took place in the first phase of school placement. Three subjects were observed on the
first Sunday. These three student teachers were selected as they were all placed in the
same school, and this made it possible for the researcher to observe them all on the
same day. The researcher wanted to observe as many student teachers as possible on
this first day, in order to be better prepared for the third group meeting in which all of
the participants discussed their experiences. This third meeting was conducted at the
university at the end of the first week of school placement. The positive gativee

aspects that they perceived when implementing FA were discussed. This meeting lasted
for ninety minutes.

The researcher telephoned every participant before their first observation.
Thorough discussions took place about the lesson that they weultedzhing.
Feedback provided by the student teachers after this study suggested that ten of the
participants thought that this conversation was helpful. The researcher made it clear that
she was available for advice throughout the first phase. The parnisi were

encouraged to communicate with the researcher by email, telephone or text if needed.

4.7.2.2 The second phase
The second phase, which was in late April and early May 2011, consisted of two full

weeks of teaching placement. The second observatiok place in the first week of

this second phase. The third observation for each participant took place in the second
week of this phase. During the second phase, the researcher again made it clear that she
was available for advice. Three participantstacted the researcher to discuss their
teaching preparation before the second and third observations took plaee. Pre
observation discussions and pobkervation discussions took place before each of the
two observations in this second phase. All theeolsions and discussions were
audiotaped. Each discussion lasted for about fifteen to thirty minutes. The researcher
provided each student teacher with feedback and suggestions for further development
when implementing FA. The observation schedule wag ooinpleted after the pest
observation discussion, and after the researcher listened to the audiotapes of the

observation and discussion.

4.7.3 After school placement
After the researcher had observed each student teacher three times, interviews were held

with their tutors. These semtructured ondo-one interviews with the tutors were

conducted in two places. The three schoolteachers were interviewed at the schools
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immediately after the third observations took place. However, the three university tutors
were interviewed at the university several days after school placement: one supervisor
was interviewed three days after school placement, the other was interviemasly$e

after school placement, and the third one was interviewed eighteen days after school
placement. This was because there was some difficulty in arranging appointments with
the university tutors to conduct the interviews. All of the six interviews Vasreto-

face and audiotaped. Each interview lasted for about sixty to ninety minutes. All of
them seemed to like the idea of FA, even though some of them were unsure that their
student teachers had properly implemented A&fter school placement, there gvatill

some confusion surrounding FA. For example, a university tutor was not able to
differentiate between feedback and sefessment. The purposes behind - self
assessment were not clear to her, therefore the researcher had to explain this.

After schod placement, gquestionnaires were sent to the student teachers by
email. The student teachers were asked to complete and return the questionnaire by
hand.The researcher explaingdat some of their answers would be discussed in the
second sernstructured mterview. The participants were encouraged to ask any
guestiondy using any means of communication if they needed to do so. However, only
a few participants called and asked questions. During the seconestsechired
interviews with the student teacheit become apparent to the researcher that the
student teachers had not read the first and the second questions of the questionnaire
correctly. These questions were about assessment in general. The student teachers,
however, had assumed that these questasked about FA rather than assessment. It is
not clear how they came to this conclusion, because FA was not mentioned in the
guestion, and they had an Arabic translation. This confusion may have occurred because
the overall research study, in which thegd been participating, was focused on FA.
This misunderstanding was resolved at the beginning of the second interview:
participants were asked, now that the meaning of these questions was clarified, to
review their initial responses to these first quasiin the questionnaire and make
additions or changes if needed. It is important to note that the researcher did not suggest
or force participants to change their respondgscause the researcher and the
interviewees had tgo through their answers aga@ach interview lasted for about one
and half to two hours.

The second issue, which became apparent to the researcher at the beginning of
the second interview, was the student te

assessment as a whole. It med that there was still some confusion regardhney
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statements about the purposes of assessment. In order to overcome this difficulty and to
obtain their perceptions in relation to assessment, the researcher had to explain the
statements to the participis. The researcher was careful not to influence their
perceptions: as mentioned before, this was done by using a stable tone of voice, by
providing them with explanations without any extra commentary, and by stressing that
there were no right or wrong amers. After the student teachers appeared to understand
the statements, they were able to clarify their initial responses to the questionnaire. This
explains why the interview results differ, in some aspects, to the original questionnaire
responses. It ihhese amended responses that are discussegrasults.

All of the interviews were audiotaped and conducted at the university in a
private room for confidentiality and to ensure that there were no interruptions. These
interviews were conducted in botinglish and Arabic. The student teachers were
assured that it was acceptable to disagree with the researcher at any point. The
researcher kept reminding each participant that the study was being carried out to obtain
honest answers and not to please tsearcher or locate areas of agreement.

4.8 Data collection methods
Data were collected from the first sentructured interviews, classroom observations,

qguestionnaires, semit ruct ured i nterviews, and the
table displayshese research methods, the purposes of conducting them, the date and the

total population.

Table 4 2: Summary of data collection methods

Time in
relation to Method Purpose Date oL
school population
placement
Before 1*interviews Obtain February 2011 Student teachers
school perceptions _ _
placement about 11 interviews
assessment as :
whole and EA 60-90 minutes
in particular,
before
implementing
FA.
During Observations | Help to obtain g March, April | Student teacher
school deeper and May 2011 _
placement understanding 33 observations
of the student
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teacher
perceptions
regarding FA.

45 minutes

After school
placement

Questionnaires

1) Conduct
direct
comparison
between the
student
teacher
perceptions
before and afte
school
placement.

2) Simple
indication of
their views,
which they will
be asked to
explain in the
second
interview.

May 2011

Student teachers

11
guestionnaires

2"%interviews

1) Deeper
understanding
of their views
presented in the
guestionnaires.

2) To obtainthe
student
teacher
perceptions
about issues
surrounding
FA.

May 2011

Student teachers
11 interviews

90-120 minutes

A

Tut or so
interviews

For chata
triangulation,
andto obtain
the tut
views about the
studen
teacher
understanding
of FA.

May 2011

Tutors
6 interviews

60-90 minutes
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4.9 First semistructured interview conducted with the student teachers before
school placement
The researcher conducted the first seimictured interview as ofte-one and faceo-

face interviews. In order to pempt confusion and misunderstanding, the first
interviews were conducted in both Arabic and English. These interviews, which were
taperecorded, were conducted with the student teachers in order to obtain their initial
perceptions about assessment as a whole and FA in particular. Perceptions from these
first interviews were compared with later perceptions to show the developments and
changs of the student teachersdé perceptio

schedule helped the researcher to answer the first and the sixth research questions:

i) What do the student teachers think is meant by assessment as a whole and by
formative asessment more specifically?
vi) Do the student teachers think that formative assessment should be implemented and

why?

During this interview, the researcher asked the student teachers to answer seven
guestions. The first question was about purposes esss®ent, which were divided into

three parts: learning, certification and quality assurance. These purposes of assessment
were taken from York€2008:1011).

The items inquestims three, four and five were based primarily on the
resear cher agsof aumedtditerattire nvkilé also taking into account the
educational practices in the current Saudi system. Although the first interview might
appear to have used questionnaire style items in that the student teachers were provided
with lists to examie and choose from, this process required considerable reflection as
they were asked to engage with and comment upon their selection with the researcher.
The interview was designed in this way because the participants were expected to have
limited or no inbrmation about FA. Because of this, a generous amount of time was

allotted for each interview.

4.10 Observation schedule conducted during school placement
The observation schedule was designed to observe all of the eleven student teachers

while they weregeaching in public female intermediate schools in Saudi Arabia during
their school placements. Each participant was observed three times during school
placement. They were observed once in the first phase of school placement, and twice
in the second phas# school placement. All of the observed lessons were audiotaped.
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The observation instrument that was used by the researcher was sent to the student
teachers by email prior to their observations in order to clarify what the researcher
would be observing.

The purpose of conducting the observation was not to judge the student
teachersdé performance, but to explore an
made clear to the student teachers throughout the study. The observations helped the
researcheratanswer the third and the fifth research questions:

iii) What do the student teachers do during their teatléring programme in
connection with formative assessment?
v) What are the challenges that the student teachers faced when applying formative

assessment?

The observation schedule was mainly based on the elements of FA, which have
been previously discussed in the literature review: sharing learning outcomes,
questioning, feedback, peassessment and sesessment. The observation
instrument vas designed relying on the observation schedule that appeared in the
Sandwell Metropolitan Borough Council documefspfendix 10) and Black and Jones
(2006). The observation instrument used in this study was divided into eight columns.
The elements of FA ere laid in the first column. The key features of FA, which were
adopted from the observation schedule that appears in the Sandwell Metropolitan
Borough Council documenAppendix 10), were laid in the second column. The third
column listedevidenceitems,which were also adopted from the observation schedule
that appears in the Sandwell Metropolitan Borough Council docum@mie(dix 10)
and Black and Jones (2006). Some evidence items from the Sandwell Metropolitan
Borough Council document were used, wtolber evidence items relied upon Black
and Jones (2006). For example, evidence item 1.1.1 was adopted from the observation
schedule that appears in the Sandwell Metropolitan Borough Council document
(Appendix 10), while 3.1.1 was adopted from Black anchde (2006: 7). The evidence
items, which were chosen from these two sources, were selected because they were
thought to be more likely to happen than other practices, and because they were broad
in their meaning. If the student teachers in this study @sedence items, which
appeared beyond these two sources, the researcher noted them in her comments. One
additional evidence item that was noted by the researcher was translating the learning

outcomes in order to help the pupils better understand theigbgeof the lesson.
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A fourth column was added to incorpo
teachersdé perceptions of the use of evi (
they used the items and how useful the evidence items were for deternfiaing t
practice of FA. These perceptions were r
each of the student teachers. The fifth column showed when evidence items took place
during the class. This column was only used when certain evidence itemssedratu
an unusual time. For example, if a student teacher shared the learning outcomes with the
pupils at the end of the lesson instead of the beginning of the lesson, the researcher
recorded the time the evidence item was used. Because this informasiooiadways
relevant, for example in regards to pe@ssessment the time used in the lesson is often
not important, this column was not used for all the elements. This column helped the
researcher to analyse how effective the evidence item was and wiag itlone at a
particular time.

The sixth column showed the number of times that eadtienceitem was
employed. While this information was not used in the results, it was important data,
which helped the researcher eptions alialsccto s s
know how their perceptions equated with what was actually done in the classroom. The
seventh column showed the r eereeptiions bfeghe 6 s ¢
adequacy of the number of times that each evidence item was @itdning the
student teachersd perceptions was an ess
avoid being an inspector. The eighth column was abouttdébbniquesused to
implement FA in the classroom. This column allowed the researcher tomuwt
specifically how evidence items were being used. For example, if a student teacher
applied the fAno hands wupo strategy, t he
how this evidence item was applied. The ninth and final column was used to record

additional comments.

4.11 Semistructured interviews conducted with the tutors after school placement
The tutorsod i nter vi-teonsanwfackodacecimmenvibwscat thed a s

end of school placemengix of the eight supervisors agreedMle interviewed and
audiotapedAs mentioned above, three of them were university sutod three of them

were schodeachers. These supervisors had been observing the student teachers from
the beginning of their school placements. Between these six ,tutoeg were
supervising nine of the eleven student teachers who participated in the research study.
The purpose of conducting these satnuctured interviews was toetter understand
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how the tutors perceived the student teachers were implementing FAt Theor s 6
perceptions of the student teachersoo und
classroom helped to provide a context fa
these interviews were not the maiwere ar ea
important for data triangulation.

The tutors were asked to answer nine questions about the student teachers. Some
of these questions were based on the sa
guestionnaire, which was also conducted after scptadement (for example, see
PART 3, question 1, section C). Ten strategies of FA, which were used in the student

teachersdé questionnaire, were discussed

1. Assessing students many times in the class.
2. ANo hands up oforagkingatiestigng.

3. Using more operended questions that provol
thinking.

4. Helping students to be active learners (more stu
discussion and less teacher dominance).

5. Declaring the learning outcomes in a clear way.
6. Using success criterfar peerassessment.

7. Pupi | ;agsessment during or at the end o
lesson.

8. Providing effective comments that initiate thinki
and help pupils to overcome the difficulties that tt
are facing.

9. No marks are used as feedback, only commare:
used as feedback.

10. Providing the opportunity for learners to responc
feedback either orally or written.

Because the tutors seemed to have a limited and vague understanding of FA and its
elements, the researcher had to explain these strat€besutors found that statement

number using maeeopeeim ded questions that provok
number four, Ahel ping pupils to be acti
teacher dominance) 0, wer Bie neseadher &lso kbservgd t o

this to be true. As a result of these observations, and to avoid confusion, these two
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strategies were merged into one stratddye second change was to display statements
number eight, nine and tamder one heading callédf eedb ac k 0 . This w
by the researcher to help the tutors better understand the aim behind applying these
three strategies. Finally, further explanations were added to clarify the meaning and
purpose of each strategy when needed. The editatblistead:

1. Assessing students many times during the class.
2 AiNo hand upo strategy, except

3. Using more opefended questions that provoke thinking (m:
students talk more about their ideas and opinions, which helps
to participate more in lessons instead of just sitting and listen
This leads to helping pupils to be more active learrdse pupil
discussion and less teacher dominance.

4. Declaring the learning objectives in a clear way to pupils.
5. Using success criteria for peassessment.

6. Pu pi |-asgessment diiring or at the end of the lesson.

Feedback

7. Provide effective commés that initiate thinking and help the pup
to overcome the difficulties that they are facing. Comments sk
not only reflect the negati ve
but comments should go beyond that to guide the pupils in so
the problems that they have in learning.

8. No marks are used as feedback. Only comments are usi

feedback.
9. Provide the opportunity for learners to respond to feedback ora
written.
The tutorsdé interviews helped to answer

iii) What do the student teachers do during their teatlering programme in
connection with formative assessment?
v) What are the challenges that the student teachers faced apipdying formative

assessment?
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4.12 Justification for using a combination of a questionnaire and an interview after
school placement
I n order to be able to compare and contr

after their school placementit was essential to conduct a second interview. For this
second interview, a combination of a questionnaire and asteumstured interview was
conducted. The questionnaif@ppendix 3) helped the researcher to have some
indication of the student teacked v i ews, a n d-stractured irdeevievo n d
(Appendix 4) helped the researcher to obtain a moreapth understanding of these
perceptions. Bryman (2004: 452) suggested that a combination of both approaches
might help a researcher to utilise thestboadvantages of both strategies, while reducing
the disadvantages that might occur from using only one strategy. Bryman (2004: 452)
also pointed out that studies conducted with a combination of both approaches have

been increasing.

4.12.1 Questionnaire onducted with the student teachers after school placement
The student teacher questionnaire, which was conducted after school placement, was

divided into five parts. The first part covered the purposes and elements of assessment
as a whole and the advantagand the challenges of FA. These items were similar to the
ones discussed in the first interview, which was conducted with the student teachers
before their schooplacementsThe similarity between the first part of questionnaire
and the first intervievhelped the researcher to make a direct comparison between the
student teachersodé perceptions before and

The second part of the questionnaire asked the student teachers to consider
whether or not they perceived that FA can helpstistudents to make progress. The
third part asked the student teachers albmwt they perceived their teach#rining
programme in relation to FA. This third part was divided into sections A, B, and C.
Section A was about what the university programmoeiged the student teachers with
in relation to FA, and how coherent and useful this was. Section B was about what the
researcher provided them with in relation to FA, and how coherent and useful this was.
Finally, section C was about what the studentcheses did duringtheir school
placemerd

The fourth part of the questionnaire was about the challenges that the student
teachers faced when applying FA. The fifth and final part asked what the student
teachers thought about implementing FA in Saudi sisharhe questionnaire focused

onall theresearch questions:

«
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i) What do the student teachers think is meant by assessment as a whole and by
formative assessment more specifically?

i) Do the student teachers think that formative assessment casdhelpl students to

make progress?

iii) What do the student teachers do during their teathéring programme in
connection with formative assessment?

iv) Do the student teachers think that their training programme is coherent and useful in
helping thema develop their professional practice of formative assessment?

v) What are the challenges that the student teachers faced when applying formative

assessment?

vi) Do the student teachers think that formative assessment should be implemented and

why?

4.12.2The second semstructured interview conducted with the student teachers
after school placement
The second senstructured interviews were also fameface and ondo-one

audiotaped interviews. The interview schedule was divided into five parts. These fi
parts had many questions, which matched the questionnaire. Some of the questions in
this second i nterview schedul e related
guestionnaire. The questionnaires, which had been completed by the participants, were
brough to the seond interview, and the studetgachers were asked to explain why
they had chosen to answer someestions in a particular wayhis was because the
second interview questions were designed to ask the participants to elaborate on their
perceptbns. The overall interview, and in particular the first part of the second
intervi ew, was set up to explore the st
FA. This data further helped the researcher to contrast and compare the student
t e a c h e ptisns of pAe hrefore and after school placement.

The second part of the second interview explored whether the student teachers
perceived that FA helps school students to make progress. The third part of the second
interview questioned what the studentcteers did during their teach#@raining
programme in connection with FA, and how coherent the programme was in relation to
FA. This third part contained questions, which related to sections A, B, and C of part
three in the questionnaire: section A consdemwhat the university programme
provided the student teachers with in relation to FA and how coherent and useful this

was; section B questioned what the researcher provided them with in relation to FA and
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how coherent and useful this was; and sectionsCinahe questionnaire, was about
what the student teachers did during their school placements. The fourth part of the
second interview explored the challenges that the student teachers faced when
implementing FA. The fifth part of the interview asked #hedent teachers to further
explain what they thought about implementing FA in Saudi schools. This second

interview helped the researcher to answer all of the research questions.

4.13 Data analysis of the first interview conducted with the student teachers
The purpose of the first interview was

perceptions of assessment as a whole and FA more specifically. The first interview
consisted of seven questions. These seven questions helped the researcher to focus on
the following research questions:

i) What do the student teachers think is meant by assessment as a whole and by
formative assessment more specifically?
vi) Do the student teachers think that formative assessment should be implemented and

why?

The first regarch question was partially answered by six of the questions in first
interview. The sixth research question was partially answered by the sixth and seventh
interview quesobns. The first interview contained both multiptdoice and opeended
guestions Data analysis was mainly quantitative. For quantitative data, the Statistical
Package for the Social Sciences (SPSS, version 19.0) was used. Statistics, including
means and standards deéwas, were conducted for anallyg the first and the fourth
questims from the first interview. Frequencies were used for analysing the third and the
fifth questions from the first i ntervi e\
responses were briefly summari sed. The
detail in the results chapter. The data were analysed from elevensgeoiured
interviews. This data was compared directly with data obtained after gulacement.

This comparisonvill be discussed imore detail in chapter five.

4.14 Data analysis othe observation schedule
The purpose of observing the student teachers during school placement was, as

mentioned above, neither to judge their teaching nor to assess their performance when
implementing FA, but to obtain their perceptions of FA. The obsiervachedule was

based on the five elements of FA, which have been previously discussed in the literature

10¢



review: sharing outcomes, questioning, feedback,-pesessment and sal$sessment.
For each element there were evidence items, which better dlltveeresearcher to
measure how each element was done during school placement. The researcher spent six
months analysing the observation data. This analysis was done in four stages, and it was
done thoroughly and carefully to make sure that errors weranisigd. The first and
second stage of analysis took place in Saudi Arabia. During the first stage, the
observation schedule was initially completed during the lesson. Notes were written
throughout the lesson, especially when issues occurred surroundiegjdbace items.
Discussions were held with each of the student teachers before and after each
observation. These conversations were taken into consideration by the researcher when
editing the data in the observation schedule.

During the second stage @halysis, the researcher carefully listened to the
audiotapes of the observed lesson and the conversations within a-tewentyour
period. The researcher thought that this was an important step for more data accuracy.
Because this analysis was done oa #ame day, the researcher was better able to
remember and picture the observation in her mind. This step helped the researcher to
edit her notes and revise the data in the observation schedule.

The third stage was the longest stage of analysis, andsitdane after all the
data had been collected. Statistics, including frequencies and percentages, were
conducted for analysing data in the observation schedule. This final stage of analysis
took place in UK. During this stage, the researcher analysedbdervation data in
detail Appendix 9). Some audiotaped lessons were listened to again when needed.
Data tables for each participant covered around fifteen pages, while the data tables for
all participants covered around one hundred and-§i¢ypages. Tis third stage was
essential because it helped the researcher to analyse the data more thoroughly, and to
find out what the student teachers were doing during their school placements. The final
stage used the Statistical Package for the Social Scierfe8$(Sersion 19.0) and Mac
Excel 2011 to analyse quantitative data. Observation quantitative data was analysed by
looking at what had been done without issues (WOI), what had been done with issues
(WI), and what had not been done (N). Data were analyssztiban the five elements
of FA and the twentfour evidence items. It is important to note that during the
analysis process, one evidence iitem was
(Appendix 5). This evidence item had been added to the observstioedule by the

researcher before the research was conducted. However, this evidence item was not
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observed to be used at all. As a result, the researcher decided to exclude it from the data
analysis, as it might skew the results.

The datawas analysed atistically using all the evidence items shown in the
observation scheduldppendix 5). There was, however, one evidence item which was
Ssubstituted with its key feature: Al. 1.1
wi t hl Afe the LOsshared with the pupils I n a
(Appendix 5) and Appendix 9). This step was essential because sharing the learning
outcomes was rarely done by asking the pupils to rephrase and explain. However, other
techniques were applied in thlegsroom to make sure that the learning outcomes were
shared with the pupils in a way that they could understand. For example, this was done
by transl ating the | earning outcomes to

learning outcomes in differemway.

4.15 Data analysis of the questionnaire
Questionnaire data was quantitative, and for this data the Statistical Package for the

Social Sciences (SPSS, version 19.0) was used. The questionnaire was divided into five
parts. The first part was designedd compar e the student teac
after school placement in relation to assessment as a whole and FA more spetifically.
order to be able to make a comparison between the questionnaires and the first
interviews, the first section ofhe questionnaire was designed to have identical
questions to the ones that were used in the first interview. These questions were about
purposes of assessment, its el ement s, F
challenges that teachers might faceewlintroducing FA in to Saudi schools. For more
accuracy, data from this section was analysed statistically in a similar way to the first
interview using the Statistical Package for the Social Sciences (SPSS, version 19.0).
Statistical analyses with the ams and standard deviation were conducted to compare
the participantsd responses before and a
assessment and the advantages and disadvantages of FA. However, statistics with
frequencies were onlyusedtognale t he partici pantsd resp
assessment as a whole, and the challenges that teachers might face when introducing FA
to Saudi schools.

In order tomeasure if there had been any significant changes in the student
t eac her siis dyiegrtieie pchool gplacements, a suitable statistical test was
needed. The researcher recognised that the sample size was relatively small, which
made its power limited for many parametric tests. Furthermore, because the sample did
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not meet the princlps suggested for statistical analysis as stated by Stevens (1996: 72)
and Tabachnick and Fiddell (199632), and because of its lack of normal distribution,

the researcher determined that it would be appropriate to use-@arametric rather

than a panmaetric statisticatest.Therefore, the researcher used Wilcoxon Signed Ranks
Test to measure the differences in the
purposes of assessment and the advantages and disadvantages of FA, before and after
schoolplacement. Wilcoxon Signed Ranks Test is anvedent test for Riredsamples

t-test (Field, 2009: 552). Paires@mples-test, which are also called repeated measures,

are used when the researcher is interested in the differences between two seés of scor
for the same people at two different times, often before and aftezvent (Pallant,

2007: 103). Although the results from the Paisaghples-test were the same as the
Wilcoxon Signed Ranks Tegsee Appendix 16), the Riredsamples t-test was not

used, however, as it is a parametric test, which requires that data is normally distributed.
One of the reasons for this was that the sample used in this research study was not large
enough.In order to make sure that the results were corrhe researcher sought
support from the Maths Centre at the University of York. Assessments were conducted
regarding the techniques that were used to obtain the main averages and normality of
distribution. It was agreed that Wilcoxon Signed Ranks Testidvbe the most suitable

test, as data did not meet the assumptions of parametric tests. This test was only used
for analysing data from the first part of the questionnaire. It is important to note that

only frequencies were used for analysingdtieer bur parts of the questionnaire.

4.15.1Justification for using two different instruments to compare the
participantsoperceptions
Based on the researcheroés previous exper

likely that the participants might have many questions regarding assesierce, the
researcher thoughiat conductingre-placement, ongéo-oneinterviews would givehe

student teachershe opportunity to ask questiormbout assessment if necessary.
Moreover, the discussions about assessment in these first interviews helped the
researcher to better design the sessions where FA would be discussed ififoedaila

from the firstinterviews helped to shape the questionnaire instrument. That is, many of
the same questions were usedrderto noticeif there wereany changes in the student
teachersbo perceptions after i mpl ementin
guestionnaire was used as the researcher wanted an instrument which could be

conducted without the researcher being predestould be noted that the researcher
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was not teachinghe student teacheebout assessmeriyt rather the researcher was
exploringt he student teacher sd perQ@Questdnnaicea s alt
can be completed byparticipantson their own and therefore this might limit the
researcherds influence.

The researcheused many of the same questions in each of these two
instruments, the first interviews and the questionnaires, in order to be able to observe
and exploreany development in thethinking regarding assessment and FAuring
thar school placement the stdent teacherggained experience assessipgpils
whereas before this, many of their ideas were basedormr experiences and
expectationslt was important to the researchersee if their ideas changeahdif so,

in what ways and why.

416 Dataanalys s of the second interview and t h
Cohen, Manion and Morrison (2011) suggested that there is no specific way to analyse

qualitative data and that the process of analysis should be decided based on the issue of
ditness for purposi(p. 537). Before deciding the process of analysis, the researcher
conduced numerous methods to analyse the qualitative data obtained from the semi
structured interviews. In order to address the research questions, the researcher needed
to decide the appropriatway for translating, transcribing, analysing and coding the
data.

McLellan, MacQueen and Neidig (2003: 67) have suggested that transcripts
could be conducted in multiple ways, but they ultimately need to help the researcher in
analysing his or her dataroperly in order to better answer their research questions.

Atkinson and Heritage (as citedlifcLellan, MacQueen & Neidig, 2003) have

t hat the production and wuse
es0 and shoul d fMmtodc hbned cappr oa
t hat peLelane MazQueen & Aeéidigs i s . (

activ
det ai
2003 p.64)

stressed
it
| O

For the sake of authenticity, the researcher took care to ensure that the data did not loose
its meaning during the analysis process. Initially, the researcher bggéaterblly
transcribing data which would later be translafBde researcher found, however, that
anal ysing data after transcribing it wa s
transcribed or written text often caused her to miss some of thengeariich could

be only obtained when combined with the audioording. The change in the tone of
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the voice and the stress placed on certain words appeared to be important to the data
analysis.Strauss and Corbin (1990: 3igvesuggestd that when transbing texts, the
researchemneeds to consider the analytical contribution it will offer to the research
study. The researcher, therefore, decided to begin her analfyti® oral record while
transcribing. This means that the researcher was translating, transcribing and analysing
at the same time. Practicality of time and authenticity meant that it was the best method
to apply. This method helped the researcher to watethoughts while listening to the

oral speech; it also helped the researcher to remember and visualise the interview. This
process took around ten hours for each recorded hour. All of this was important
information, and it helped the researcher when anaythe data. Cohen et §011:

537) suggested that qualitative data is usually loaded with interpretations and as a result
multiple interpretations need to be madécLellan, MacQueen and Neidig (2003)
added that 0t ranscr i ppticge labedlimyeahd contedielptedi n c | |
i nfor mat iTomiés (mpi.gh6t7 )hel p expl aiamalyseldgta t h e
after transcribing and translating it did not work.

The researchdrstened to the audiotaped interviews many times and tradslate
them into English as she transcribed them. This approach seemed to be more practical
and more authentic. The researcher translated and transcribed the conversations that
were related to the research questions, and overlooked dateetieganot related tthe
topic (e.g, conversationabouthow difficult transportation was in the countwere
excluded. McLellan, MacQueen and Neidig (2003: 66) argued that for some data
analysis it might not be essential to transcribe the whole interview. In this stedy, th
researcher translated and transcribed the interviews and attempted to stay as close as
possible to the speakersé meaning. The r
utterance or describe every remark. This is because the current researchudymug s
languages or phonetics.

For reliability, the researcher checked what she has transcribed with a university
English Literature lecturer in Saudi Arabia who was a native Arabic speaker. The
researcher chose this person because she was fluentthnldmguages, and she
understood the Saudi culture and accent. The researcher provided her with a copy of the
interviews instruments and an idea of the overall research study. Although there was
some minor disagreement about the translation, this soundgnced that conducting
the analysis while transcribing and translating was the most suitable method for this

research study.
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One of the maitmssues of a senstructured interview is the large amount of data
that needs to be organised in certain themes and categories (Cohen et al., 2011: 559). In
order to address this issue, content analysis was used. Content analysis is a process by
whi chy 6wnamds of texts are classified int
15). Flick (1998) argued that categories are one of the main procedures of content
analysis, and that the O6goal here is to
texts could be lightly coded or heavily coded (Cohen et al. 2011: 559). A code is a name
or a description that the researcher provides for a piece of text, which has certain data;
some of these codes are broad, while others are specific (Cohen et al. 2011n 559
order to be able to do this as sufficiently as possible, the researcher has to go through
the data line by line and categorise information by labelling it with different codes.
Researchers can do coding either by hand or by using computer progréData@sont
2002: 174). In this research study, coding was done by hand. Delamont (2002)
identified three types of hand coding: 0
6data indexing systembé (p. 175). Aansordi
that coloured highlights are used and notes are written on the edges; multiple copies of
data means that O6everything relating to
ring binderdo (p. 175) ; dat a ieptdoepageramgd sy s
l' ine numberso (p. 175) .

When analysing the interview data, the researcher used the multiple coding
system. The researcher used coloured hi ¢
responses in the scripts. Different colours were tgedifferent themes. For example,
responses that were direct answers to the interview questions were highlighted in
yellow, and data highlighted in pink indicated extra details related to the direct answers.
Data underlined with pencil suggested furttetails, which might help to explain the
participantds response.

Under eachinterview question, key issues, similarities and discrepancies
between patterns in their answers were highlighted again and categorised. Qualitative
data analysis encompasses organising, interpreting and explaining data; this means
making sense of the @dathrough themes, class#ittons and regularities (Cohena.,

2011: 537). Once theategorising was done, the information was reported using a
thematic approach. The thematic approach is the most frequently used approach of
analysis (Guest, MacQueen l§amey, 2012: 11). Using the thematic approach means

that texts could be as simple as a statement or a welected statements, or parts of
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speech that are related to the research questions might actually be what is needed
(Emerson, Fretz & Shaw 1995: )75

4.17 Validity
Validity is an essential feature in research and a requirement for both quantitative and

qualitative research (Cohen et al., 2011: 179). Cohen et al. (2011: 198) suggested that
enhancing validity could be done through many things, whicluade:

1 Selecting a suitable period of time to conduct the study.
Making sure that appropriate resources are available to conduct the research
study.
Applying suitable strategies to answer the research questions.
Choosing suitable instruments to colledbimation.

1 Conducting the study with suitable participants.

The researcher took into consideration all the details listed above before conducting the
study. For example, in this study the participants shavaay qualities. The first group
of participantsverethe student teachers. These students were around the same age; they
had a lack of teaching experiendmit all of them were high achievers. The second
group of participants were the tutors who supervised these student teachers. To ensure
that appropate strategies and instruments were used, the instruments in this study were
piloted and translated. As mentioned above, the first interview instrument, which was
conducted before school placememas piloted with a university faculty member, who
teachesin a teacher preparation programme. For more validity, the instrument was
translated into Arabic and the translation wascgled by someone who specialiges
the Arabic language. This was done to make sure that the instrument was neither
misleading nor aimguous.

The observation schedule was designed based on the observation schedule that
appeared in the Sandwell Metropolitan Borough Council documeni(gsendix 10),
and Black and Jones (2006). In order to obtain accuracy, the observation schedule was
divided into eight columns. These columns moved from general information to more
specific information: beginning with the five elements of FA, which were laid in the
first column and ending with more specific columns, such as techniques used in the
classoom and comments. The observation schedule was piloted and edited to avoid

technical problems.

11€



The questionnaire, second interviews
I mmedi ately after school pl acementons i n ¢
after school placement. The timing when designing these three instruments was
important because all of the issues observed by the researcher during school placement
were still fresh in her mind. All the research instruments were connected to each other
For example, many of the questions in the questionnaire were used before school
placement during the first interview. The second interview was designed to obtain more
detailed answeraboutt he st udent teachersd responses:
tutorsd interviews were designed to obt
understanding of FA and how it was implemented during school placement. Some of
the same inquiries from the tutorso 1Inte
Cohen & al. (2011: 179) suggests that validity does not necessarily ensure reliability.

Therefore, the following section will discuss the reliability of this research design.

4.18 Reliability
Bryman (2012: 47) suggests that reliability means consistencystriments used to

conduct a study. Cohen et al. (2011: 199) suggests that reliability means that if the
research is conducted again with a similar group of participants in a similar context,
then similar findings will be obtained. However, this does namtbat the same exact
results will occur, because two researchers in a single research study might come up
with different results (Cohen et al.,, 2011: 202). Both sets of results, however, are
reliable (Cohen et al., 2011: 202). Kvale (1996: 181) sugdeatsjualitative research
might be interpreted in different ways. As all of these arguments suggest, different
researchers might, and often do, come up with different results. In order to ensure
reliability, in this study triangulation was uséldiangulaton might be definedas using
amixed method approachihich could help in enhancing reliabilityCohen et al. 2011:
195). Cohen teal. (2011: 195196) and Miles and Huberman (1994: 266) argued that
when the findings of the different instruments were simita each other, then the
researcher will be assured about tesults of the conducted study this research
study, results from the tutorsé intervi
researchersoé observat i ons nharee reliabdity. Mieser e d
results were often similar to each other. Data analysis was useful for cross validating the
findings and reducing bias.

The interviews were on®-one, faceo-face, tapeecorded, sernstructured
interviews. This providedtheppor tuni ty for the research
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facial expressions and gestures. Furthermore, conducting the interviews in this way
helped the researcher to have direct communication and therefore obtain a better
understanding of the participars 6 per cepti ons. Al t hough
research, the researcher took precautions to ensure that her presence did not overly
affect the reliability of the study. The researcher insisted that there were no right or
wrong answers, and she tookex a care not to influence t
views. The researcher used a neutral tone of voice and she tried to avoid any extra
commentary when answering certain inquir
qguestionnaires were doubtbeckel with them during the second interviews. This is
because the second interview, as explained previously, was based on their responses
from the questionnaire. This increased the reliability of the results from the
guestionnaire. It also helped to ensuret tvhat the student teachers answered was
actually what they meant to say.

The quantitative results of the questionnaire and the observations were
calculated by using a SPSS statistical package. In order to reduce errors and increase
the reliability of he results, the results were checked with the Mathematics Centre at the
University of York. The qualitative analysis was checked by another faculty member in

one of the universities in Riyadh, who speaks fluent English and Arabic.

4.19 Ethical consideratims and limitations of the study
This research study had some limitations related to research design, sampling and data

collection instruments. A general limitation of this study was that it was conducted in
one university with a small group of student tears. Moreover, FA was only able to be
applied over a limited period of time, due to the limited school placement time. This
means that the findings obtained from this research cannot be generalised.

There were other limitations associated with this agde First, this project
focused on the perceptions of the student teachers. Working with this group of
participants may have limited the study, as student teachers have limited teaching
experience. Also, because this empirical study observed studedméreanplementing
FA during their school placements, the study was confined to the short period of school
placement time. That means that these participants were oohirtga total of fifteen
times. This is a limitation as both teachers and pupils nee@ to adapt to FA
practices. The limited time period also meant that the researcher was unable to pilot the
guestionnair e, the second interview and

quickly written and immediately conducted directly aftehad placement. Finally,
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because FA is a relatively new concept, the researcher had to act as both a distant
observer and the party who needed to actively introduce and explain FA. Although this
study drew on traditions of action research, the fact tleatd¢bearcher had to assume

two roles and possibly influence the participants was another limitation to the study.

The researcher also made some changes throughout the study. First, after the
pilot study, some of the questions in the first interview umgnt were changed for
more clarity. Also, as discussed above, some changes were made in the observation
schedul e. Il n addition to this, changes t
which were also discussed above, were made when it was déeilve appropriate.

Ethical strategies werderived from the University of York, Department of
Education ethical guidelines. This included voluntary participation, confidentiality, and
anonymity. The Ethics Committee at the University of York granteetlaical approval
to the researcher before she began to conduct the empirical study. Before commencing
this study, a letter was sent to the Saudi university to seek their permission and
approval. A sample of student teachers was chosen according t@tetiofl academic
achievement. High achievers were chosen to participate in this study. This purposive
sample was selected confidentially with the cooperation of the uniuefsie student
teachers, schoachers and university tutors were asked to signsent forms.
According to Cohen, Manion and Morrison (2007: 55) and Sarantakos (as cited in
Creswell (2009:89) an informed consent form involves the purpose of the research, the
right to withdrawal at any t i mditiesa heset h e
forms must also declare what the participants will be involved in during the research, as
well as information about the identity of the researcher and thiéutitsn sponsoring
him or her Barantakos (2005as cited in Creswell (2009:89)[To help ensure
understanding about the project, in this study the researcher gathered the student
teachers and explained what the project was about and what was required from them.
Questions and inquires were discussed before signing the forms. Thentetertater
telephoned after they were identified, and the whole project was explained to them.
They were provided with consent forms to sign. Confidentiality of data collected from
observations, interviews and questionnaires was guaranteed. Data weie &egztfe
place. All participants were referred to anonymously as A, B or C(sete.for example,

Figure 7-12).

However, an additional issue regarding ethical concerns was that more student

teachers were interested in the study than the researchdricduide. Although these

student teachers were eager to know more about FA and its practices, their requests

11¢€



were rejected. Allowing more student teachers to be part of the study was impossible for
the researcher because every student teacher neededliseoeed at least three times
during schoolplacement and this was not likely to happen if more student teachers
were involved in the study. In order to ensure ethical fairness, the researcher made sure
that she explained and discussed the concepts afitPAthese student teachers. They
were allowed by the researcher, their supervisors and the participants to observe the
studyods participants i mplementing FA in

support these student teachers if they wanted ttemmgnt FA in their classes.

4.20 Chapter summary
This study focuse® n a group of Saudi student t e

chapter has discussed the scope of the research, the rationale for choosing a mixed
methods approach, the reasons for utilising action research, when and how data was
collected, data analysignd important strategies applied by the researcher to ensure
authenticity, validity and reliability. A mixed methods strategy is important for both
validity and credibility, but it can also be useful, as discussed above, for triangulation.

In this researcls t udy, the researcher examined th
with the student teachersé6é perceptions .
explore the student teachersd6 percepti o
particular. BecausgA is a new approach in Saudi Arabia, this research study drew on
traditions of action research, as it was necessary for the researcher to introduce FA and
discuss it with them throughout the study, in order to be able to explore the student

t e a ¢ h eepsods ofpFA\.r The following four chapters will present the findings of

this study.
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ChapterFive

Questionnaire data analysis with direct
comparison to thepre-placement
Interviews

5.1 Introduction
As discussed in previous chapters, this study aims to explore a sample of Saudi student
teachersdé perceptions in relation to fol
student teachersé perceptions of FA by ¢
which were conductedefore their school placements, with the data from the
questionnaires, which were completaffert he st udent teacherso
The results from these two instruments are presented together because the same
qguestions wereised in both the first interview and the questionnaire, as discussed in
detail in chapter four (sesec. 4.12.%& sec. 4.1%

The current chapter is divided into two major parts. Part 1 of this chapter
compares the responses from the questionnairde tlirst interviews. This comparison

partially answers the following research questions:

1 What do the student teachers think is meant by assessment as a whole and by

formative assessment more specifically?

1 Do the student teachers think that formative ss®ent should be

implemented and why?
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Part 2 of this chapter then goes on to look at the responses to questions from the
questionnaire, which do not correspond with the interview questions. This partially

answers the following research questions:

1 Do the student teachers think that formative assessment can help school
students to make progress?

1 What do the student teachers do during their tedchiging programme in
connection with formative assessment?

1 Do the student teachers think that their traianggramme is coherent and
useful in helping them to develop their professional practice of formative
assessment?

1 What are the challenges that the student teachers faced when applying

formative assessment?

Some of the questionnaire results, which are presented in both part one and part
two of this chapter, are referred to in chapter six, which will discuss the results from the
second interviews, whi ch were also conc

placements.

5.2 Part I: Comparing the questionnaire data with the first interview data

5.2.1 Comparing the student teachersoé pel
a whole
Part one of this chapter begins ediionsali scu

assessment as a whole, by comparing their perceptions before and after their school
placements. The purposes of assessment were divided into three groups: learming (L1
L6), selection (CAC7) and certification, and quality assurance @), andthe
elements of assessment (8¢pendix 1 & Appendix 3).

The student teachers were asked what they thought formed the elements of
assessment: learning, selection and certification, and quality assurance. The results from
the first interviews showed th#tte most common perception was that the purpose of
assessment was to enable students to lédear(=0.7Q (seeFigure 5-1). When the
student teachers were asked to explain the reasons behind choosing the statements that
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they had selected in the first inteew, all of the participants replied that their decisions
were made based on which elements they thought were most important to and related to
assessment. Additionally, when the student teachers were asked to rank the purposes of
assessment according tioeir importance (sedppendix 1), all of the participants,
except two, thought that the purposes of assessment could not be ranked in order of
importance. The two participants whlad think that the purposes of assessment could
be ranked, represented asaAd B inTable 51, ranked the purposes of assessment
according taheir order of implementation, beginning with learning, and then selection
and certification, followed by quality assurance. These two student teachers thought that
assessment follows ageence, since each element relies on the one that comes before.
Furthermore, their ranking here suggests that learning is assessed through marking. For
example, the first interviewee (AYéble 51) perceived that assessment is done to
Adi agnosangdt wemdktnless ses o, which woul d t he
The | atter would then reflect how ndeff e
similar to what is currently thought in the Saudi educational system: that is, learning is
perceived to belasely linked to marking and cannot be achieved without the existence
of marks. According to interviewee A, ranking and marking will also raise motivation.

On the whole, however, the results show that the student teachers were able to
recognise the@urposes of assessment to a certain extent, although they tended to relate
these prposes to summative assessment.

Table 5 1. Ranking of the purposes of assessment

Purposes of assessment ranked according to importand Reasons behind
starting with the most important ranking them
this way
A | L2: To diagnose strengths and weaknesses. Both participants
C3: To grade or rank a student. reported that
L1: To motivate students. they have ranke(
Q2: To judge the effectiveness of the learning environment| the purposes of
B | L1: To motivate students. assessments as
L3: To provide feedback. sequence (i.e.
L6: To establish the level of achievement at the end of a un the second
a study. depends on the
L4: To consolidate work done to date. first, and this
L5: To help students to develop their capacity for-self cannot be done
assessment. unless the first
C2: To pass or fail a student. one is done and
C1l: To establish the level of achievement at #rmal of al so on.)
programme of study.
C5: To demonstrate conformity with external regulations, S
as those of a professional or statutory body.
C4& To underwrite a O0licens
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C6: To select for employment, further educational activity, €
C7: To predict future performance.

Q7: To protect the public.

Q6: To protect the relevant profession.

Q5: To assure interested parties that the programme or u
study is of an appropriate standard.

Q2: To judge the effectiveness of the learning environment
QL To assess the extent t g
been achieved.

Comparing the student teachers6 choic
before and after their school placements, the results show thailposinent, there was
more recognition of the purposes of assessment in relation to learning, selection and
cettification, and quality assurance (segure 5-1). Before their school placements,
the means of learning, selection and certification, and quality assurancé/w@reg,
M=0.53 and M=0.64, respectively. However, after school placements, the purposes of
assessment in relation to learning, selection and certification, and quality assurance
were recognised with the meard=0.97, M=0.79 and M=0.88, respectively. These
results were expected dmuse of the discussions that took place during school
placements. Thus, it might be suggested that practising FA helped to develop the

student teachersdé understanding of the n;

Figure 5 1. Comparing the owerall mean of the student teachers' perceptions of
the purposes of assessment in relation to the three parts before and after
placement: learning, selection and certification, and quality assurance

Learning Selection and Quality Assurance
Certification

m Before school placement B After school placement

The figure below shows that none of the statements ghantoses of assessment

elicited agreement frorall of the participants. The most agreed upon statement, with a
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mean of M=0.90, wa sL5 o help students to develop their capacity