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Abstract

The purpose o f the study is to investigate the use o f  School Based Assessment (SBA) 

in English courses at grades VI to V III, its link to the learning outcom es and the 

corresponding influences on achieving the objectives o f  intended English language 

curriculum.

For selecting sample schools, purposive sampling procedure was applied. Within 

the schools, the selection o f  teachers and schools were also done following 

purposive sampling. A sample o f  12 schools was selected from Dhaka, Gazipur and 

Laxmipur districts. A total o f  12 English teachers and 12 head teachers were 

selected for the study. Moreover, 8 students for focused group discussions (FG D ) 

from each school were chosen which made a total o f  96. In order to observe 

assessment and classroom  activities in the classroom s, one class o f  each English 

teacher o f  each school was chosen. Thus, the instruments used for collecting 

required data are a) Classroom Observation, b) Teacher Questionnaire, c) Teacher 

interviews, d) Head teacher interviews and e) FG D s with Students. M oreover, field 

notes and document analysis also provided valuable data. A descriptive study was 

chosen to allow a qualitative and quantitative description o f  the relevant features o f  

the data collected (Cohen, M anion &  M orrison, 2003).

The qualitative data were analyzed both inductively and deductively to identify the 

main themes that emerged based on the research questions posed in this study. On 

the other hand, data from questionnaire and classroom  observation checklists were 

analyzed quantitatively and presented in both quantitative and narrative form. The 

simple most statistical techniques were employed for analyzing quantitative data.

The study found that most teachers and head teachers are not quite fam iliar with the 

present English language curriculum and assessment system including S B A . They, 

however, know that the objective o f  teaching English is to develop the four 

language skills o f  the learners. And they allocate 70%  marks for terminal 

examinations (summative assessment) and 30%  for S B A  (form ative assessment).

Ill
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concerned, either they give all students average marks or give a proportional marks 

in proportion to marks they get in terminal exam inations. Som e teachers adopt even 

greater m alpractice by giving good marks to those who attend his private tuition 

class. Classroom assessment is practice mostly through asking closed questions to 

students. Although effective ‘questioning is key to active and meaningful learning' 

(Chin, 2 0 0 4 ; M illar and Hames, 2002), closed questions asked in the classroom  can 

hardly play any role in developing speaking skill o f  the learners. On the other hand, 

feedback given by the teachers also fail to impact on the development o f  language 

skills o f  the learners, because while giving feedback m ostly teachers simply tell 

learners whether their answers are right or wrong, or simply provide evaluative 

feedback in the form o f  grades and short, non-specific com m ents o f  praise or 

censure. Besides, although the respondents informed that all the four skills are 

being practiced and assessed in the classroom , the way these are done are hardly 

effective in developing the language skills o f the learners.

The teachers and head teachers candidly confessed that because o f  a number o f  

challenges, they are not practicing S B A  in their schools. These are: teachers’ 

negative attitude towards S B A , their heavy workloads, large student population, 

large contents o f  syllabus, no reflection o f  the marks o f  S B A  in public exam inations 

like JS C  and S SC  examinations, lack o f  honesty and fairness in teachers, lack o f  

validity and reliability o f  S B A  as an assessment, poor socio-econom ic conditions o f 

teachers, absence o f  monitoring and supervision by concerned authority like N C T B , 

education boards etc. M ost o f  them, however, believe that i f  S B A  can be practiced 

effectively, it will play a great role in fulfilling the learning outcom es o f  the English 

language curriculum.

The study recommends that change in teachers’ perceptions is needed to be brought 

through sufficient training in formative assessm ent and com m unicative language 

teaching approach. Besides, strong monitoring and enough support must be ensured. 

The government should also work towards lessening the work load o f  teacher.

IV
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chapter  01: Perspective o f  the Problem

1.1 Introduction

Assessm ent plays a crucial role in the education process (Rahm an, Babu &  

Ashrafuzzaman, 2011; Shikkhak Nirdeshika, 2006; OECD, 2008 ; Stiggins, 1991). It 

determ ines m uch of the w ork students undertake (possibly all in the case of the most 

strategic student), affects their approach to learning and, it can be argued, is an 

indication of w hich aspects of the course are valued m ost highly (R u st, 2 0 0 2 ).

Since raising the standards of learning that are achieved through schooling is an 

im portant national priority, in recent years, governments throughout the w orld have 

been more and more vigorous in making changes in pursuit of this aim (B lack  &r W iliam , 

1998). The government of Bangladesh is no exception in this regard.

In Bangladesh, till 2006, the role of teachers in relation to classroom  assessm ent used to 

go som ething like this: teachers graded their students according to w hether or not they 

had passed or failed, and such information was recorded first in teachers; m arkbooks and 

then in the students’ reports. Teacher’s role w as one in w hich  they made judgm ents 

about their students’ achievements and, on the basis of those judgm ents, essentially 

divided their classes into winners and losers. The basis for those judgm ents was 

som etim es difficult to pin down. Somehow we ‘knew ’, if w e w ere experienced, when a 

performance was satisfactory and when it was not.

The giving of m arks and the grading function are overemphasized, w hile the giving of 

useful advice and the learning function are underemphasized. (B lack  &t W iliam , 1998).

Now, in an era in w hich curriculum  docum ents describe specific 'standards’ -  and 

national testing programs expect ostensibly to evaluate student perform ance against 

those standards -  the teachers’ role is one in w hich they are asked to m ake sure that 

increasingly greater numbers of their students are able to dem onstrate the ability to meet 

those standards, but a '  focus on standards and accountability  th at ignores the 

processes of teaching and learning in classroom s w ill not provide the direction that 

teachers need in their quest to improve” (Stigler &  Hiebert, 1997).

Page 1
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Then, how is this to be done}

The answ er lies, to a significant extent, in changing the way in w hich teachers regard 

and use assessm ent in the classroom , because learning is driven by w hat teachers and 

pupils do in classroom s (Black &  W iliam , 1998). To do so it is necessary to go for 

formative assessm ent along w ith  summative one since this type of classroom  assessm ent 

is good for both teachers and students (Steadm an, 1998). As a feedback strategy that 

provides teachers w ith data on teaching effectiveness and student com prehension, 

form ative/classroom  assessm ent involves students in active m ental processing of new 

inform ation and m akes them  more aware of them selves as learners (Steadm an, 1998).

Classroom  Assessm ent (Angelo &r Cross, 1993; Cross &  Angelo, 1988) is an educational 

innovation that unites efforts to improve both  teaching and learning. In Bangladesh it is 

termed as School Based Assessment. It does more than ju s t measure learning. W h a t 

teachers assess, how they assess, and how they com m unicate the results send a clear 

message to students about w hat is w orth learning, how  it should be learned, and how  

w ell they exp ect them  to perform. For this, teaching and learning m ust be interactive. 

Teachers need to know  about their pupils '  progress and difficulties w ith  learning so 

that they can adapt their own w ork to m eet pupils ’ needs "  needs that are often 

unpredictable and that vary from one pupil to another. Teachers can find out w hat they 

need to know  in a variety of ways, including observation and discussion in the classroom  

and the reading of pupils ‘ w ritten  work.

SBA is an assessm ent w hich is managed by schools from the assessm ent table in the 

course syllabus. It includes tests, essays, exam inations, reports, exhibitions, 

perform ances, dem onstrations, and other w orks including various form s of product or 

performance (A ssessm ent Advice Paper; SBA, 2008). Thus it incorporates the elem ents of 

assessm ent for w hich assessm ent is learner friendly, em phasizes individual learner’s 

progress and takes care of all students’ learning (Ahsan, 2007). The experience of USA 

and other com m onw ealth countries shows that SBA has achieved the faith  and authority 

of the public. (G atherer, 1990 cited in Begum &  M ullick, 2005). In our country, it is in 

vogue since 2007.

Page 2
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In this study an attem pt has been made to explore how  this form of assessm ent is playing 

role in achieving the objectives of English language curriculum .

1.2 Aims and Objectives of the Study

W h ile in line w ith  the title of the study, the main objective of the study is to investigate 

the use of SBA in English courses at grades VI to V III, their link to the learning outcom es 

and the corresponding influences on achieving the objectives of intended English 

language curriculum , the specific objectives are 

to explore the current status of SBA at schools

to explore the perceptions of teachers and students tow ards the effectiveness of SBA in 

learning English language.

to explore the role and influences of SBA in achieving the objectives of English language 

curriculum  i.e. development of reading, w riting, speaking and listening skills at grades VI 

to VIII.

1.3 Research Questions
The study aims at finding out the answers to the follow ing key questions.

W h at are the m ajor features of the current SBA approach used in English classroom s at 

junior secondary levels?

How are the assessm ent-indicators of SBA followed and practiced by teachers in English 

classrooms?

W h at kinds of language skills are emphasized while using SBA in English classroom s? 

How do students respond to the current assessm ent practice?

W h at are the perceptions of teachers and students tow ards the effectiveness of SBA in 

English classrooms?

Page 3

Dhaka University Institutional Repository



Chapter 01: Perspective o f  the Problem

r

1.4 Rationale of the Study

In all education systems, it is assessm ent that dom inates curriculum . If a model of 

assessm ent is restrictive, it w ill narrow the learning experiences of students. It cannot be 

over'em phasised that the mode of assessm ent dictates the nature of the educational 

experience and the quality of the relationship betw een teacher and pupils. A ssessm ent is 

not som ething separate —  a tool —  by w hich education may be evaluated; it acts upon 

the educational system  so as to shape it in accordance w ith  w hat the assessm ent 

demands. W e  cannot have, at one and the same tim e, education for personal grow th and 

a totally im personal system of assessm ent. Assessm ent should be a bond betw een 

teachers and taught, not som ething w hich threatens and antagonises. To humanise 

assessm ent, then, w e have to make of schooling a more cooperative enterprise betw een 

teachers and pupils, and an opportunity to develop the w hole range of human 

com petencies, leading up to informative profiles. This should be the pattern  of things for 

the immediate future; it is the way to shed the dreary, and often unjust, grading 

techniques of traditional education (Hemming, 1980, p. 113-14). To get rid of this 

traditional system  of assessm ent different countries around the w orld including 

Bangladesh have change or modified the assessm ent system  and opted for formative 

assessm ent/ school based assessm ent system.

Several countries such as Finland, New Zealand, Australia, and Hong Kong have 

implemented school'based assessm ent. Despite their years of experiences in 

im plementing the school'based assessm ent, several researches are carried out from time 

to time in order to investigate relevant aspects of the school'based  assessm ent. Th is fact 

is made obvious by the substantial amount of docum ented research in the literature 

(Board of Studies, 1998; Choi, 1999; Daugherty, 1995; Hill ct al, 1997; Jam es and Corner, 

1993; Yung, 2001).

Since 2007, SBA is in practice in Bangladesh, yet there is hardly any study that looked 

into the im plem entation of SBA and its effect in achieving the objectives of intended 

English curriculum  at junior secondary level. This is why, in the co n text of Bangladesh,

Page 4
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studies w hich focus on the im plem entation and effects of school'based  assessm ent in 

English teaching learning need to be carried out. Therefore, a study has been conducted 

to investigate the im plem entation and effects of school'based  assessm ent in English 

teaching'learning at secondary schools. Such a study is deemed tim ely and crucial as it 

could provide a relevant picture for scholars, practitioners and policy m akers in relation 

to testing and assessm ent.

1.5 Limitations of the Study

Like m ost other educational studies conducted around the world, this study has some 

lim itations.

One of the main lim itations of the study is that prospective sample of different categories 

of respondents w ho are related to this study could not be included due to some practical 

inconveniences. As such, a small sample size has been selected com pared to the required 

size for the study. Data have been collected from only 12 schools of three d istricts of 

Bangladesh.

Secondly, there were inhibitions on the part of the respondents in exposing sensitive 

data. Some of the teachers were not courageous enough to express the truth  due to jo b  

threat.

Thirdly, data w as collected at a time when the academ ic sessions had ju s t started. As 

result, teachers and students were in a sporty mood w ith  the upcom ing annual sport 

com petition.

Fourthly, insufficient tim e and skill did not allow the researcher to look into the issues in 

detail.

Page 5
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Chapter 02: Literature Reviews

2.1 Defining Assessment

The term  assessm ent, in its w idest meaning, denotes a process of collecting and 

interpreting inform ation about learning and achievem ent of students that are used (1) to 

provide inform ation to students and their parents about the progress in acquiring 

knowledge, skills and attitudes, (2 ) to provide support to teachers to modify their 

instruction and the learning activities of their students, and (3 ) to provide inform ation to 

other stakeholders that make decisions about educational policy related to students (for 

example, decisions about prom otion of students, decisions about students involvement 

in particular educational programs etc.) (Stiggins, 2001; Black &  W iliam , 1998; Boston, 

2002; Gronlund, 2006).

Barbara E. W alvoord in his book. Assessment Clear and Simple: A Practical Guide fo r  Institutions, 

Departments and General Education, defines assessm ent as “the systematic collection o f  information 

about student learning, using the time, knowledge, expertise, and resources available, in order to inform 

decision about how to improve learning."

A process that involves 1) establishing goals for student learning, 2 ) gathering qualitative 

and C[uantitative evidence for how w ell students meet chose goals, and 3) using the 

information to improve. (W alvoord, 2004 ; p. 2 '3 .)

The document. Assessing Student Learning and Institu tional Effectiveness; 

Understanding Middle States Expectations, by M SCH E, USA, defines assessm ent a bit 

tautologically, but sees it as part of an overall “planning-assessm ent cycle”: “defining... 

institutional and unit-level goals; implementing strategics to achieve those goals; assessing achievement o f  

those goals; and using the results o f  the assessments to improve programs and services and inform 

planning and resource allocation decisions (Philadelphia, PA, 2005: p. 3)."

Page 1
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2.2 Purposes of Assessment

Research in assessm ent found that it is used for many different reasons. Such as;

P art o f th e  learning process:

A ssessm ent activities can guide individuals to learn and relearn su b ject m atter. (Jam es, 

1994)

Inform  and guide teach in g  and learning

A good classroom  assessm ent plan gathers evidence of student learning th at informs 

teachers' instructional decisions. It provides teachers w ith  inform ation about w hat 

students know  and can do. To plan effective instruction, teachers also need to know 

w hat the student m isunderstands and where the m isconceptions lie. In addition to 

helping teachers formulate the next teaching steps., a good classroom  assessm ent plan 

provides a road map for students. Students should, at all tim es, have access to the 

assessm ent so they can use it to inform and guide their learning. (Jam es, 1994; Evans, A. 

(2008).

H elp S tu d en ts set learning goals:

Students need frequent opportunities to reflect on where their learning is at and w hat 

needs to be done to achieve their learning goals. W h en  students are actively involved in 

assessing their ow n next learning steps and creating goals to accom plish them, they 

make major advances in directing their learning and w hat they understand about 

themselves as learners. (Jam es, 1994; Evans, A. (2008).

Page 2
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)

G rading:

Assessm ent may be used to translate achievem ent into a point on an arbitrary scale and 

to measure the students’ preparedness for professional accreditation (H arris et al, 2007)

M otivate  S tu d en ts:

Research (Davies 2004 ; Stiggins et al. 2 0 0 4 ) has shown that students w ill be m otivated 

and confident learners when they experience progress and achievem ent, rather than the 

failure and defeat associated w ith  being compared to more successfu l peers.

The key is to understand the relationship betw een assessm ent and student motivation. 

In the past, we built assessm ent systems to help us dole out rew ards and punishm ent. 

And while that can w ork som etim es, it causes a lot of students to see them selves as 

failures. If that goes on long enough, they lose confidence and stop  trying. W hen  

students are involved in the assessm ent process, though, they can com e to see themselves 

as com petent learners. (Sparks, 1999)

2.3 Types of Classroom Assessment

M aking assessm ent an integral part of daily instruction is a challenge. It requires 

planning specific ways to use assignments and discussions to discover w hat students do 

and do not understand. It also requires teachers to be prepared to deal w ith  students' 

responses. Merely spotting when students are incorrect is relatively easy com pared w ith 

understanding the reasons behind their errors. The latter dem ands careful attention  and 

a deep knowledge of the m athem atics concepts and principles that students are 

learning... The insights we gain by making assessm ent a regular part of instruction  enable 

us to meet the needs of the students who are eager for more challenges and to provide 

intervention for those who are struggling. (Burns 2005, p. 31)

Page 3
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Assessm ent is integral to the teaching-learning process, facilitating student learning and 

improving instruction, and can take a variety of forms. It is generally divided into three 

types: assessm ent/or learning, assessm ent 0/ learning and assessm ent as learning.

2.4 Assessment as Learning

Assessm ent as learning develops and supports students' m etacognitive skills. This form 

of assessm ent is crucial in helping students becom e lifelong learners. As students engage 

in peer and self-assessm ent, they learn to make sense of inform ation, relate it to prior 

knowledge and use it for new learning. Students develop a sense of ow nership and 

efficacy when they use teacher, peer and self-assessm ent feedback to m ake adjustm ents, 

improvements and changes to w hat they understand.

A ssessm ent as learning focuses on students and em phasizes assessm ent as a process of 

m etacognition (know ledge of one’s own thought processes) for students. A ssessm ent as 

learning emerges from the idea that learning is not ju st a m atter of transferring ideas 

from someone who is knowledgeable to someone w ho is not, bu t is an active process of 

cognitive restructuring that occurs when individuals in teract w ith  new  ideas. W ith in  

this view of learning, students are the critical connectors betw een  assessm ent and 

learning. For students to be actively engaged in creating their ow n understanding, they 

must learn to be critical assessors who make sense of inform ation, relate it to prior 

knowledge, and use it for new learning. This is the regulatory process in m etacognition; 

that is, students becom e adept at personally m onitoring w hat they are learning, and use 

w hat they discover from the m onitoring to make adjustm ents, adaptations, and even

Page 4
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major changes in their thinking. (Rethinking Classroom Assessment with Purpose in Mind, WNCP, 

2006, p. 29)

Assessm ent as learning is based in research about how  learning happens, and is 

characterized by students reflecting on their own learning and m aking adjustm ents so 

that they achieve deeper understanding. P. Afflerbach (2 0 0 2 ) notes (in the co n text of 

reading assessm ent);

Too many students have reading assessm ent done to them, or fo r  them. Only reading 

assessm ent that is done with students and eventually hy students can foster true 

independence and success in reading. Accom plished readers are flexible in their routines 

of m etacognition and com prehension m onitoring, as demanded by the particular act of 

reading. The ability to self-assess is m ultifaceted, and good readers apply their self' 

assessm ent strategies on demand (p. 99, em phasis added).

Although Afflerbach’s com m ent is specifically about reading, it  is apphcable to many 

other areas of learning as well. Students becom e productive learners w hen they see that 

the results of their w ork are part of critical and constructive decision-m aking. If young 

people are to engage in continuous learning in environm ents w here know ledge is always 

changing, they need to internalize the needing-to know  and challenging'of'assum ptions 

as habits of mind.

The ultim ate goal in assessm ent as learning is for students to acquire the skills and the 

habits of mind to be metacognitively aware w ith  increasing independence. Assessm ent as 

learning focusses on the explicit fostering of students’ capacity over tim e to be their own 

best assessors, but teachers need to start by presenting and m odelling external, 

structured opportunities for students to assess themselves.
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2.5 Assessment /or Learning (Formative Assessment)

The philosophy behind assessm ent for learning is that assessm ent and teaching should 

be integrated into a whole. The power of such an assessm ent doesn't com e from intricate 

technology or from using a specific assessm ent instrum ent. It com es from recognizing 

how much learning is taking place in the common tasks of the school day -  and how 

much insight into student learning teachers can mine from th is material. (Mchlamee and 

Chen 2005, p. 76)

Assessm ent fo r  learning occurs throughout the learning process. It is designed to make 

each student’s understanding visible, so that teachers can decide w hat they can do to 

help students progress. Students learn in individual and idiosyncratic ways, yet, at the 

same time, there are predictable patterns of connections and preconceptions that some 

students may experience as they move along the continuum  from em ergent to proficient. 

In assessm ent fo r  learning, teachers use assessm ent as an investigative tool to find out as 

much as they can about w hat their students know  and can do, and w hat confusions, 

preconceptions, or gaps they might have.

Assessm ent fo r  learning is ongoing assessm ent that allows teachers to m onitor students 

on a day'tO'day basis and modify their teaching based on w hat the students need to be 

successful. This assessm ent provides students w ith  the timely, specific feedback that 

they need to make adjustm ents to their learning. In other words. A ssessm ent for learning 

is the process of seeking and interpreting evidence for use by learners and their teachers 

to decidc where the learners are in their learning, where they need to go and how best to 

get there. (A ssessm ent Reform Group, 2 002)
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The wide variety of inform ation that teachers co llect about their stud ents’ learning 

processes provides the basis for determ ining w hat they need to do n ext to move student 

learning forward. It provides the basis for providing descriptive feedback for students 

and deciding on groupings, instructional strategies, and resources.

After teaching a lesson, we need to determ ine w hether the lesson w as accessible to all 

students while still challenging to the more capable; w hat the students learned and still 

need to know ; how  we can improve the lesson to make it more effective; and, if 

necessary, w hat other lesson we might offer as a better alternative. This continual 

evaluation of instructional choices is at the heart of improving our teaching practice. 

(Burns 2005, p. 26)

2.6 Teachers’ Roles in Assessment /or Learning

Assessm ent fo r  learning occurs throughout the learning process. It is interactive, w’ith 

teachers

o aligning instruction w ith the targeted outcom es 

o identifying particular learning needs of students or groups 

o selecting and adapting m aterials and resources

o creating differentiated teaching strategies and learning opportunities for 

helping individual students move forw ard in their learning 

o providing immediate feedback and direction to students

Teachers also use assessm ent fo r  learning to enhance stud ents’ m otivation and 

com m itm ent to learning. W hen teachers com m it to learning as the focus of assessm ent, 

they changc the classroom  culture to one of student success. They make visible w hat 

students believe to be true, and use that information to help students move forward in 

manageable, efficient, and respectful ways. (WNCP, 2006, p. 29)
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2.7 Assessment o/Learning (Summative Assessment)

Assessm ent o f  learning is the snapshot in time that lets the teacher, students and their 

parents know how  well each student has completed the learning tasks and activities. It 

provides inform ation about student achievement. W hile it provides useful reporting 

inform ation, it often has little effect on learning.

Table 1; Different types of Assessment

A ssessm ent F O R  

Learning

A ssessm ent AS 

Learning
A ssessm ent OF 

Learning

W h y

Assess?

to enable teachers to 
determ ine next steps 
in advancing student 

learning

to guide &  provide 
opportunity for each 

student to monitor &  
critically reflect on his/ 
her learning &  identify 
next steps

to certify or inform 

parents or others of 
student’s proficiency in 

relation to  learning 
outcomes

A ssess
W h a t?

each student's 
progress and learning 
needs in relation to the 
curricular outcomes

each student's thinking 
about his or her 
learning, w hat 

strategies he or she 
uses to support or 
challenge that learning, 
and the mechanisms he 
or she uses to adjust 
and advance his or her 
learning

the extent to which 
students can apply the 
key concepts, 
knowledge, skills, and 
attitudes related to the 
curriculum 
outcomes

W h a t

M ethods?

a range of m ethods in 
different modes that 
m ake students’ skills 
and understanding 
visible

a range of methods in 
different modes that 
elicit students’ learning 
and meta-cognitive 
processes

a range of methods in 
different modes that 
assess both product and 
process

t
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Ensuring

Q uality

U sing  the 

In form ation

o accuracy and 

consistency of 

observation &  

interpretations of 
student learning 

o clear, detailed 

learning 

expectations 
o accurate, detailed 

notes for 

descriptive 

feedback to student

o provide each 
student w ith  

accurate descriptive 
feedback to further 
his/her learning 

o differentiate 
instruction by 
continually 
checking where 
each student is in 
relation to the 
curricular outcomes 

o provide
parents/guardians 
w ith  descriptive 
feedback about 
student learning 
and ideas for 
support

o accuracy and 
consistency of 

student's self' 
reflection, self' 
monitoring, &  self' 

adjustment 

o engagement of student 

in considering &: 
challenging his/her 

thinking 
o Ss record their own 

learning

o provide each student 
with descriptive 
feedback to develop 

independent learning 
habits 

o have each student 

focus on task and his 
or her learning (not on 
getting the right ans) 

o provide each student 
with ideas for 
adjusting, rethinking, 
&  articulating his/her 
learning 

o provide conditions for 
teacher student to 

discuss alternatives

o accuracy, 

consistency, and 

fairness of judgments 
based on high'quality 
infomation 

o clear, detailed 

learning expectations 
o fair and accurate 

summative reporting

o indicate each student's 
level of learning 

o provide the foundation 

for discussions on 
placement or 
promotion 

o report fair, accurate, 
and detailed 
information that can 
be used to decide the 
next steps in a 

student's learning

Source: RethinkingClassroom Assessment with Purpose in Mind, W N C P, 2006, p. 85
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Summative assessm ent, the logic goes, w ill provide the focus to improve student 

achievement, give everyone the information they need to improve student achievem ent, 

and apply the pressure needed to motivate teachers to w ork harder to  teach  and learn.

In the classroom , assessm ent O F learning is grading. It is not, how ever, th at assessm ent 

O F learning is inappropriate, it is ju st that it ’s insufficient to m axim ize student learning. 

The problem  w ith  this scenario is that there is virtually no evidence that our layer upon 

layer of large-scale summative assessm ents have these intended im pacts. Bob Linn, a 

long'tim e, highly regarded m easurem ent specialist put it this way:

“As someone who has spent his entire career doing research, writing and thinking about 

educational testing and assessment issues, I would like to conclude by summarizing a compelling 

case showing that the major uses o f  tests fo r  student and school accountability during the past 50 

years have improved education and student learning in dramatic ways. Unfortunately, that is 

not my conclusion.” (Linn, 2000;p.4)

Today, there is sufficient research and literature (Frederiksen, 1984; Cunningham , 1998; 

Dietel, Herman &  Knuth, 1991; Borich &  Tom bari, 2004: 270) that has show n the 

shortcom ings of one centralised summative exam ination. Such assessm ent m echanism s 

often influence w hat schools teach and it encourages the use of instructional m ethods 

that resemble tests. Besides that, teachers often neglect w hat external tests exclude. 

Therefore, there is a global move to dccentralise assessm ents and this has seen the 

introduction of authentic alternative forms of assessm ents that are continuous and 

formative in nature.

Compared to assessm ent O F learning. Assessment, FO R  learning, on the other hand, is 

roughly equivalent to formative assessm ent—  assessm ent intended to prom ote further 

improvement of student learning during the learning process.
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Formative assessm ent is not a new idea to us as educators. Form ative assessm ent, the 

term  v^as initially used by Scriven (1967) to apply to a program evaluation approach, and 

w as contrasted w ith  summative evaluation. The concept w as attached to assessm ent, 

apparently, first by Bloom (1968), w ho saw  a relationship betw een formative assessm ent 

and m astery learning. Typically, “assessm ents becom e formative w hen the inform ation is 

used to adapt teaching and learning to m eet students’ needs” (Boston, 2002 , p. 2).

Educators have traditionally relied on assessm ent th at com pares students w ith  more 

successful peers as a means to  m otivate students to learn, b u t recent research suggests 

students wall likely be m otivated and confident learners w hen they experience progress 

and achievement, rather than the failure and defeat associated w ith  being com pared to 

more successful peers (Stiggins, 2001).

Figure 1: Benefits o f  Formative Assessment/Assessment For Learning

is part of 
effective 
planning

•recognises all 
educational 
achievement

1

focuses 

on how 

pupils learn

helps
learners

know how

to improve

promotes

understandi
ng

of goals and

criteria 
develops

the 

capacity for 

self & peer 

assessment

L
*is sensitive, 
•constructive & 
fosters 
motivation

(Source: D CSF, 2008 , p. 5)
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In this evolving conception, formative assessm ent is more than testing frequently, 

although frequent inform ation is im portant. Form ative assessm ent also involves actually 

adjusting teaching to take account of these frequent assessm ent results. But, formative 

assessm ent is even more than using inform ation to plan n ext steps. Form ative 

assessm ent seems to be m ost effective when students are involved in their own 

assessm ent and goal setting.

Student involvement is anything you do that helps students: 

o Understand learning targets 

o Engage in self-assessm ent 

o W a tch  themselves grow 

o Talk  about their grow th 

o Plan n ext steps for learning.

Many researchers and advocates for formative assessm ent argue that its primary benefit 

is in allow ing students to control and improve their own learning (e.g., Stiggins, 2002). 

Another benefit of assessm ent identified is that “the present learning statu s of the pupils 

in terms of the objectives” (Skager, 1974, p. 4 8 ) can be determ ined.

In an often-cited article describing how formative assessm ent improves achievement, 

Sadler (1989) concludes that it hinges on developing students’ capacity  to m onitor the 

quality of their own w ork during production:

The indispensable conditions fo r  improvement are that the student comes to hold a concept o f  

quality roughly similar to that held by the teacher, is able la monitor continuously the quality o f  

what is being produced during the act o f  production itself and has a repertoire o f  alternative 

moves or strategics from  which to draw at any given point, (p. 121)
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“Assessmenn fo r  Learning”— formative assessment practices are designed to meet 

students’ inform ation needs to maximize both motivation and achievement, by involving 

students from the start in their own learning (Stiggins, et al, 2004).

Teachers 
Use formative 
feedback to 
adjust _ 
instructional 
strategies

o For teachers to verify that students are keeping pace with 

concepts and skills (Chase, 1999). 

o Examples of formative feedback emphasize teacher 

observations of students during learning, sometimes 

w ithout the students’ awareness (Cangelosi, 2000). 

“[Pjrovides feedback to guide instruction” (W ard &  

[urray'W ard, 1999, p. 60 ). 

o Occurs during instruction to determine whether 

instruction is successful so  teachers can adjust 

instruction if necessary (Taylor &  Nolen, 2005).

Use formative 
feedback to adjust 
instructional 
strategies

o Activities undertaken by teachers, 

and by their students in assessing 

themselves, which provide 

information to be used as feedback to 

modify teaching and learning (Black 

&  WiUam, 1998).

To monitor and improve instruction 

»d student learning (M cM illan,

o Used t o ^ v ^ o r t  student learn in g  

students evaluate their own work; 

increases student responsibility for 

their own learning. C onsistent with 

constructivist learning models 

(Shepard, 2000).

Students
Use formative 
feedback to 
adjust learning 
behaviors

Tabic 2: Paspcctivcs on the purpose of formative assessment
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2.8 Key Elements of Formative Assessment

Researches done in the area of formative assessm ent indicate follow ing key elem ents:

Element 1: Establishment o f  a classroom culture that encourages interaction and the use o f  assessment 

tools: The concept of formative assessm ent was first introduced in 1971 by Bloom, 

Hastings and Maddaus. They formally introduced the idea th at assessm ent need not be 

used solely to make summative evaluations of student perform ance, arguing th at teachers 

should include episodes of formative assessm ent follow ing phases of teaching. During 

these episodes teachers should provide students w ith  feedback and correction as a way 

to remediate student work. M ost experts now consider form ative assessm ent as an 

ongoing part of the teaching and learning process. Research also highlights the 

im portance of focusing students’ attention on m astering tasks, rather than on 

com petition w ith  peers, and in developing em otional com petencies. Em otional 

com petencies, such as self-awareness, self-control, com passion, co-operation, flexibility, 

and the ability to make judgm ents on the value of inform ation serve students w ell in 

school and throughout their lives (O ECD, 2002, p. 58).

Element 2: Establishment o f  kai'ning goals, and tracking o f  individual student progress toward those 

goals: Several OECD countries have established general standards for student 

achievement, and m onitor students’ progress tow ard those standards. International 

research supports the idea that tracking a student’s progress tow ard objective learning 

goals is more effective than is comparison w ith peers' progress (Cam eron and Pierce, 

1994; Kluger and DeNisi, 1996; Heckhausen, 1989; and Rheinberg and Krug, 1999). In 

situations of com parison, w eaker students absorb the idea that they lack  ability, and 

thus lose m otivation and confidence. Ames (1992) notes that teachers’ beliefs about the
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im portance of effort, rather than abihty, also play an im portant role in stud ents’ beliefs 

about themselves. Appropriate reference to an individual student’s progress and 

opportunities to improve w ork based on feedback can help cou nter the negative im pact 

of social com parisons.

M ischo and Rheinberg (1995) and Koller (2001) also found positive effects in several 

experim ental and field studies where teachers referred to student progress over time. 

Positive effects were identified for students’:

_ Intrinsic motivation.

_ Self-esteem .

_ Academic self-concept.

_ Causal attributions.

_ Learning (see particularly Krampen, 1987).

The establishm ent of learning goals and tracking of student progress tow ard those goals 

m akes the learning process much more transparent; students do not need to guess w hat 

they need to do to perform well. Teachers also help students to track  their own progress 

and to build confidence.

Element 3: Use o f  varied instruction methods to meet diverse student needs: Social and cognitive 

psychologists, anthropologists and other social scientists have increasingly recognised 

that the knowledge and experiences children bring to school shape their learning 

experiences (Bruner, 1996; Bransford et al., 1999). Such prior know ledge is shaped, in 

part, by learners’ ethnicity , culture, socio-econom ic class, and/or gender. Teachers can 

help students learn new concepts and ideas in ways that connect to their prior 

understandings and ways of looking at the world. Teachers w ho are attuned to 

variations in cultural com m unication patterns and sensitive to individual ways of 

com m unicating arc more likely to draw out w hat children understand, and how they
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develop their understanding of new ideas (Bishop and Glynn, 1999). Research has found 

that parents can play an im portant role here, too, because they share their children’s life 

experiences, are w ell acquainted w ith their abilities and in terests, and can help their 

children make connections betw een ideas (Bransford et al„ 1999).

Swiss education scholar Philippe Perrenoud proposes that:

“... [t]o the extent that pupils do not have the same abilities, nor the same needs or the same way 

o f  working, an optimal situation fo r  one pupil will not be optimal fo r  another.... One can write a 

simple equation: diversity in people + appropriate treatment fo r  each = diversity in approach”. 

(Perrenoud, 1998, p. 93^94)

Early research findings suggest that there is a need for a fundam ental re-thinking of 

approaches to reaching equitable student outcom es. But there is also a need for more 

refined research on the im pact of formative assessm ent m ethods for different students. 

Such research might address w hether and how formative assessm ent can address the 

needs of students based on individual differences, such as em otional style, or ethnicity, 

culture, socio-econom ic class, and/or gender.
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Figure 2; The six key elements offormative assessment
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Element 4: Use o f  varied approaches to assessing student understanding: Teachers can use varied 

approaches to assessing individual student progress over tim e, in reahstic settings, and 

in a variety of contexts. Students who may not perform w ell in certain  tasks have the 

opportunity to dem onstrate their knowledge and skills in others. Such varied 

assessm ents also draw out information on students’ ability to transfer learning to new 

situations -  a skill emphasised as im portant to learning to learn -  and on how  student 

understanding might be corrected or deepened. These varied assessm ents may include 

tests and other summative forms of assessm ent, so long as the inform ation on student 

performance gathered in the tests is used Co inform  further learning. Sum m ative results, 

when embedded in the wider teaching and learning environm ent, are more likely to be 

used formatively. They also help to low er the stress of tests, w hich  can have a have 

negative im pact on the self-esteem  of low er achieving students (See for exam ple, a study 

conducted by the EPPl -  Centre at the Institu te of Education, U niversity of London, Ju ne 

2002).

Element 5: Feedback on student performance and adaptation o f  instruction to meet identified needs: 

Feedback is vital to formative assessm ent, but not all feedback is effective. Feedback 

needs to be timely and specific, and include suggestions for ways to improve future 

performance. Good feedback is also tied to exp licit criteria regarding expectations for 

student perform ance, making the learning process more transparent, and modelling 

“learning to learn” skills for students.

In their review of the English-language hterature. Black and W iham  (1998) identified a 

number of studies, conducted under ecologically valid circum stances (th at is, controlled 

experim ents conducted in the student’s usual classroom  setting and w ith  their usual 

teacher) to support this point of view. For exam ple, “ego-involving” feedback (even in 

the form of praise) rather than feedback on the task  at hand appears to have a negative 

im pact on performance (Boulet et al., 1990). Students also obtain  b etter results when
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they are w orking tow ard process goals rather than product goals, and when tracking 

progress tow ard overall goals of learning (Schunk, 1996). Grades may actually undermine 

the positive help of specific feedback on tasks (Butler, 1995).

Teachers also benefit from the feedback process. W h en  providing feedback, teachers pay 

closer attention to w hat students do and do not understand w ell, and are b etter able to 

adjust teaching strategies to meet identified student needs.

Element 6: Active involvement o f  students in the learning process: U ltim ately, the goal of formative 

assessm ent is to guide students toward the development of their ow n “learning to learn” 

skills (also som etim es referred to as “m etacognitive” strategies). Students are thus 

equipped w ith  their own language and tools for learning and are more likely to transfer 

and apply these skills for problem solving into daily life; they strengthen their ability to 

find answers or develop strategies for addressing problem s w ith  w hich they are not 

familiar. In other words, they develop strong “control” strategies for their own learning.

“M etacognition” involves awareness of how one goes about learning and thinking about

new subject m atter and is som etim es referred to as “thinking about th inking”. The

student w ho has an awareness of how he or she learns is b etter able to set goals, develop

a variety of learning strategies, and control and evaluate his or her own learning process.

As evidence of this, PISA 2000  found that:

"... Within each country, students who use... [metacognitive and control strategies] more 

frequently tend to perform better on the combined PISA reading literacy scale than those who do 

not (although whether the learning strategies cause the better results cannot be established).... 

[Tjhe strategies arc essential fo r  effective self-regulation o f  learning because they help students to 

adapt their learning to particular features o f  the task on which they are working. Schools may 

need to give more explicit attention to allowing students to manage and control their learning in 

order to help them all to develop effective strategies, not only to support their learning at school 

hut also to help them with the tools to manage their learning later in life” (OECD, 2001, p. 110).
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Im portantly, PISA also found that students are unlikely to use control strategies if they 

lack m otivation or self'confidcnce (O ECD , 2003). Students’ personal judgm ents about 

their ability to carry out a task (“self'efficacy”) also significantly influence task 

performance (Pajares, 1996). Thus, a key role for teachers is to help children build 

confidence, and develop a variety of learning strategies.

Teachers can model such learning behaviour, teach self-assessm ent skills and help 

students to analyse of how w ell different learning strategies have w orked for them  in the 

past. Such teaching approaches may be particularly im portant for children who do not 

have extra support for learning at home (O ECD, 2003; Bransford et al., 1999).

2.9 Reliability and Validity in Assessment

Validity and reliability of assessm ent m ethods are considered the tw o m ost im portant 

characteristics of a w ell'designed assessm ent procedure.

Validity refers to the degree to w hich a m ethod assesses w hat it intends to assess 

(Carm ines &  Zeller, 1987). The different types of validity include:

Content: the assessm ent method m atches the content of the work.

Criterion: relates to w hether the assessm ent method is exp licit in term s of procedures 

correlating w ith  particular behaviours.

C onstruct: relates to w hether scores reflect the item s being tested. (Evans, 2008; Ilo tt &r 

Murphy, 1999).

Reliability refers to the extent to w hich an assessm ent m ethod or instrum ent measures 

consistently the performance of the student (Carm ines &: Zeller, 1987). A ssessm ents are 

usually expected to produce comparable outcom es, w ith  consistent standards over time 

and betw een different learners and examiners.
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However, the following factors impede both  the validity and reliability of assessm ent 

practices in w orkplace settings:

o inconsistent nature of people

o reliance on assessors to make judgem ents w ithout bias 

o changing contexts/conditions

o evidence of achievement arising spontaneously or incidentally. (Gronlund, 

2006; Ilott &  Murphy, 1999).

Explicit perform ance criteria enhance both  the validity and reliability  of the assessm ent 

process. Clear, usable assessm ent criteria contribute to the openness and accountability 

of the whole process. The context, tasks and behaviours desired are specified so that 

assessm ent can be repeated and used for different individuals. E xp licit criteria also 

counter criticism s of subjectiv ity .(Ilott &  Murphyi 1999).

2.10 Classroom Assessment and its Effects on Students’ Achievement

There is considerable evidence that assessm ent is a powerful process for enhancing 

learning. In the UK, Professors Black and W iliam  exam ined the main findings of 250 

assessm ent articles (covering nine years of international research) and as a result 

published Assessment and Classroom Learning (1998), later sum m arized as Inside the Black Box. 

This article both clarified and confirm ed the powerful role played by classroom  

assessm ent in helping to raise standards and improve student learning and achievement.

They argued that the use of formative assessm ent in the classroom  could be proven to 

lead to improved student performance. They compared the use of form ative assessm ent 

w ith other educational innovations and concluded, from their research, that it achieved 

an effect size of 0 .4  -  0.7%.
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For research purposes, learning gains are measured by com paring the average 

improvements in the test scores of pupils involved in an innovation w ith  the range of 

scores that are found for typical groups of pupils on these same tests. The ratio of the 

former divided by the latter is know n as the effect size. Typical effect sizes of the 

formative assessm ent experim ents were betw een 0.4 and 0.7. These effect sizes are larger 

than m ost of those found for educational interventions. (B lack &  W iliam , 1998)

Translated into layman’s terms, this effectively means, for exam ple, that the consistent 

use of formative assessm ent practices could improve perform ances of students in the last 

tw o years of schooling by betw een one and tw o grades.

These findings have been confirmed by subsequent researches -  M eisels, A tkinS'Burnett, 

Xue and Bickel (2 0 0 3 ), Rodriguez (2 0 0 5 ), OECD (2005). Perhaps of m ost significance 

has been the discovery that the use of formative assessm ent practices leads, in particular, 

to increased improvement for low-achieving students. For adm inistrators, at school and 

system  level, who are keen to improve statistics denoting achievem ent, this is im portant 

information. Schools w hich use formative assessm ent show  not only general gains in 

academic achievement, but also particularly high gains for previously underachieving 

students. A ttendance and retention of learning are also improved, as w ell as the quality 

of students’ w ork. (O ECD, Policy Brief, November 2 005)

2.11 Keys to Quality Classroom Assessment
All of the pieces contributing to sound classroom  assessm ent instrum ents and practices 

are built on a foundation of the following keys to quality:

1. They are designed to serve the specific information needs o f  intended user(s).

2. They are based on clearly articulated and appropriate achievement targets.
3. They accurately measure student achievement.
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4. They yield results chat are effectively communicated to their intended users.

5. They involve students in self-assessm ent, goal setting, tracking, reflecting on, and 
sharing their learning. (Stiggins ct al, 2 0 0 4 )

Figure 3; Keys to Q^uality Classroom Assessment

Key 1: Clear Purpose
Who w ill use the information?

How w ill they use it?

What information, in what detail, is 
required?

Key 3: Sound Design
Do assessinent methods match 
learning targets?

Does the sample represent learning 
appropriately?

A re items, tasks, and scoring rubrics 
o f high quality?

Does the assessment control for bias?

Key 2: Clear Targets
Are learning targets clear to teachers?

What kinds o f achievement arc to be 
assessed?

Are these learning targets the focus o f 
instruction?

Key 4: Effective Communication
Can assessment results be used to guide 
instruction?

Do formative assessments function as 
effective feedback?

is achievement tracked by learning target 
and reported by standard?

Do grades communicate achievement 
accurately?

Key 5: Student Involvement
Do assessment practices meet students’ info, needs?

Are learning targets clear to students?

W ill the assessment y ield information that students can use 
to self-assess and set goals?

A re students tracking and communicating their evolving 
learning?
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2.12 The Assessment FOR Learning Strategies

The research (Black and WiUam, 1998, 1999) has identified the follow ing strategies as 

ones w hich, when implemented in the classroom  in a consistent manner, can lead to 

improved student performance.

The sharing o f  karning intentions and succcss criteria: T h is  strategy asks teachers to tell students 

w hat it is they are expected to learn (the learning in tention) and to share w ith  them  the 

criteria that will, if m et by the students, dem onstrate that learning has taken place. 

Strategic questioning: This refers to the careful and deliberate use of questioning in order to 

elicit inform ation from students about w hat it is that they know  and can do, and the 

formative use of that inform ation to shape future teaching and learning.

Effective feedback: Feedback w hich is effective is based on learning in tentions and success 

criteria and provides students w ith  inform ation not only about w hat they have done w ell 

and where they need to improve, but also information about how  they can improve their 

performance. Effective feedback avoids com parison w ith other students’ perform ances, 

and can come not only from the teacher, bu t also from peers.

Student self'assessment: T h is  focuses on encouraging students to take responsibility for their 

own learning, to identify their strengths and w eaknesses, to be aware of how  they learn, 

to set learning targets, to act on feedback and to be able to m ake judgm ents about the 

quality of their w ork in relation to success criteria.

Making form ative use o f  summativc assessment: Summative assessm ent activities or tasks not 

only provide evaluative inform ation about the student but can also provide inform ation 

that can be used in a formative way. This strategy encourages teachers to be aware of the 

formative possibilities of summative assessm ent -  before, after and during the 

assessment.
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4  2.13 Questioning as a Form of Assessment

Questioning is essential to both assessm ent for learning and to language learning. It is 

one of the key assessm ent for learning strategies discussed in the literature w ith  the use 

of questioning referring to those questions asked by both teachers and pupils. Van Zee ct 

al. (2001) identified that “questioning is a frequent com ponent of classroom  talk” (p. 160).

The im portance of questioning was evident w ithin  a num ber of articles and fell into two 

broad categories -  articles w hich explained how to use questioning in the classroom s 

and articles w hich reported on research/case studies of questioning in use. A rticles 

concerned w ith  questioning tended to discuss the use o f

• effective questions 

open questions

questioning to find out about pupil m isconceptions

• questioning to form part of feedback to prom pt further learning

A num ber of articles also considered the development of a classroom  clim ate to prom ote 

questioning. Black and Harrison (2 0 0 4 ) identify that teacher questioning can be used for 

a variety of purposes '  including; to encourage com parison; categorising, grouping and 

recognising exceptions; predicting -  and that they have a range of roles w ithin the 

classroom. They state that t o  exploit formative opportunities it is necessary to move 

away from the routine of limited factual questions and to refocus attention  on the quality 

and the different functions of classroom  questions’ (p. 6),

Although teachers do som etim es need to ask closed questions in order to check pupils’ 

knowledge, it is often the case that questioning should ask the pupils to ‘delve deep into 

their learning’ (p. 6 ) and to ask ‘rich’ questions. B lack and H arrison describe these as
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questions w hich ‘cannot be answered immediately but rather requires the learner to 

w ork on a series of sm aller questions and activities before they return to have a stab at 

answering it’ (p. 7).

Black and Harrison explain that through questioning teachers are able to co llect 

evidence about pupils’ understanding w ith  the aim of finding out w hat they do know, 

w hat they don’t know  and w hat they partly know. This then provides the starting point 

for the teaching allow ing for the pupils’ knowledge and understanding to be moved on.

Several articles revealed that questioning and the resultant answ ers can be a useful tool 

for diagnosing m isconceptions. Khwaja and Saxton (2001) report on the im portance of 

asking suitably focused questions. They point out the need for clarity  in the questions 

being asked in order to obtain the right level of detail from the responder.

M illar and Hames (2 0 0 2 ) indicate that questioning can be used to support and improve 

teaching. In their research into the use of diagnostic assessm ent to improve teaching, 

they report on how  children could be encouraged to carry out investigations in order to 

find their own answers. Related to this is the use of 'big questions’ w hich Black and 

Harrison (2001a) describe as being used to set the scene for the w hole lesson w ith  the 

subsequent development of smaller questions being introduced to help answ er it.

Harlen (2 0 0 6 c ) also discusses the usefulness of displaying a question and then reviewing 

it over the course of the lesson(s), thus allowing for the teacher and the pupils to m onitor 

their developing understanding.

M acro and M cFall (2 0 0 4 ) note that w hilst teachers can plan their in itial questioning it is 

often the children’s responses w hich determ ine w hat the n ext question should be thus 

indicating the flexible and responsive nature of questioning. As w ell as questioning
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referring to those questions asked by teachers, Harlen (2 0 0 6 c , 2 0 06d ) identifies the 

im portance of pupils asking questions.

Harlen (2 0 0 6 c ) explains that children’s questions show  the ‘cu tting  edge' of their 

understanding because they w ill ask questions about things th at they do not know  or 

understand. By asking their own questions, children are able to reveal their speaking 

skills as the question will show the lim it of their understanding and the nature of their 

own ideas. W h en  given the opportunity to investigate their ov/n questions in order to 

find things out for themselves pupils gain satisfaction and m otivation for learning.

Chin (2 0 0 4 ) identifies that ‘questioning is key to active and m eaningful learning.’ (p. 107) 

and supports Harlen’s stance that questions should come from both  the teacher and the 

pupils. W hen posed by the teacher, Chin states that they can help pupils to ‘explore and 

scaffold ideas, steer thinking ... advance students’ understanding of concepts and 

phenomena’ (p. 107) w hilst questions posed by pupils can help them  to ‘fill recognised 

knowledge gaps and solve problem s’ (p. 107).

Chin com m ents that in a typical classroom  pupils are much more likely to be asked than 

to ask and suggests that this pattern should be reversed. She suggests a num ber of ways 

that this can be achieved, such as asking for pupils to suggest questions at the start of a 

new topic, to dem onstrate how a ‘big question’ can be broken down into smaller 

questions and encouraging pupils to pose questions before doing an activity in order to 

direct their own enquiry.

Chin also proposes that teachers should model the form ation of good questions and 

provide stim ulus materials w hich w ill provoke such questions. She refers to a num ber of 

different question types and suggests that pupils should be made aware of them  in order 

chat they can think about answering them in different ways. She also references
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'productive questions’ (p. 110) w hich are designed to ‘stim ulate productive physical or 

mental activity and reasoning and take them  forward in their th inking’ (p. 110) and 

w hich are particularly useful in a classroom  context. Chin recognises that som e teachers 

may feel overwhelmed by pupils who ask large num bers of questions, particularly if they 

may not know  the answer, but suggests that this provides an opportunity for teachers to 

teach pupils about how and where, beyond the teacher, they m ight find answ ers and 

suggest that they offer answers and explanations to their ow n and each other’s 

questions.

Chin (2 0 0 6 ) reports on a study w hich looked at teacher questioning and feedback. Chin 

explains that questioning is constructivist based w ith  the teacher’s intention being to 

elicit w hat pupils think, to elaborate on previous answ ers and to con stru ct conceptual 

knowledge. Questioning is seen as a way to diagnose and extend pupils’ ideas and to 

scaffold their thinking. This study involved secondary aged pupils in Singapore and, as 

such, is outside the desired rem it of this literature review, bu t it is interesting that Chin 

identifies that questioning is seen as a significant part of teaching. W h en  teachers 

paraphrase a pupil’s response. Chin states that this can allow pupils the opportunity to 

co 'co n stru ct a response w ith their teacher and peers. Chin also points out the possibility 

of giving corrective feedback v\’hich can be overt or im plicit. Im plicit feedback may 

provide a constructive challenge if the teacher asks further challenging questions or 

recasts the questions. Questioning can also be used to help pupils w ith  sequencing using 

a variety of cognitive processes such as comparing, hypothesising, predicting, explaining 

and interpreting and can also help to move students on w ith  their thinking. Chin also 

found, much like M acro and
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M cFall (2 0 0 4 ), that it was im portant for teachers to be able to adjust their questioning 

to accom m odate a range of pupil responses, to respond to pupils’ th inking and to guide 

them  through inquiry-based discussions.

Many articles discussed the im portance of 'w ait tim e’ -  allow ing sufficient tim e for 

pupils to consider the question and their response, rather than rushing to answ er 

immediately. Research (e.g. Budd Rowe, 1974) indicates that allow ing a period of up to 

8 '9  seconds or more can encourage longer and more thoughtful responses w hich go 

beyond factual recall. Black and Harrison (2001a) identify th at the practice of ‘w ait tim e’ 

can be difficult to adopt initially and that w aiting for several seconds can seem ‘painful’, 

but the benefits outw eigh these difficulties as students becom e accustom ed to having 

their ideas challenged. Alongside the ‘w ait tim e’ technique, the strategy of ‘no hands up’ 

is also usefully employed as it implies that everyone is expected  to have an answ er and 

that thought rather than speed is valued. Harlen (2 0 0 6 d ) further indicates that it is 

im portant to avoid rephrasing a question if it is not readily answ ered because it 

‘inevitably m akes it more closed and less useful’ (p. 65). This can lead children to exp ect 

that if they w ait, the question w ill always be rephrased and made simpler. She also 

suggests that paired or small group discussion can encourage responses, a view 

supported by M acro and M cFall (2 0 0 4 ) w ho found that children are more confident at 

answering a question when w orking in a small group.

Van Zee ct a l  (2001) carried out a study to investigate student and teacher questioning 

during classroom  talk. The study, based in the U nited States, involved students across a 

range of ages including primary, upper elem entary and high school. Van Zee ct al. 

discovered that students would ask questions if they were provided w ith  opportunities 

to do so. Use of structures such as a K W H L chart, where a student identifies w hat they
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-4  Know and W ond er about a topic and identifies How they can find out and decide w hat

they have Learned, helps teachers to ask appropriate questions of their students.

Brainstorm ing a topic and asking students questions during a discussion also helped 

elicit knowledge and prom pt student questioning. Van Zee eta l. discovered that students 

were able to ask questions that were grounded in their own observations and where they 

felt com fortable to discuss ideas w ith their peers in order to try and understand one 

another’s thinking. Finally. Van Zee et a l  identified that student questions occurred 

where there were small groups of students w ho were collaborating w ith  one another. 

This m irrors the findings of Harlen (2006d ) and of M acro and M cFall (2 0 0 4 ).

The research of van Zee ct a l  also looked at teacher questioning and they concluded that 

questioning could be used to develop conceptual understanding. Q uestioning could also 

be used to encourage pupils to elucidate their meanings and to explore a variety of points 

"T of view. The use of ‘quietness’ and reflective questioning was also investigated whereby

‘w ait tim e’ and the provision of information on a ‘need to know ’ basis was used to 

encourage student thinking.

Van Zee ct al. concluded that it was possible for students to form ulate their ow'n 

questions and w ill do so if given appropriate opportunities. As this area of research 

shows, questioning is a crucial part of teaching-learning and, used appropriately, is an 

extrem ely useful AfL tool as it allows opportunities to find out w hat pupils know, to 

identify pupils’ m isconceptions and to plan the next steps in the pupils’ learning.
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2.14 Feedback in Assessment

Scholars have conducted many reviews of the research on classroom  assessm ent. Some of 

the more com prehensive reviev.^s are those by Natriello (1987); Fuchs and Fuchs (1986); 

Crooks (1988); Bangert'Drov,ms, Kulik, and Kulik (1991); Bangert'D row ns, Kulik, Kulik, 

and Morgan (1991); Kluger and DeNisi (1996); and Black and W iliam  (1998).

The reviews lead to many conclusions that provide insights into effective classroom  

assessm ent; however, four generalizations are particularly germane to our study:

• Feedback from classroom  assessm ents should give students a clear picture of 

their progress on learning goals and how  they m ight improve.

• Feedback on classroom  assessm ents should encourage students to improve.

• Classroom  assessm ent should be form ative in nature.

• Form ative classroom  assessm ents should be frequent.

At a basic level, classroom  assessm ent is a form of feedback to students regarding their 

progress, and it stands to reason that feedback w ill enhance learning. Indeed, as a result 

of reviewing alm ost 8 ,000 studies, researcher Joh n  H attie (1992) made the following 

comment: “The m ost powerful single m odification that enhances achievem ent is 

feedback. The sim plest prescription for improving education m ust be ‘dollops of 

feedback’” (p. 9).

As com pelling as H attie’s com m ents are, all forms of feedback are not equally effective. In 

fact, some forms of feedback might w ork against learning. To illustrate, consider the 

research findings depicted in the figure below.
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The figure presents findings from two major m eta'analytic studies— one by Robert 

Bangert'Drowns, Chen-Lin Kulik, Jam es Kulik, and Mary Teresa M organ (1991), which 

reviewed 40 studies on classroom assessment; and one by Lynn Fuchs and Douglas 

Fuchs (1986), which reviewed 21 studies of assessment. The findings from these tw o 

synthesis studies as depicted in the figure below  help one understand this first principle 

of effective classroom assessment.

Tabic 4. Findings on the Effccts o f Different Types o f  Feedback

r

Source Characteristics of Feedback from 
Classroom Assessment

Number 
of Studies

Effect Size Percentile Gain or 
Loss in Student 

Achievement
Bangert'
Drowns,
Kulik,
Kulik, &
Morgan
(1991)

Right/wrong 6 '.08 ' ; V ' 3 . - S , ,

Provide correct answer 39 0.22 8.5

Criteria understood by students vs. 

not understood

30 0.41 16

Explain 9 0.53 20

Repeat until correct

Fuchs &
Fuchs
(1986)

Displaying results graphically 89 0.70 26

Evaluation (interpretation) by rule 49 0.91 32

Consider the first five rows of the Figure, from the Bangert'D row ns, Kulik, K ulik, and 

Morgan synthesis. Row 1 indicates that when students receive feedback on a classroom  

assessment that simply tells them whether their answ ers are correct or incorrect, 

learning is negatively influenced.

This finding is illustrated by the loss of 3 percentile points. However, when students are 

provided with the correct answer, learning is influenced in a positive direction. This
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J f  practice is associated w ith a gain of 8.5 percentile points in student achievem ent, as

shown in Row  2.

Row  3 of the Figure addresses w hether students are clear about the criteria used to judge 

their responses. Clarity regarding scoring criteria is associated w ith  a gain of 16 

percentilc points in student achievement. Row’ 4 reports a particularly interesting 

finding— providing students w ith  explanations as to w'hy their responses are correct or 

incorrect is associated w ith  a gain of 20 percentile points in student achievement.

Finally, Row  5 indicates that asking students to continue responding to an assessm ent 

until they correctly answ er the items is associated w ith  a gain of 20 percentile points. 

Row s 6 and 7 of the Figure are from the Fuchs and Fuchs (1986) study. R ow  6 show s the 

effect of graphically displaying student results. As w e shall see in subsequent chapters, 

displaying assessm ent results graphically can go a long way to helping students take 

Y" control of their own learning. However, this practice can also help teachers more

accurately judge students' levels of understanding and skill, and it is associated w ith  a 

gain of 26 percentile points in student achievement.

Presumably, seeing a graphic representation of students' scores provides teachers w ith  a 

more precise and specific frame of reference for making decisions about next 

instructional steps. Finally, Row  7 addresses the m anner in w hich the teacher interprets 

assessm ent results, if the interpretation is done by a set of “rules,” student achievem ent is 

enhanced by 32 percentile points.

Black and Harrison (2 0 0 4 ) identify that there are tw o types of feedback w hich are 

‘essential to formative assessm ent: the first is from student to teacher, the second from 

teacher to student. Learning is affected by alternation betw een these, in w hich each 

contribution responds to the other’ (p. 3). They also explain that effective feedback arises
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J f  from learning experiences that provide rich evidence so that judgem ents about the next

step in learning can be made’ (p. 5) and this provides the link to other areas of 

assessm ent for learning such as the provision of challenging activities to prom ote 

thinking and discussion, the use of rich questions, provision of strategies to support 

learners in revealing their ideas and opportunities for peer'd iscussion  and larger group 

discussion to encourage open dialogue.

Harlen (2 0 0 6 b ) also identifies that feedback is a tw o-w ay process. She com m ents that it 

is im portant for pupils to give feedback to teachers in term s of allow ing the teacher to 

see where the children are and w hat would be the appropriate n ext steps. Sim ilarly, the 

children obtain feedback directly from self-assessm ent or from the teacher or other 

children. Harlen usefully points out some of the key features of feedback if it is to be 

u sefu l such as the need for non'judgem ental com m ents and to  show  where 

improvements can be made. She highlights the need to allow tim e for pupils to react to

Y  and act upon the feedback they have been given in order to ‘convey the message that

responding to the com m ents is part of their learning’ (p. 178). She further suggests that in 

valuing the com m ents in this way, pupils can incorporate them  w hen giving their own 

feedback as part of peer-assessm ent.

Harrison ct al. (2001) make the link betw een learning objectives and feedback and 

dem onstrate feedback as a tw o-w ay process in their research into form ative assessm ent. 

They refer to teachers developing self-assessm ent strategies w hich not only helped 

pupils but formed an Im portant feedback m echanism  from the pupil to the teachcr 

regarding the pupil’s confidence in their current w ork’ (p. 19). This was achieved by 

asking pupils to rate their understanding of a learning objective on a scale of 1-3. This 

visual response, w ith  fingers held up to indicate where they fell on the scale, allowed the 

teacher to see who needed help w ith  particular conccpts thus providing immediate
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feedback on w hat further teaching was required. The teacher involved also identified 

that the sharing of learning objectives provided a useful reference point for any w ritten  

feedback as it has ‘an immediate term of reference’ (p. 20). The research indicated that 

because children knew  w hat the learning objective w as that they knew  w hat the 

marking criteria would be based on. It was also felt that the task  w as ‘intrinsically more 

w orthw hile’ (p. 21).

Related to the giving of feedback is the notion that learning objectives m ust be clear, 

after all, assessm ent should be to see if the learning objectives and projected outcom es 

have been achieved. Leakey (2001) reported on her own experiences of sharing learning 

objectives w ith  children of a range of ages and abilities and found it to improve her 

teaching mainly because it gives children ‘ow nership of their ow n learning’ (p. 68).

Leakey suggests that it is only through having an understanding of the learning 

objectives, and thus w hat w ill be assessed, that children are able to make sense of any 

feedback that they receive. Leakey describes the need to provide constructive feedback 

during discussions and practical tasks as w ell as on w ritten  exercises. These can be given 

in the form of prom pts aimed at moving the learning forward. In term s of w ritten  w ork 

she suggests that questions to prom pt more accurate and appropriate answ ers are 

required but also suggests that simply w riting com m ents is not sufficient -  dialogue 

w ith the pupils based on the w ritten feedback is required in order to encourage the 

pupils to take the next step forwards.

W h ilst it is clear that it is im portant to provide feedback, w hat is vital is that the 

feedback given is effective in moving the learners on.Black and Harrison (2 0 0 4 ) explore 

the features of effective feedback and these can be sum m arised as follows;
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Effective feedback is that which:

should initiate thinking enabling the learner ‘to discuss his or her thoughts w ith 

the teacher or a peer’ (p. 12) in order to instigate im provem ent

• prom pts immediate action

• ‘relates back to the success criteria’ (p. 13)

allows learners to m atch their own judgem ent of quality against that of the 

teacher or peer

may direct learners ‘where to go for help and w hat they can do to improve’ (p. 13) 

their work.

In order to set some of the findings in this area in context, it is w orth  sum m arizing some 

of the m fluential research of Butler. Although the actual research of Butler (1987, 1988) 

falls outside the rem it/tim efram e of this review, it has influenced m uch of the research 

w hich is discussed in the area of feedback. Butler com pared the effects of providing 

different types of marking where feedback was given in different ways. Pupils in one 

group were given only marks or grades, pupils in another group received grades and 

com m ents and a third group of pupils received only com m ents. Butler concluded that 

com m ent'only m arking tended to result in the greatest learning gain when compared 

w ith children w ho received ju st marks or marks and com m ents.

References to com m ent'only marking are relatively frequent in the literature relating to 

feedback. Many of the references to feedback in the articles in this area concern feedback 

CO w ritten w ork produced in the secondary school context. For exam ple. Black and 

Harrison (2001a) report on research carried out to look at feedback given by secondary 

teachers of . They report on the use of ‘com m ent only’ m arking in w hich teachers write 

com m ents on pupils’ w ork rather than giving a grade or m ark and this built upon the 

w ork of Buder (1998).
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In their own research, Black and Harrison (2001a) note that the teacher needs to pay 

close attention to the com m ents that they give in order to ensure th at they are pertinent 

and relevant. W h ilst it was found that this resulted in the m arking process taking much 

longer, teachers reported that they were soon able to identify w hat was an effective 

com m ent w hich would prompt pupils to move on and develop their thinking and 

learning. The teachers involved in the study reported that the use of com m ent'only 

marking resulted in a much more personahsed response and that com m ents were honed 

to the recipient, often w ith  references to previous pieces of w ork. One teacher actively 

encouraged the pupils to respond to the feedback through the use of a com m ent sheet 

where the pupil responded to teacher com m ents w ith  their ow n thoughts and evidence 

of the changes they had made.

Gioka (2 0 0 6 ) also looks at the work of teachers teaching to IM S  year olds and 

concluded that feedback only fulfils a formative function w hen it provides inform ation to 

help ‘close the gap’ and that teachers who give feedback also need to allow' tim e for 

pupils to respond to the com m ents made. As part of the feedback, it is suggested that 

questions can be a useful tool for challenging responses and encouraging further 

thinking.

These ideas are further explored in the research of M arkw ick ct al. (2 0 0 3 ) who 

investigated the alternative ways of marking w ork w ith  an em phasis on AfL techniques. 

Like Gioka, their w ork was based on teaching in a secondary school w ith  com parisons 

being made across key stages 3 and 4. The study took place over a tw o year period with 

the first year being used as a 'control’ year in w hich assessm ents were carried out in a 

summative style. In the sccond year, formative styles of assessm ent, w hich included 

‘open ended questions and com m ents to guide deeper thinking’ (p. 51), were used w ith 

the same groups. Although teachers reported m aking use of summative results to help
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H  plan future teaching, the results of end-of unit tests were rarely used by the pupils

themselves to set targets.

The results of the study, w hich involved regular interview s betw een teachers and pupils, 

indicated a big increase in the percentage of pupils (from  35 per cen t to 85 per cen t) who 

said that they acted upon com m ents made by teachers betw een the first and second 

years of the study. Some pupils indicated that they would also like to receive oral 

feedback on their work.

As in the research of B lack and Harrison (2001a), M arkw ick et al. (2 0 0 3 ) report that 

teachers involved in the study found that formative m arking took considerably longer to 

do but felt that it was w orth it. Advantages of such m arking included being able to 

provide pupils w ith  higher quality information and being able to differentiate w ork more 

effectively. A second strand of this study was the introduction of interview s in w hich

Y  students talked about their w ork w ith their teacher. Pupils reported that this gave

them ‘a clearer idea about where they were in term s of their potential and how they 

could continue to improve’ (p. 53). Perhaps m ost im portant w as the fact that several 

students com m ented that the interviews ‘made them  feel as if their w ork was very 

im portant’ (p. 53). M arkw ick et a l  do point out that this study w as relatively small scale 

and that the pupils were excited  to be involved and that ‘a more rigorous study would be 

required to improve confidence in this interpretation’ (p. 5 4 ) but, nevertheless, the study 

did show that the changes in the methods of providing feedback 'dram atically affected 

the way students becam e involved in their own learning’ (p. 54).

In her study of classroom  interaction in secondary schools in Singapore, Chin (2 0 0 6 ) 

discussed the inter-relationship of questioning and feedback and proposed four different 

ways of pro\'iding feedback designed to develop pupils’ learning. In the first, teacher 

affirms the response given by the pupil and carries on to reinforce the response and
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provide further teaching. In the second, the teacher accepts the response given by the 

pupil but then goes on to ask a series of related questions to ‘probe or extend conceptual 

thinking’ (p. 1326).

In the case of an incorrect answ er being given, Chin identifies tw o m ethods of response. 

In the first, she suggests that explicit correction is required and a reinforcem ent of the 

teaching points. In the other method, Chin suggests that an evaluative or neutral 

com m cnt is made followed by a ‘reform ulation of the question or challenge via another 

question’ (p, 1326), She suggests that in this way a constructive challenge is provided 

w hich ‘forces the student to reflect on and reconsider her answ er’ (p. 1334).

In addition to having a range of response methods, Chin also suggests that when 

providing teacher feedback in the form of paraphrasing a pupil’s response, it can help to 

verbalise the pupil’s thoughts and provide the opportunity to co 'co n stru ct a response 

w ith  the teacher and their peers. This can be helpful for pupils w ith  w eaker language 

skills and can help to provide conceptual and hnguistic scaffolding w hich  can ‘adjust the 

cognitive and linguistic loads of students’ (p. 1336).

Feedback forms a crucial part of the assessm ent for learnmg model providing pupils w ith 

information about where they are and where they need to go to n ext w ith  their learning. 

There is a clear link betw een questioning and feedback w ith  the role of feedback in 

developing pupils’ thinking and learning being vital.
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2.15 Defining School'Based Assessment (SBA)

It cannot be over'em phasised that the mode of assessm ent d ictates the nature of the 

educational experience and the quahty of the relationship betw een teacher and pupils. 

Assessm ent is not som ething separate —  a tool —  by w hich education may be evaluated; 

it acts upon the educational system so as to shape it in accordance w ith  w hat the 

assessm ent demands. You cannot have, at one and the same tim e, education for personal 

grow th and a totally impersonal system of assessm ent. A ssessm ent should be a bond 

betw een teachers and taught, not som ething w hich threatens and antagonises. To 

humanise assessm ent, then, we have to make of schooling a more cooperative enterprise 

betw een teachers and pupils, and an opportunity to develop the w hole range of human 

com petencies, leading up to informative profiles. This should be the pattern  of things for 

the immediate future; it is the way to shed the dreary, and often unjust, grading 

techniques of traditional education. Hemming (1980, p. 113-14)

School'Based Assessm ent (SBA ) is a process of m easuring students' perform ance and 

improvement that is planned, designed, developed, organized and executed in the 

schools, by the respective school teachcrs w ithin the curricular fram ew ork. It indicates 

m ultiple evaluation techniques w hich verify students’ know ledge, com prehension, and 

skills. It is obviously occurred under the control of classroom  teachers in a school. 

(W ebber, 1995, cited  in Begum and M ullick, 2005). Learners in .schools are made to 

acquire generic com petencies such as retrieving, analysing, creating and constructing in 

the domains of inform ation'processing, problem'Solving and com m unication. Therefore, 

learning is not ju st viewed as providing students w ith opportunities and increasing their 

chances of individual success, but as an integrated system  in a holistic education 

(Torrance, H. and Pryor, J . 1998: 1).
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2.16 SBA Around the World

In the U n ited  S ta tes , the focus of student learning and assessm ent seem s to have greater 

inclination tow ard ‘authentic’ approaches. ‘A uthenticity’ in learning is attributed  when 

students get involved in self-learning and meaningful activities, such as exercises of 

performing or producing (Thimm appa, &  Sharma, 2003). In the U n ite d  K ingd om , w ith 

the establishm ent of the General C ertificate of Secondary Education (G C S E ), the focus 

moved towards extended and open forms of learning and assessm ent -  demanding tasks 

of investigation, problem 'solving, report w riting and so forth.

“The exam inations, w hich G C SE replaced, made varying, though steadily increasing; use 

of coursew ork but it was to becom e one of the defining features of the new  exam ination.

^  As expressed in Better schools (D ES/ W O , 1985a) the changes in assessm ent practice

were very clear: ‘by com parison w ith existing exam inations, the [G C SE] national criteria 

place a new em phasis on oral and practical skills and coursew ork’ (p .30).

Syllabuses across all subjects, w ith  few exceptions, were required to m ake provision for a 

minimum 20 per cent of the credit available to students to com e from w ork  done during 

the course and assessed by the students’ own teachers...In some subjects, notably 

EngUsh, syllabuses w ith 100 per cent coursew ork assessm ent w ere devised, approved 

and widely used by schools”. (Daugherty, 1994:102).

The H ong K ong Exam inations and Assessm ent A uthority (H K EA A ) has recently  moved 

from norni'referenced to standards'referenced assessm ent, including the incorporation 

of a substantial school'based  summative oral assessm ent com ponent into the 

compulsory English language subject in the Hong Kong C ertificate of Education
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Exam ination (H K C E E ), a h igh 'stakes exam ination for all Form  4 - 5  (F 4 -5 )  students. In 

school'based  assessm ent (SBA ), assessm ent for both  formative and sum m ative purposes 

is integrated into the teaching and learning process, w ith teachers involved at all stages 

of the assessm ent cycle, from planning the assessm ent programme, to identifying and/or 

developing appropriate assessm ent tasks right through to m aking the final judgm ents 

(see SBA Consultancy Team, 2005, for a detailed description of the activities). As 

assessm ents are conducted by the students’ own teacher in their own classroom , 

students are m eant to play an active role in the assessm ent process, particularly through 

the use of self- and/or peer assessm ent used in conjunction w ith  form ative teacher 

feedback.

This high'profile assessm ent initiative, led by a team of researchers at the Faculty of 

Education, U niversity of Hong Kong, in partnership w ith  the HKEAA, m arks a 

significant shift in policy as w ell as in practice for the HKEAA. The initiative aims to 

align assessm ent more closely w ith  the current English language teaching syllabus 

(Curriculum  Development Council, 1999) as w ell as the new  outcom es-based Senior 

Secondary curriculum , to assess learners’ achievement in areas th at cannot be easily 

assessed by public exam inations and at the same time enhance student self-evaluation 

and lifelong learning. Although this is in Une w ith  the Education and M anpow er 

Bureau’s general move to align assessm ent w ith  curriculum  reform  (Curriculum  

Development Institute, 20 0 2 ), in the initial process of im plem enting the SBA initiative a 

number of challenges arose.

Studies of the im pact of earlier changes in the Hong Kong external exam ination system  

in English language (e.g., Andrews, 1994; Andrews, Fullilove, W ong, 2002 ; Cheng, 

1998, 2 005) found that changes to summative assessm ent did not autom atically lead to 

improvement in learning, as the teacher and school mediated the nature of the change.
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Studies of the im plem entation of the Target-O riented Curriculum  in Hong Kong primary 

schools (e.g., Adamson &  Davison, 2003; Carless, 2 004 ; Cheung &  Ng, 2 0 0 0 ) also found 

assessm ent innovation to be severely constrained by traditional school culture and by 

teacher, parent, and student expectations. Studies of SBA in other su b ject areas in Hong 

Kong, such as the Teacher Assessm ent Schem e (Yung, 2001), also suggest that there may 

be wide variation in teachers’ interpretations of student perform ance and of their role in 

the assessm ent process.

Although SBA as an integral com ponent of the formal senior secondary exam ination 

system  is established practice in a num ber of educational system s internationally, 

including Australia, New Zealand, and the United Kingdom (Black, 2001; Black, 

Harrison, Lee, M arshall &  W iliam , 2003; Black &  W iliam , 2001; Sadler, 1989; W iliam , 

2001), as w ell as in some developing countries (C hisholm  et al., 2 000 ; Pryor &  Akwesi, 

1998; Pryor &  Lubisi, 2 0 0 2 ), there has been little specific research into the large-scale use 

of SBA in English as a second or additional language.

In Asia there are em bryonic attem pts to develop SBA in S in gapore and  M alaysia  as a 

com plem ent to external exam inations at the senior secondary level but virtually no 

research into the issue. In A ustralia, several studies of the use of large-scale criterion- 

referenced English as a Second Language assessm ent fram ew orks in schools (Breen et a l, 

1997; Davison &  W illiam s, 2 0 0 2 ) have revealed a great diversity in teachers’ approaches 

to assessm ent, influenced by the teachers’ prior experiences and professional 

development, by the assessm ent fram eworks and scales they used, and by the reporting 

requirem ents placed on them by schools and systems. C oncerns have been raised about 

m echanistic criterion-based approaches to SBA, w hich are often im plem ented in such a 

way that they undermine rather than support teachers’ classroom -em bedded assessm ent
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processes (Arkoudis &  O’Loughlin, 2004 ; Black &  W iliam , 1998; Davison, 2 0 0 4 ; Leung, 

2004b ).

Research into SBA internationally is further com plicated by the considerable uncertainty 

and disagreement around the concept and by its intrinsically teacher-m ediated, cO' 

constructed, and context-dependent nature (B lack  &  W iliam , 1998; Brookhart, 2003; 

M cM illan, 2003; M cNamara, 1997; Stiggins, 2001). Traditional conceptions of validity 

and reliability associated w ith the still-dom inant psychom etric tradition of testing are 

themselves a potential threat to the development of the necessarily highly contextualized 

and dialogic practices of SBA (Ham p-yons, 2006; R ea-D ickins, 2 0 0 6 ). In a traditional 

exam 'dom inated culture, formative and summative assessm ent are seen as d istinctly  

different in both  form and function, and teacher and assessor roles are clearly 

demarcated, but in the new SBA com ponent of the H K CEE English Language, 

summative assessm ents of the students’ speaking skills are m eant to be used formatively 

to give constructive student feedback and improve learning. H ence, the im plem entation 

of the HKEAA English SBA initiative has both theoretical im portance and significant 

practical im plications at the local and international level.

The H KCEE English Language SBA com ponent: its content, structure, and processes The 

SBA com ponent, w orth 15% of the total H KCEE English mark, involves the assessm ent 

of English oral language skills based on topics and tex ts  drawn from a programme of 

independent extensive readingA'iewing (“tex ts” encom pass print, video/film, fiction, and 

nonfiction m aterial). At the time the SBA was introduced, students were required to 

choose at least four texts  to read or view over the course of 2 years; keep brief notes in a 

logbook; and undertake a number of activities in and out of class to develop their 

independent reading, speaking, and thinking skills. For assessm ent it w as suggested 

they to participate in several interactions w ith classm ates on a particular aspect of the
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tex t they have read/viewed, leading up to m aking a more form al group interaction or an 

individual presentation on a specific tex t and responding to questions from their 

audience.

In terms of assessm ent, an im portant d istinction is made betw een the tw o kinds of oral 

activities— presentation and interaction— w hich are characterized by d istinctly  different 

organizational and com m unicative strategies. An individual presentation may be quite 

informal, depending on task and audience, but requires com paratively long turns, hence a 

more explicit structure and an ability to hold the attention of the audience. In contrast, 

an interaction, an exchange of short turns betw een tw o or more speakers, requires less 

explicit structuring but more attention to turn-taking skills and planning how  to 

initiate, m aintain, and control the interaction through suggestions, questions, and 

expansion of ideas.

Both activities, or tcxt'typcs, also require the students to speak intelligibly w ith  suitable 

intonation, volume, and stress, using pauses and body language such as eye con tact 

appropriately and effectively, and to draw on a range of varied vocabulary and language 

patterns.

A variety of assessm ent tasks can be used to elicit the required kinds of oral language 

from students, including teacher-m ade tasks adapted from one of the exem plars 

collected from F4 and F5 teachers as part of the trial of the assessm ent initiative (see 

Appendix A for an exam ple of one of these assessm ent tasks).

Assessm ent tasks can vary in length and com plexity according to a num ber of factors, 

including the communicative function, the number o f  people involved, the position and status of 

the people interacting, and the nature o f  the response required. Th is diversity of assessm ent 

tasks aims to ensure schools can provide students w ith  appropriate, m ultiple, and varied

Page 45

Dhaka University Institutional Repository



Chapter 02: Literature Reviews

opportunities to dem onstrate their oral language abilities individually tailored to 

students’ language level and interests.

For instance, in an individual presentation, the more orally proficient students can be 

challenged by being asked to persuade the whole class to read a particular book, whereas 

the less orally proficient students can be asked to describe the physical appearance of a 

particular character to a friend. In terms of group interaction , w here each student has 

read different texts, the more orally proficient students can be challenged by being 

grouped into four and being asked to agree on w hich book should be set as a class reader, 

and the less orally proficient students can be placed in pairs and asked to find the three 

m ost im portant differences betw een their texts. Students in the same school, even the 

same class, may do different tasks or view different texts, so long as they all have the 

opportunity to produce the required type of oral language.

To ensure that the oral language produced is the student’s “b est” ow n w ork, and not the 

result of m em orisation w ithout understanding, there are several m andatory assessm ent 

conditions (SBA  Consultancy Team, 2005, pp. 7 -8 ) . F irst, students m ust be assessed by 

their usual English teacher, in the presence of one or more classm ate(s). Second, students 

must be familiar w ith  the type of task  used for assessm ent and given sufficient 

opportunity to produce enough oral language to be confidently assessed. To facilitate 

this proccss, teachers are allowed to ask the students questions as appropriate to prom pt 

or extend the range of oral language produced and/or to verify the students’ 

understanding of w hat they are saying. Third, students are not perm itted  to refer to 

extended notes nor take any notes during the assessm ent activity.

Students are assessed according to a set of assessment criteria, consisting of a set of 

descriptors at each of six  levels across four domains, w hich were developed and trialled by
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teachers and students from a wide range of Hong Kong schools. The dom ains are briefly 

described next.

Domain 1: Pronunciation and Delivery

Pronunciation com prises phonology and intonation. Phonology includes the articulation 

of individual sounds and sound clusters, whereas intonation refers to the flow  of words 

w ith  appropriate stress and rise/fall across the sentence(s). Delivery is made up of tw o 

im portant sub-aspects: voice projection and fluency. Fluency refers to  the naturalness 

and the intelligibility of a person’s speech.

Domain 2: Communication Strategies

Com m unicative strategies involve body language, tim ing, and asking and answering 

appropriate kinds of questions. Body language includes gaze, facial expressions, head 

movement, and body d irection— the more students rely on notes or m em orized material, 

the w eaker their body language is likely to be.

Tim ing is im portant; if student takes too long for an individual presentation the audience 

may get bored; if the student is too brief, she or he w ill not be able to give enough ideas 

or support.

Domain 3: Vocabulary and Language Patterns

The vocabulary and language patterns domain consists of three im portant areas: 

vocabulary and language patterns (including the quantity, range, accuracy, and 

appropriateness), and self'correccion/reform ulation.

Domain 4: Ideas and Organisation

The ideas and organisation domain consists of the expression of inform ation and ideas, 

the elaboration of appropriate aspects of the topic, organisation, and questioning and 

responding to questions. Organisation works differently in individual presentations and
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in group interactions. In a group interaction students share the responsibiUty for 

providing enough ideas and inform ation to carry the dialogue forward. They need to stay 

focused on the topic and say som ething at the right tim e to move the conversation 

forward by elaborating on a point another group member has made or by bringing up a 

new but relevant point. This kind of organizing is much harder to do in spoken than in 

w ritten language, so in F4 and F5 group interactions it is not em phasised very much. 

However, in an individual presentation the speaker has sole responsibility  for planning 

w hat she or he w ill say and how, and each student is expected  to have thought how  to 

organise w hat he or she w ill say.

W ith in  each domain each feature needs to be weighed against the others holistically  to 

reach an overall judgm ent. In the same way, the levels are conceptualized not as discrete 

entities but rather as a continuum  of development, thus it is possible to ta lk  of a “strong 

5” or a “w eak 3.” An assessment record is used to provide a record of the key features of the 

assessm ent activity and help standardize the assessm ent process. In addition, teachers 

are encouraged to video- or audio-record a range of student assessm ents to assist w ith 

standardization and feedback, involving the students as m uch as possible (e.g., asking 

students to collect a portfolio of their oral language assessm ents, both  form ative and 

summative, using an MP3 player or by videorecording each other). During the class 

assessm ents, w hich might span a number of weeks, individual teachers at the same level 

(i.e., F4 or F5) are encouraged to meet informally to com pare their assessm ents and make 

adjustm ents to their own scores as necessary. Such informal in teraction s give teachers 

the opportunity to share opinions on how to score perform ances and how  to interpret 

the assessm ent criteria.

Near the end of the school year, there is a formal m eeting of all the English teachers at 

each level, chaired by the SBA Coordinator in each school, to  review perform ance
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samples and standardise scores. Such m eetings are critica l for developing agreem ent 

about w hat a standard means (i.e., validity, consistency in and betw een teacher-assessors; 

reliability, public accountability, and professional collaboration/support). The adjusted 

m arks for each student are then listed on a class record. At the end of each year there is a 

d istrict'level m eeting for professional sharing and further standardisation. Each SBA 

Coordinator is encouraged to take a range of typical and atypical individual assessm ent 

records (and the video' or audio'tccordings) and the class records for sharing.

Once any necessary changes are made, the perform ance sam ples are archived and the 

scores are subm itted to the HKEAA for review. Video and audio records can be com piled 

on a C D -R O M  for storage. M aintaining notes of all standardisation m eetings and any 

follow up action is also encouraged so schools can show parents and the public that it 

has applied the SBA consistently and fairly. The HKEAA then undertakes a process of 

statistical m oderation to ensure the com parability of scores across the w hole Hong Kong 

school system.

In the P acific , the International Baccalaureate O rganization (IB O ) is one of the prem ier 

institutions to take a lead in this regard. In the early 1970s, the International 

Baccalaureate organization established international schools in F iji in corroboration 

w ith  an association of business people and parents in Suva and Nadi. The assessm ent in 

these institutions is schoohbased (Thimm appa, &  Sharma, 2003).
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Table 5: Schoohbascd assessment in the Middle Years Academic Programme

Group Su b jects A ctivities

Group 1 Language A (English) essay w riting, poster, argumentative w riting, 
poetry analysis, performance, poetry, expository 

writing, tests , creative w riting

Group 2 Language B (French, 

Japanese)

writing, speaking, role play, listening quiz, 
reading, com prehension, end of unit tests

Group 3 History &  Geography report w riting, research, essay, quizzes, exam

Group 4 Sciences project, practical test, posters, design and 
conduct experim ent, essays, brochures, 
modeling, data analysis, topic tests

Group 5 M aths tests each term , investigation, formative tests at 
end of each topic, w ritten  assignment

Group 6 Arts public perform ance, research project, creative 
project

Group 7 Physical Education theory test, skills application mastery, inter- 
house athletics com petition, inter-house 
swimming com petition

Group 8 Technology practical project, research project, topic tests

W ith  Australian assistance (AusAlD), the South Pacific Board for Educational 

Assessment (SPBEA ), in its member countries, such as K iribati, Sam oa and N auru, has 

introduced the concept of ‘assessment for learning’, refocusing attention on the use of 

assessment to improve learning rather than promote ranking for selection. The pro ject is 

the SPBEA’s most recent venture to empower teachers and students to improve teaching 

as well as student learning. W ith  high'Stake exam inations likely to remain a crucial part 

of the assessment framework of each country (Pongi 2 0 0 4 ), the proposed assessm ent 

system allows free-choice use of assessment procedures by the teachers. Currently, there 

is 50 '50  weighting allocation for SBA and external exam ination at each level.
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In Q ueensland o f A ustralia, before the 1970s, Queensland’s students w ere assessed at 

the end of their school studies by a single h igh 'stakes exam ination that consisted 

primarily of a pen-and-paper test. The exam ination was set and m arked by authorities 

external to schools, and certificates were issued by central authorities. But the events of 

the late 1960s set in motion a scries of changes that led to the abolition of Queensland’s 

Senior Public Exam ination —  and the start of externally m oderated school'based  

assessm ent in 1972 (Queensland Studies Authority, 2010). Queensland assessm ent 

system relies entirely on school-based assessm ent, a system  in w hich;

teachers are responsible for the assessm ent of student achievem ent using

standards descriptors, making judgm ents of stud ents’ w ork against these

standards

• review panels of trained tcachers undertake external m oderation.

Its focus has been to integrate teaching and learning w ith  assessm ent to create w hat is

known as “authentic pedagogy”. After alm ost 4 0  years’ experience, the evidence shows 

that this system:

builds teacher professionalism 

caters to the range of students’ learning styles

prepares students for situations they w ill face in further education and w ork 

encourages students’ higher'order thinking skills 

is fair and reliable (Queensland Studies Authority, 2010).

The essential ingredients for it to w ork effectively are: 

syllabuses chat clearly describe content and achievem ent standards 

contextualised exem plar assessm ent instrum ents

samples of student w ork annotated to explain how  they represent different 

standards
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• consensus through teacher discussions on the quaUty of the assessm ent

instrum ents and the standards of student w ork

• professional development of teachers

• an organisational infrastructure encom passing an independent authority and 

schools to oversee the system.

Assessm ent Bank: The Assessm ent Bank is an online collection  of assessm ent

instrum ents and resources that are linked to the Essential Learnings and Standards, and 

dem onstrates the alignm ent of assessm ent, curriculum  and reporting guidelines. 

Teachers have access to a range of assessm ent instrum ents and resources in all key 

learning areas (K LA s) and year levels across Years 1-9. By engaging w ith  and 

contributing to the Assessm ent Bank, teachers have the opportunity to enhance their 

understanding of the alignment of curriculum , assessm ent and reporting. Assessm ent 

packages include:

a student booklet —  the assessm ent as presented to students 

a guide to making judgm ents —  states w hat is valued in the assessm ent and gives

descriptions of the expected qualities of dem onstrated student learning

• teacher guidelines —  task-specific inform ation about the Essential Learnings 

being assessed, preparation, im plem entation and feedback

an indicative A response —  an exam ple of an A-standard model response

• assessm ent-related resources (w here applicable) —  audio and/or visual stim ulus 

required to com plete the assessm ent

sample responses (w here available) —  student responses annotated to clarify 

how the samples m atch the task-specific descriptors in the guide to m aking 

judgm ents.
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Resources are presented as professional resources or classroom  resources. Professional 

resources provide inform ation and links to articles of professional in terest to teachers, 

e.g. readings, presentations, QSA publications and professional developm ent m aterials. 

Classroom  resources are designed for teachers to use or adapt for teaching and learning,

e.g. planning, teaching, assessing and reporting resources. All assessm ent instrum ents 

and resources undergo quality-assurance processes, including internal and external 

panelling, editing and, where possible, field trialling.

Each com plete assessm ent package models five processes to be considered when 

developing quality units of w ork and everyday assessm ent instrum ents:

identifying curriculum  —  selecting the Essential Learnings, school priorities and 

the con text for learning

• sequencing learning —  planning learning experiences and teaching strategies to 

respond to the needs and interests of learners

• developing assessm ent —  planning a variety of assessm ents to collect 

com prehensive and meaningful evidence of learning

making judgm ents —  considering how judgm ents w ill be made about the quality 

of learning, using the evidence in student responses

using feedback — considering how and when to provide feedback to students 

(Queensland Studies Authority, 2010).

The Assessm ent Bank also includes an online forum for inform al teacher collaboration 

and discussion about assessm ent. This forum provides opportunities for professional 

discussion, w hich helps to improve consistency of teacher judgm ents and build a shared 

understanding of standards. Schools can also contribute to the development of the 

sample responses by providing student w ork samples.

There are certain im portant features of this form of assessm ent. These includc;
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• Teaching, learning, assessm ent and reporting is aligned so th at w hat is taught 

informs w hat is assessed, and w hat is assessed forms the basis of w hat is reported.

• Teachers design school'based assessm ent programs and make judgm ents about 

standards achieved by their students, including summative judgm ents for reporting 

purposes.

• Clear and specific content and achievem.ent standards are included in syllabuses. 

Essential Learnings and guidehnes.

• C onsistency of teachers’ judgm ents is prom oted w hen teachers engage in 

professional dialogue to discuss and analyse the connections betw een standards and 

student work.

• Teachers w ork in partnership w ith  the QSA to develop high-quality assessm ent 

tasks, a process supported by the development of exem plar assessm ent instrum ents 

and annotated samples of student responses (Q ueensland Studies A uthority, 2010).

The key benefits of the Queensland School'Based Assessm ent system;

Students are able to show  the full extent of their knowledge and abilities; Students have 

the opportunity to dem onstrate w hat they know  and can do over a period of time, in 

situations sim ilar to those they w ill encounter in further education, training and 

employment.

Students receive frequent and detailed feedback: Continuous assessm ent provides more 

opportunities for teachers to give timely and com prehensive feedback to students about 

how they might improve their performance. Form ative assessm ent at particular points 

indicates the standards achieved by students and provides meaningful reports to 

parents/carers on students’ achievements. It helps students achieve the highest 

standards they can w ithin their own capabilities. From this, students learn that in any 

assessm ent instrum ent they should be made aware of the task, the conditions and the
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criteria and standards against w hich they w ill be assessed. They experience a total 

engagement w ith  the assessm ent process and learn to think creatively about problem s.

Teachers may choose from a range of assessm ent techniques; Teachers can use a range of 

assessm ent techniques, including group w ork, oral presentations, practical responses, 

assignm ents and supervised exam inations, to cater for varied learning styles.

Teachers constantly  improve their assessm ent abilities: Teachers improve their 

knowledge of assessm ent and their assessm ent practices, thus improving their own 

teaching.

Teachers receive specialist training and professional development; Teacher panellists 

receive training by the QSA in how to make com parable judgm ents on student 

achievement. They also receive valuable professional developm ent by discussing 

assessm ent issues w ith  their peers as m embers of the QSA’s m oderation panels.

Teachers can tailor assessm ent to local needs; Teachers can w rite w ork  programs (i.e. an 

outline of how the school intends to im plem ent a syllabus) that reflect the school’s 

clientele in term s of interests and issues, and that make best use of school and local 

facilities.

Teachers receive external advice: Teachers in schools are provided w ith  advice about:

■ the extent to w hich assessm ent instrum ents provide opportunities for students to 

meet the syllabus standards

■ how well school judgm ents of the qualities of student w ork m atch the syllabus 

standards

■ the school’s level of achievement decisions (Q ueensland Studies Authority, 2010).
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This syscem m eets the criteria for an ideal assessm ent model, as defined by international 

assessm ent expert Dylan W iliam  (2008). W iliam  advocates a system  that is:

■ Distributed, so that evidence is not collected entirely at the end of the course of 

study. The Queensland system  does this.

■ Synoptic, so that learning has to accum ulate. It does in the Q ueensland system.

■ Extensive, so that all im portant aspects are covered, breadth as w ell as depth. The 

Queensland system  is based on results that are fullest, because they accum ulate 

over tw o years, as well as latest.

■ M anageable, so that costs are proportionate to benefits. The dollar cost of the 

Queensland system  is significantly less than budgets for end 'of-year external 

exam inations, but the benefits for professional developm ent of our teachers far 

outweigh budget savings.

■ Trusted, so that stakeholders have faith in the outcom es. The Q ueensland system  

is accepted by parents, tcachers, students, the governm ent and the w ider 

community.

In N ew  Sou th  W a le s  o f A ustralia, the Board of Studies introduced a greater measure of 

SBA in 1990 to provide students, parents and employers w ith  rhore detail concerning 

achievement. SBA has been an ongoing practice in A ustralia for more than 30 years 

(Broadfoot, 1994).

In M alaysia, a study was conducted by Fook &  Shidhu (2010) to investigate the 

knowledge and best practices of M alaysian ESL (English as a Second Language) teachers 

conducting the SBA. Descriptive research design was employed to exam ine the level of 

knowledge and best practices of ESL teachers in SBA. The study indicated that m ost of 

the respondents had acquired adequate knowledge in co n stru ctin g  their own tests, but 

one third of the respondents adm itted that they often applied “cu t and paste” m ethod
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and they did worry about the validity and reliability of the tests constructed. This 

indicates that there are a num ber of existing problem s in SRA th at have to be addressed 

as soon as possible.

Teachers in this study were aware of the pros and cons of SBA. They w ere articulate as to 

the benefits of SBA stressing that it helps to provide them  w ith  inform ation and insights 

needed to improve teaching effectiveness and learning quality. Teachers were also very 

aware that SBA encouraged classroom  assessm ent to be an ongoing process. As such they 

felt learning is more meaningful to students as they can obtain im m ediate feedback on 

their performance. Approxim ately 80%  of the respondents adm itted to using test scores 

for further enhancem ent of the teaching and learning process. But, the study also 

indicated that ESL teachers possessed lim ited knowledge in a num ber of aspects such as 

interpreting test scores, conducting item  analysis and form ing a test bank. Teachers 

adm itted that though they were familiar in calculating the mean, other calculations and 

terms like standard deviation, Z 'score and t'sco re  were beyond their means. The 

situations of lack  of training and lack of positive responses to  training in M alaysia are 

found quite common. Even though teachers were aware of the positive effects of SBA 

they cited  tim e constraints and a heavy teaching load as the main cu lprits in its effective 

im plem entation. Issues of reliability and validity of school'based  tests w ere also raised. A 

number of the teachers cited time constraints, the rush to com plete the syllabus, hea\^ 

teaching load and adm inistrative duties that hindered them  from using SBA results to 

enhance student learning.

According to Faizah A M ajid (2011), the M alaysian governm ent has proposed to 

implement school'based  assessm ent in pubhc schools in the attem pt to replace the 

current pubhc exam inations. However, as school'based  assessm ent has yet to be in full 

swing, relatively little  is known about the concerns of the teachers w ho w ould directly
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be involved in the im plem entation system. She conducted a survey on 4 0  English 

teachcrs who are currently teaching in M alaysian public schools. The item s in the 

questionnaire elicited  information on the stages of concerns of the respondents’ concern 

regarding the adoption or im plem entation of any educational innovation. The constructs 

are; Indifference, Inform ational-Personal, M anagem ent, C onsequence'C ollaboration, and 

Refocusing. It is from these identified constructs that the categories for the questions 

were built. Findings from the study indicated that the respondents w ere concern about 

the innovation and that their concerns were m ultidim ensional regardless of their 

experience in the innovation. The study found it quite alarming that (as reported by 

Hamzah and Sinnasamy (2 0 0 9 ) based on a prelim inary study they conducted) the oral 

school'based  assessm ent was not im plemented according to guideHnes and objectives 

provided by the M alaysian Exam ination Syndicate.;

2.18 SBA in Bangladesh

In Bangladesh, SBA is in vogue for quite a long tim e (since 2 0 0 7 ) (Begum  and Farooqui, 

2008). For introducing it the M inistry of Education has decided to start functioning it in 

grades 6-8  from 2004 , in grade 9 from 2005  and grade 10 from 2006. It decided to count 

30%  m arks as SBA (formative assessm ent) and 70%  m arks as term inal/final 

exam inations. The Secondary Education Sector Improvement P ro ject (S E S IP ) funded 

jointly  by the Government of Bangladesh (G oB ) and Asian Developm ent Bank (ADR) 

initiated the process in 2004. In 49 high schools, teachers w ere trained (both  at home 

and abroad) w ho developed some Shikkhak Nirdeshika. These teachers and some sub jcct 

specialists of National Curriculum  and T extb oo k  Board (N C T B ) com piled a single 

'Generic Guide’ under the auspices of SESIP on the matter. A trial w as held at grades 9-10 

in those 49 schools. In the same year N CTB and D irectorate of Secondary and Higher
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Education (D SH E) had applied SBA in 60 secondary schools experim entally. (Ahsan, 

2007; N C T B 'Sh ikhoner Jon no  SBA, 2 006)

According to T Q I'S E P  module, SBA is the assessm ent of students according to class 

teaching'learning and co 'curricu lar activities done by class teachers (H abib et al, 2007). 

According to Shikkhak Nirdeshika (2 0 0 6 ), the main aim of SBA is to assess the 

improvement of learning of students on the basis of class and hom e course related w ork. 

Shikkhak N irdeshika (T eachcrs’ Guide) for SBA published by N CTB (2 0 0 6 ) says "SBA 

V M X  is being introduced to raise the standards of secondary education to international 

standards and to ensure overall assessm ent in respect of the school behavior and 

personal and social values of students” (p.ii).

The ADB Report on Secondary Education Sector Development Program (2 0 0 6 ) says, 'to 

facihtate student’s learning in class, assessm ents that directly inform  classroom  teaching 

(or formative assessm ents) are required. An SBA system  has been prepared, w hich is 

premised on the assum ptions that (i) not all curriculum  goals can be assessed by w ritten  

testing; and (ii) teachers who are given responsibility in the term inal assessm ent of their 

students will get more involved in the assessm ent process, and w ill be more responsible 

for ensuring fair and valid assessm ents. SBA applies form ative assessm ent m ethodologies 

by teachers to achieve tim ely corrective actions, and encourages the use of a w ider range 

of learning activities aimed at more objectives w ithin the curricula’ (p. 9).

Regarding the p u blic dissem ination of this change in assessm ent system , the report says, 

'Extensive, tim ely, and carefully developed and presented public dissem ination of any 

changes to student assessm ent and exam inations is needed. Confidence building 

measures arc needed before SBA is introduced. This starts w ith  gaining an appreciation 

that SBA is more than adding co 'curricu lar activities to the school report, and that SBA
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increases assessm ent validity, thereby improving teaching by guiding teachers to teach 

more than factual con ten t’ (p. 29).

T h e C riteria  o f SBA:

According to the Government Order, 2006  (cited  in Shikkhak N irdeshika, 2 0 0 6 ), the 

criteria through w hich subject-based learning of every student w ill be assessed for the 

entire academ ic year are;

a. A ttendance in class and interest in learning

b. Assessm ent (class w ise)

c. Assignm ents (individual/in group)

d. Behaviour, values and honesty

e. Presentation of speech/individual and group discussions

f. Leadership qualities

g. Discipline

h. Participation in cultural activities

i. Performance in sports and games

j. Practical classes in science subjects (N C TB, 2006 , p. V I)

W ith  SBA, student assessm ent at classes w ill include the follow ing three areas

• Students’ co u rsew ork -th e  school w ork they do in the classroom  and at home 

during the year. Six different areas of student course w ork  have been identified. 

The areas are class tests, class w ork, home w ork, assignm ents, oral presentations 

and group work. Each of these areas w ill contribute to the stud ents’ overall 

course w ork mark.

• Students’ personal d evelop m en t'th eir behaviour w ithin  the school, their 

development of personal and social values and their participation in co-curricular 

activities of the school.

• Students’ perform an ce in end 'of'year exam inations.
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Area of Course w ork in SBA:
For SBA in grades 6 to 8, students’ course work has been identified in six areas w hich 

will help assess higher order logical reasoning of students. These are; 

__________________ Tabic 6: Area o f Course work in SBA
Area of C ourse W o rk
Class test
Class work
Home work
Group work
Oral Presentation
Assignment

Frequency
2/term
1/term
2/term
3/term
3/term
1/term

M arks

Each class teacher is expected to arrange, each term, a m eeting of all subject teachers of 

his/her class to discuss and agree upon a mark for school behaviour for each student. It is 

considered important that teachers keep good record of students’ perform ance on SBA. 

The Head teacher must make sure that teachers keep good records. Teachers can help 

one another in planning their assessment and in planning their record keeping.

S ix  higher order logical Skills/C om petencies
Subject based criteria have been into 6 com petencies w hich are show n by the 

effectiveness of work. These are:

Tabic 7: Six higher order logical Skills

leaching
Area

Competency/Skills Class
test

Class
work

Home
work

Group
work

Oral
Presentation

Assignment

A rea 'l
Thinking Yes Yes Yes Yes
Problem Solving Yes

A rea-2
Personal Yes Yes Yes Yes
Oral
Communication

Yes

Area-3
Co'operative Yes Yes
Social Value Yes

Source: Amjad, 2007; Shikkhak Nirdeshika, 2006
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Recoding M arks o f SBA:

NCTB (2006) has provided a Mark Book for recording marks of SBA. The table below  

shows this.

Recording Student Performance W ith in  SBA V I'IX : Teacher’s M ark Book for (S u b ject 

Name) Course W ork , Team  1

Tabic 8. Tcacher’s Mark book

Students’
Names

1.

Class
Test

2. Class
W ork
and
Practical
W ork

3. Home 
work

4.
Assignment

5. Oral 
Presentation

6.
Group
W o rk

Total
in
Course
w ork

Source: NCTB, (2006)

Since its inception, a number of studies have been conducted. In 2008, Begum  and 

Farooqui conducted a study to explore the attitude of teachers and head teachers 

towards the implementation of the new assessment system called SBA. In this research, 

data were collected from four SBA trainers and 18 secondary teacherS' seven from  sub 

urban and 11 from urban areas. All the teachers were selected purposively from  urban, 

Dhaka and Savar, a semi urban area. Both qualitative and quantitative data were 

collected through interview survey, sem i'structured interview s and docum ent analysis in 

this research. Tw o separate questionnaires of open ended questions were made for the 

teachers and the trainers. Semi'Structured interviews were taken w ith  eight of the 

teachers. The trainers were also asked about their view about the potentiality and steps 

taken for successful implementation of the new assessm ent system in Bangladesh. The 

findings show that trainers are very optim istic about changing the assessm ent system
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^ successfully. The teachers are divided into their opinions regarding the positive im pact of

SBA system  on current education system. The findings show  that although the 

government has already implemented the new assessm ent system , m ost of the teachers 

have not got the training necessary for im plementing such a project. U ntrained teachers 

will have a poor understanding of the ideas w hich will lead them  to their inability to 

distribute the m arks effectively. If these teachers try to im plem ent such a new  system, 

the system  w ill collapse. If the SBA is im plemented w ithout providing adequate training 

to the teachers, a huge gap will be created betw een m inisterial style and classroom  

reality. Although teachers and trainers are quite optim istic about bringing a positive 

change in education through SBA, there is a widespread apprehension that teachers will 

misuse this to give high numbers to the students who take private tu ition (Begum &  

Farooqui, 2008),

Khan (2 0 0 9 ) conducted a study (as part of her M .Ed th esis) on the im plem entation 

^  procedure of SBA in General Science sub ject at secondary level. To co llect both

qualitative and quantitative data for the study, she used classroom  obser\'ation checklist, 

survey questionnaire w ith  students and teachers, sem i'structured  intervie'vs w ith 

teachers and SBA specialists and docum ent analysis. The study found th at teacher hardly 

appropriately practiced SBA. They paid more attention  to m arking/grading than 

practicing it for students’ effective learning in classroom  as they have no clear idea about 

SBA. They did not record their m arks according to the indicators in the record list. 

Students claimed that teachers were not fair in giving m arks in SBA. In m ajority of 

schools, proper feedback was not given by teachers. School adm inistration was not 

aware of including SBA com ponent properly in the school syllabi. The study 

recommended that teachers should change their attitude and for th is proper training on 

SBA m ust be provided to them. The government should take necessary steps to m onitor 

the im plem entation of the assessm ent system.
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2.19 Communicative Language Teaching

Since its inception in the early 1970s, Com m unicative language teaching (C L T ) has been 

defined, described, and used by various educators and practitioners in many different 

ways. However, it is possible to identify the common essentials of C L T as proposed by 

the main scholars in the field.

C LT starts from a theory of language as com m unication. Richards and Rodgers (1986) 

indicate that “the goal of teaching is to develop w hat Hymes (1972) referred to as 

com m unicative com petence” (p. 69). Since then, there has been a grow ing in terest in 

com m unicative language teaching both in second and in foreign language con texts 

(Breen &  CandUn, 1980; Savignon, 1991).

However, C LT is based on the w ork of sociolinguists, particularly that of Hymes (1972). 

Arguing against Chom sky (1957), Hymes proposed that know ing a language involves 

more than know ing a set of gramm atical, lexical, and phonological rules. In order to use 

the language effectively, Hymes posited, learners need to develop com m unicative 

com petence— the ability to use the language they are learning appropriately in a given 

social encounter. Hymes’ notion of com m unicative com petence w as exam ined by a 

number of practice-oriented language educators. This exam ination culm inated in 1980 

w ith Canale and Sw ain’s elaborate definition of the term  (later refined by Canale in 

1983). According to these researchers, com m unicative com petence com prises 

gramm atical, sociolinguistic, discourse, and strategic com pctencc. Gram m atical 

com pctencc refers to linguistic com petence— the know ledge of syntactical, 

phonological, and lexicological systems. Sociolinguistic com petence deals w ith  the social 

rules of language use, w hich involves an understanding of the social co n text where 

com m unication takes placc, including role relationships, the shared knowledge of the 

participants, and the com m unicative purpose of their interaction. Discourse com petence
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is the ability to understand an individual message and how  its meaning is represented in 

relation to the entire tex t and discourse. Strategic com petence entails the strategies 

employed for successful com m unication, such as how to in itiate, term inate, m aintain and 

repair a dialogue.

In light of subsequent arguments and practices, it should be noted th at Canale and 

Sw ain’s definition of com m unicative com petence specifically includes grammar. 

However, it places gramm atical com petence w ithin  a more broadly defined 

com m unicative com petcnce. Canale and Swain (1980, 14) make it clear that, although 

“there seem to be no strong theoretical reasons for em phasizing getting one’s message 

across over gram m atical accuracy at the early stages of second language learning...some 

com bination of em phasis on gram m atical accuracy and em phasis on meaningful 

com m unication from the very start of second language study is suggested.”

2.20 Characteristics of CLT

Richards and Rodgers (1986) synthesize all characteristics of C L T  and state that the 

characteristics common to all versions of C L T is a theory of language teaching that 

“starts from a com m unicative model of language and language use, and that seeks to 

translate this into a design for an instructional system , for m aterials, for teacher, and 

learner roles and behaviors, and for classroom  activities and techniques” (p. 69).

The m ost common characteristics of C LT are as follows: First, in CLT, meaning is the 

m ost im portant function for com m unication. Second, contextualization  is the basic 

premise of CLT. According to Larsen'Freem an (1986), the m ost obvious characteristic of 

C LT is that “alm ost everything is done w ith  a com m unicative in tent” (p .132).

In essence, C LT theory holds that learning takes place through genuine com m unication. 

However, determ ining how to create genuine com m unication w ithin  the classroom
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setting presents challenges to teachers. Some ELT authors have proposed general 

principles and practices to help do this. For exam ple, Nunan (1 9 8 9 ,1 9 4 ) suggests the use 

of “activities [that] involve oral com m unication, carrying out m eaningful tasks, and using 

language w hich is meaningful to the learner” as w ell as the use of “m aterials [that] 

prom ote com m unicative language use... [and] are task-based and authentic.” Brown 

(1994, 81) proposes that com m unication is likely to occur in the classroom  when; (1) a 

significant am ount of pair w ork and group w ork is conducted; (2 )  authentic language 

input in real life co n text is provided; (3 ) students are encouraged to produce language for 

genuine, meaningful com m unication; and (4 )  classroom  tasks are conducted to prepare 

students for actual language use outside the classroom.

Students use language a great deal through com m unicative activities (e.g., games, role 

playing, and problem  -solving tasks). The problem s faced by the learners in their daily 

lives are the source of content for a problem 'solving program (Craw ford-Lange, 1987).

Larsen Freeman (2 0 0 0 , 65) also notes that it is im portant “to facilitate small group and 

paired activities in w hich students have opportunities to in teract. The activities 

themselves often engage students in com m unicative tasks such as filling inform ation 

gaps using authentic m aterials.”

Another characteristic of CLT is the introduction of authentic m aterials (Larsen- 

Freemen, 1986; Long &r Crookes, 1992; Nunan, 1991). In CLT, it is considered “desirable 

to give learners the opportunity to respond to genuine com m unicativc needs in realistic 

situations so that they develop strategies for understanding language as actually used by 

native speakers” (Larsen-Freem an, 1986, p. 132).

Also, activities in the com m unicative approach are often carried out by students in small 

groups as Larsen-Freem an (1986, p.132) states. Students are expected to in teract w ith 

one another, either through group work or in their w ritings. C L T  favors interaction
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among small num bers of students in order to m axim ize the tim e each student has to 

learn through meaning negotiation.

Thus, based on the above characteristics, teachers are to select learning activities 

according to how w ell they engage the students in meaningful and authentic language 

use rather than in the merely m echanical practice of language patterns. Last, a “learner' 

centered and experience -based view of second language teaching" is also a crucial 

criterion (R ichard s &r Rodgers, 1986, p.69).

According to C LT theory, individual learners possess unique interests, styles, needs, and 

goals that should be reflected in the design of instructional m ethods (Savignon, 1991). 

Therefore, teachers are to develop m aterials based on the needs of a particular class. 

Students are made to feel secure, unthreatened, and non'defensive in a C L T  classroom , so 

teachers using C LT should avoid adopting a teach er'centered , authoritarian posture 

(Taylor, 1983).

Doughty and Long (2 0 0 3 ) give a list of guidelines for im plem enting com m unicative

language teaching (C L T ) practices. These are

Principle 1: Use Tasks as an Organizational Principle

Principle 2; Promote Learning by Doing

Principle 3: Input Needs to Be Rich

Corollary I: M aterials need to be authentic to reflect reaH ife situations and demands. 

Corollary 2: The teacher needs to m axim ize the use of the target langtiage.

Principle 4; Input Needs to Be Meaningful, Com prehensible, and Elaborated

Principle 5: Promote Cooperative and Collaborative Learning

Principle 6: Focus on Form

Principle 7: Provide Error Corrective Feedback

Principle 8: Recognize and Respect Affective Factors of Learning
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2.21 Communicative Curriculum

Breen and Candlin (1980) set out the essentials of a com m unicative curriculum , the 

im pact of w hich is still apparent today. They proposed that curriculum  should 

encompass five aspects; (1) content is focused on language know ledge that is personally 

significant to learners; (2 )  sequencing is cyclical, rather than step by step; (3) content is 

subdivided into activities and tasks in w hich there is interaction, rather than broken 

down into structures; (4 )  continuity resides w ithin and betw een activities, tasks, and 

themes; (5 ) choosing directions involves negotiation betw een learners and learners, 

learners and teachers, and learners and te x t— there is no predeterm ined route. In a 

radical development, Breen and Candlin (cited  in Sullivan 2 0 0 0 ,1 2 9 -3 0 )  asserted th at the 

classroom...cart setye as a focal point o f  the karning'teaching process... [It] no longer needs to be seen as a 

pale representation o f  some outside communicative reality. It can become the meeting place fo r  

realistically motivated communication'as'learning, communication about learning, and 

metacommunication. A communicative methodology will therefore exploit the classroom as a resource 

with its own communicative potentials.

Drawing on the im plications of Canale and Sw ain’s definition of com m unicative 

com petence, elaborated upon for more than a decade, Savignon (1991, 2 0 0 2 ) em phasized 

that C LT puts the focus on the learner: “Learner com m unicative needs provide a 

fram ework for elaborating program goals in term s of functional com petence”(1991, 266). 

To support the theoretical and practical foundations of C LT, Savignon identified and 

described the following five com ponents of a com m unicative curriculum :

(1) language arts (w hich includes those elem ents teachers often do best and w hich 

may be all they have been taught to do) include exercises used in m other tongue 

programs to focus attention on formal accuracy.
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(2 ) language for a purpose is the use of language for real, com m unication goals.

(3) personal English language use relates to the learners’ em erging identity in 

English.

(4 ) theatre arts provide learners w ith the tools they need to act in a new language, 

such as by interpreting, expressing, and negotiating meaning.

(5 ) beyond the classroom  refers to the need to prepare learners to use the language 

they learn outside the classroom.

Authors discussed above offer various views of C L T — w ithin  the theoretical fram ew ork 

of com m unicative com petence proposed by Canale and Sw ain— how ever, they agree on 

the need for meaningful com m unication to support learning and agree that classroom  

activities should focus on learners’ genuine com m unicative needs.

W h ile  com m unicative activities are considered a m eans to develop learners’ 

com m unicative com petence in the second language, these activities cannot take place in 

the absence of control of grammar. W here researchers differ is in how  th is grammar is to 

be discovered. Some favor the more traditional presentation of a rule followed by 

practice. O thers believe gramm atical awareness will emerge naturally from practice in 

com m unicative interaction that has meaning. In either case, teachers still need to know  

w hat com m unication means for classroom  practices. The answ er is, largely, that teachers 

need to w ork that out for themselves. As Richards and Rogers (1986, 83) put it: 

Com m unicative Language Teaching is best considered an approach rather than a 

method. Thus although a reasonable degree of theoretical consistency can be discerned at 

the levels of language and learning theory, at the levels of design and procedure there is 

much greater room for individual interpretation and variation than m ost methods 

permit.
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2.22 Present English Language Curriculum

Introducing English at the earliest grade possible (since 1991, Yasm in, 2 0 0 5 ) and 'going 

communicativc' (since 1997, Hamid, 2005; Rahman &  Rahman, 2012) w ere tw o recent 

Enghsh language teaching (E L T ) policy initiatives to develop Bangladeshi human capital.

The com m unicative approach was set as corrective intervention since despite years of 

schooling, ‘our students are very w eak in English and as a result they cannot apply 

English in their practical life successfully’ (N C TB, 2003, p. 3). The innovation was jo intly  

funded by the British Department for International Developm ent (D fID ) and the 

Government of Bangladesh. The bilateral venture gave b irth  to the English Language 

Teaching Improvement Project (ELTIP Bangladesh) w hich had t\yo specific objectives: 1) 

to produce C L T 'based  English textbooks for Grades 9 -1 0  at the secondary level and 

Grades 11-12 at the higher secondary cycle, and 2) to train school teachers and em power 

them to teach com m unicative English (Paul, 2 004 ; Hamid, 2005 ; N CTB. 2001, 2003; 

Rahman, 2007). Accordingly, C LT based textbooks for ju n ior secondary (grade 6 -8 ) and 

secondary level were introduced in the classroom  in 1997 (N C TB , 2010).

The main aims of these textbooks are to:

1. introduce effective com m unicative techniques, integrated w ith  existing well- 

tried traditional methods.

2. provide adequate practice in language skills: listening, speaking, reading and 

writing.

3. include adequate elem ents of com m unicative grammar.

4. integrate such gram m atical elem ents w ith language skills so as to make the 

grammar genuinely functional.

5. suggest a clear teaching methodology w ithin the fram ew ork of actual lessons.
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6. create more opportunities for interaction (betw een  teachers and students, and 

students and students).

7. adapt the existing topics so as to make them  both  more interesting and 

acceptable.

8. introduce an integrated ‘w orkbook’ elem ent in order to develop w riting skills at 

an appropriate pace (N C TB, 2010).

The present Enghsh curriculum  produced by N CTB (1995) inscribes that English is not 

like m ost other subjects specified in the curriculum . For unlike them, English is not 

con tent'based  sub ject but a skill based subject. English is not about any particular topic 

but rather it is about practicing som ething— listening, speaking, reading and writing. Of, 

course when people listen, speak, read or w rite, they do not carry out these activities in a 

vacuum. They listen to or speak, read or w rite about som ething. Topics, therefore, are 

included in the com m unicative language curriculum  but they are not im portant in 

themselves (N C TB, 1995; Rahman, Babu &; Ashrafuzzam an, 2011).

The curriculum  says, English is about practicing language skill. The English language 

classroom  should, above all else, be an interactive one. English needs to be recognized as 

an essential w ork-oriented skill. English should, therefore, be taught as som ething to be 

used. The students should practice English w ith  the teacher, the teacher w ith  the 

students, and, m ost im portant of all, the students w ith  each other. T h at is w hat 

com m unicative English language teaching and learning is about; the acquisition of 

language through constant and regular practice. To im plem ent this syllabus, suitable 

com m unicative m aterials and appropriate exam inations that test language skills are 

required (N C TB, 1995; Rahman, Babu &r Ashrafuzzam an, 2011).

The curriculum  also asserts, English language syllabus aims to focus on the four skills of 

listenmg, speaking, reading and w riting as Icarner'centered  activities w ithin
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com m unicative contexts. ... The aim at junior secondary level is to ensure that students 

enjoy acquiring English and are able to use it effectively in real life situations outside the 

classroom  (N C TB, 1995, Kamaluddin cited  in Foster, 2009 , Rahm an, Babu &  

Ashrafuzzaman, 2011).

Learning outcom es o f C lass 6^8 [as mentioned in NCTB Curriculum (NCTB, 1995)

N otes:

a) The specific objectives of teaching and learning English are spelt out in term s of the 

four language skills of listening, speaking, reading and writing.

b) For convenience in defining learning outcom es the four skills are considered 

separately. In practice, however, classroom  activities should be planned so as to fully 

integrate these skills, as happens, in real life.

c) By defining learning outcom es in term s of skills, the syllabus aims to facilitate a 

teaching methodology that encourages learners to acquire com m unicative com petency 

through regular practice of these skills in the classroom . Such a m ethodology is learner- 

centered and is characterized by lively student participation, especially in pairs and 

groups.

C lass-w ise  C om p eten cies  for C lass 6

L istening

Students should be able to:

a) Understand instructions and commands.

b) Participate in short and simple conversations,

c ) Understand texts  of (appropriate length and) varied type:

I. Narrative,
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A

II. Descriptive

III. Simple poetry

d) Listen to a simple passage (i) for gist, (ii) for specific inform ation, (iii) in order to 

take a sim ple dictation.

e) Distinguish betw een the different sounds of English and recognize intonation 

patterns of statem ents and questions w ithin appropriate com m unicative 

contexts.

Speaking

Students should be able to;

a) Give instructions and commands

b ) Participate in short and simple conversations

c ) Recount a series of events

d) Describe people, ob jects etc.

e) R ccite simple poetry w ith  understanding.

f) Speak intelligibly in clear, correct English appropriate to the situation 

R eading

All the following objectives refer to silent reading. Students should be able to distinguish 

betw een silent reading and reading aloud.

Students should be able to;

a) Understand (i) w ritten  instructions, (ii) narrative texts, (iii) descriptive tex ts  

and (iv) sim ple poems

b ) Look up words in simple dictionaries

c) Infer the meaning of words from their contexts

d) Begin extensive reading, using their ‘Supplem entary Reader’

e) Recognize the functions of different punctuation m arks
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W ritin g

Students should be able to:

a) W rite  sim ple (i) instructions, (ii) narrative, (iii) descriptions and (iv) informal 

letters.

b ) Plan, and organize the above tasks adequately.

c ) Take sim ple notes and dictations.

d) Use linking words and reference words appropriately

e) Use different punctuations and graphological device appropriately.

C la ss 'w ise  C om p eten cies  for C lass 7

L istening

Students should be able to:

a) Understand instructions and commands.

b ) Participate in short and simple conversations.

c) Understand tex ts  of (appropriate length and) varied type;

i. Narrative,

ii. Descriptive

iii. Simple poetry

d) Listen to a sim ple passage (i) for gist, (ii) for specific inform ation, (iii) in order to 

take a simple dictation.

e) Distinguish betw een the different sounds of English and recognize intonation 

patterns of statem ents and questions w ithin appropriate com m unicative 

contexts.
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Speaking

Students should be able to:

a) Give instructions and commands

b) Participate in short and simple conversations

c) R ecount a series of events

d) Describe people, ob jects etc.

e) R ecite sim ple poetry w ith  understanding.

f) Speak intelligibly in clear, correct English appropriate to the situation 

R ead ing

All the follow ing objectives refer to silent reading. Students should be able to distinguish 

betw een silent reading and reading aloud.

Students should be able to:

a) Understand (i) w ritten  instructions, (ii) narrative texts, (iii) descriptive tex ts  

and (iv) simple poems

b ) Look up words in simple dictionaries

c) Infer the meaning of words from their con texts

d) Continue extensive reading, using their ‘Supplem entary Reader’

e) Recognize the functions of different punctuation marks

W ritin g

Students should be able to:

a) W rite  simple (i)  instructions, (ii) narrative, (iii) descriptions and (iv) informal 

letters.

b ) Plan, and organize the above tasks adequately.
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c) Take sim ple notes and dictations.

d) Use linking w ords and reference words appropriately

e) Use different punctuations and graphological device appropriately.

C lass-w ise  C om p eten cies  for C lass 8 

L istening

Students should be able to;

a) Understand instructions and commands.

b ) Participate in short and simple conversations.

c) Understand tex ts  of (appropriate length and) varied type:

i. Narrative, i

ii. Descriptive

iii. Simple poetry

d) Listen to a simple passage (i) for gist, (ii) for specific inform ation, (iii) in order to 

take a sim ple dictation.

e) Distinguish betw een the different sounds of English and recognize intonation 

patterns of statem ents and questions w ithin  appropriate com m unicative 

contexts.

Speaking

Students should be able to:

a) Give instructions and commands

b) Participate in short and simple conversations

c) Recount a series of events

d) Describe people, objects etc.

e) R ecite simple poetry w ith  understanding.
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f) Speak intelligibly in clear, correct English appropriate to the situation 

R eading

All the follow ing objectives refer to silent reading. Students should be able to distinguish 

betw een silent reading and reading aloud.

Students should be able to:

a) Understand (i) w ritten  instructions, (ii) narrative texts, (iii) descriptive tex ts  

(iv) sim ple authentic texts taken from new spapers and brochures, dialogue and 

(vi) simple poems

b) Use such simple w ritten  reference sources as (i) indexes, (ii) tables of contents 

and (iii) dictionaries.

c) Read extensively w ith appropriate speed.

d) (i) skim  for gist, (ii) scan for specific inform ation, (iii) infer the meaning of words 

from their con texts, (iv) recognize topic sentences and (v) recognize such 

cohesive devices as linking words and reference words.

e) Recognize the functions of different punctuation m arks

W ritin g

Students should be able to;

a) W rite  sim ple (i)  instructions, (ii) narrative, (iii) descriptions and (iv) informal 

letters.

b) Plan, and organize the above tasks adequately.

c) Take simple notes and dictations.

d) Use linking words and reference words appropriately

e) Use different punctuations and graphological device appropriately.

[’age 77

Dhaka University Institutional Repository



chapter 03: Methodology o f the Study

3.1 N a tu re  o f th e  S tu d y

In order to fulfill the objectives of the study i.e. exploring the current status of SBA at 

junior secondary schools, the perceptions of teachers and students tow ards the 

effectiveness of SBA, and the role and influences of SBA in achieving the objectives of 

English language curriculum, the researcher opted for collecting both  quahtative and 

quantitative data for the study. It is a mixed m ethod research study. H enceforth, a 

descriptive study w as chosen to allow a ciualitative and quantitative description of the 

relevant features of the data collected (Cohen, M anion &  M orrison, 2003).

Data and evidence were gathered from a range of sources using a com bination of different 

data generating instrum ents and strategies. Only primary were elicited for the study.

3.2 Geographical Area of the Study

The study was basically confined to three districts of Bangladesh. These were Dhaka, 

Gazipur and Laxmipur. It included two categories of m ain-stream  secondary schools; 

government and non-government. All these schools were under the intervention of 

English'in-Action (w hich is working for English language teacher development at 

primary and secondary schools of Bangladesh)

3.3 The Sampling Design
For selecting sample schools, purposive sampling procedure was applied. W ith in  the 

schools, the selection of teachers and schools were also done follow ing purposive 

sampling.

A sample of 12 schools was selected from Dhaka, Gazipur and Laxmipur d istricts. A total 

of 12 English teachers and 12 head teachers were selected for the study. Moreover, 8 

students for focused group discussions (FG D ) from each school were chosen which 

made a total of 96.

In order to observe assessment and classroom activities in the classroom s, one class of 

each English teacher of each school was chosen.
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3.4 Sample Population
To carry out the study, data were collected and analyzed in some specific areas. The 

respondents for the required data were

o English Teachers

o Head teachers

o Students

o Classrooms

o Documents on SBA

Teachers: A total of 12 English teachers who were teaching in class 6/7/8 w ere chosen 

purposively for interviews and questionnaire.

Head teachers: 12 Head teachers (or Assistant Head teachers in absence of Head teachers) 

of all 12 schools were interviewed.

Students: 8 students from each school comprising 96 students were chosen purposively for 

FGDs. All 12 groups o f these students were those students whose English classes were 

observed in the same day.

Classrooms: A  total of 12 EngUsh classes of 6/7/8 of 12 Enghsh teachers were observed to 

get the real picture of w hat was happening in the classrooms.

Documents on SBA: Documents on SBA in Bangladesh and around the world were analyzed. 

These include documents produced by NCTB, SESDP, DHSE, ADB project on SBA, 

training manuals, articles published in various journals and w ebsites related to SBA.

3.5 Tcols of Data Collections
In order to collect required data for the study and to m aintain the vahdity of data, 

administering of 5 different tools of data collection and analysis of docum ents on SBA 

was done. The following sources provided required data. These are
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1. Classroom  Observation

2. Teachcr Questionnaire

3. Teacher interviews

4. Head teacher interviews

5. FGDs w ith  Students

6. Field notes and Document Analysis

C lassroom  O bservation  Schedule

Classroom  interaction process had been observed to a get a scenario of the assessm ent 

practice w ithin  the classroom  settings. The focus of observation w as how assessm ent 

process had been integrated in the teaching learning activities, how  students got 

involved in assessm ent process, w hat kind of assessm ent modes were used, w hat were 

the contents of assessm ent items, w hat were the nature of responses given by the 

students and so on. A structured observation schedule (see appendix section) was used 

to record the activities.

Q u estion n aire

To know teachers’ views, belief and practice of SBA, a sem i'structured  questionnaire was 

developed and administered w ith each of the 12 English teachers. The questionnaire 

consisted of both  close and open'cnded questions that were used to obtain data both in 

quantitative and qualitative forms.

In terview  Schedule

Tw o separate sem i'Structured interview schedules (see appendix section) were 

developed to be administered w ith English teachers and head teachers of all 12 schools. 

Each English teacher and head teacher w'as interviewed by the researcher individually.

The interview schedule focused on the their understanding about the present English 

curriculum, its goals and objectives, their understanding about the present assessm ent 

system including SBA, their assessm ent and feedback practice in the classroom s, 

assessm ent of English language skills in the classroom s, the challenges of implementing 

SBA in English subjects etc.
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F ocused  G roup D iscu ssion  ('FGD')

Since students are engaged w ith  assessm ent system  directly and the direct beneficiaries 

of it, the research considered them one of the m ost im portant sources of data for the 

study. Consequently, each group of students com prising of 8 students from each school 

was involved in an FGD w ith the researcher w hich focused on the students’ reasons, 

likings, and learning of English, the activities they do in the classroom , their 

understanding about SBA, the way they are assessed in the classroom , the skills they are 

assessed, the feedback they receive from their teachers etc.

Sou rces o f D ata T ech n iq u es/In stru m en ts  U sed

English Teachers
• Questionnaire

• Sem i'Structured interview  schedule

Head teachers • Sem i'Structured interview  schedule
Students • Focused Group Discussion (FG D )

Assessm ent and teaching-learning 
activities in the classroom s

• Classroom  O bservation Schedule

3.6 T e c h n iq u e s  o f  D a ta  A n a ly s is

The study applied both quantitative and qualitative data collection instrum ents. As a 

result, both types of data were generated. These data were analyzed follow ing both 

quantitative and qualitative approach to data analysis.

Q u alitative A nalysis

Qualitative data was collected using field note approach from classroom  observation. 

Beside, detailed notes were taken for data obtained from sem i-structured interview s and 

focused group discussion. This qualitative data were analyzed both  inductively and 

deductively to identify the main themes that emerged based on the research questions 

posed in this study. School syllabus and teacher m ark record book were also analyzed in 

descriptive from. Narrative data were analyzed using the mode of content analysis.
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Q u an tita tiv e  A nalysis

Data from questionnaire and classroom  observation ch eck lists were analyzed 

quantitatively and presented in both quantitative and narrative form. The simple most 

statistical techniques were employed for analyzing quantitative data. These data have 

been shown in table, graphs or pie charts.

3.7 Ethical Consideration

W h ile conducting the study the researcher was conscious about the ethical issues 

considered in educational research.

‘[A]U social research involves consent, acccss and associated ethical issues, since it is based on data from  

people’ (Punch, 2000 ; p. 75). Interviews of participants m et the general protocols and 

procedures for interview ing and oral history (Douglas, R oberts &  Thom pson, 1988). The 

researcher sought prior perm ission and consent from the respondents w hile collecting 

data. Full inform ation about the research including the reasons they have been chosen to 

participate was disclosed to the participants. They were assured fully that their privacy, 

confidentiality and anonymity would be guaranteed at all costs. In the school the 

researcher always abode by the rules and regulations of the schools and valued the 

position, tim e, beliefs and practices of the respondents and school authorities.
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4.1 Learning English: Liking and Reasons

W ith  a v iew  to  e x p lo rin g  th e  s tu d e n ts ’ p e rsp ectiv e  a b o u t le a rn in g  E n g lish  and u se 

o f SBA  in  th e ir  E n g lish  lesso n s, one F o cu s  G ro u p  D iscu ss io n  (F G D ) had b een  

ad m in istered  in  each  o f th e tw eh 'e  sch o o ls . E ach  F G D  had e ig h t s tu d e n ts  w h ere 

four w ere m ale s tu d e n ts  and four w ere  fem ale. In  th e  F G D s th ey  w ere  ask ed  ab o u t 

th e ir  v iew s o f learn in g  E n g lish  and  th e ir  E n g lish  te a c h e rs ’ u se o f a ssessm en t 

tech n iq u e s  in  E n g lish  classro o m s w h ic h  have b een  p re se n te d  b e lo w .

T h e  d iscu ss io n  w ith  each  grou p  o f s tu d e n ts  s ta r te d  w ith  a sk in g  a q u estio n  

w h e th e r  th ey  lik e  to  lea rn  E nglish . E x c e p t tw o  s tu d e n ts , all o th e rs  o f th e  tw elv e  

grou ps in fo rm ed  th a t th ey  lik e  to  lea rn  E n glish . W h ile  th e  tw o  s tu d e n ts  

m en tion ed  th a t E n g lish  appeared  to  b e a d ifficu lt s u b je c t  an d  a h ard  n u t to  c ra ck , 

o th ers  m en tion ed  a w id e range of reason s (12 ) for th e ir  lik in g  o r lea rn in g  E n g lish  

(w h ich  actu a lly  ech o  th e  goals and o b je c tiv e s  o f p re se n t C L T  b a sed  E n g lish  

cu rricu lu m ). T h e se  are

a) E n glish  is an in te rn a tio n a l language and p eop le  all over th e  w o rld  can  

u n d erstan d  th is  language.

b )  E n g h sh  is n ecessary  fo r co m m u n ica tin g  w ith  fo re ig n ers  a t h om e o r w h en  

th ey  w ill go abroad.

c )  If th ey  learn  E n glish , th ey  w ill b e  able to  co m m u n ica te  w ith  p erso n s w h o 

visit th e ir  sch o o l from  o th e r  p art o f th e w orld . T h e  v is ito rs  w ill b e  happy to 

k n o w  th a t th e  s tu d e n ts  o f th e ir  sch o o l can  sp ea k  E n glish .

d ) F o r  g e ttin g  good  jo b s , th ey  w ill n eed  E nglish .

e) T h ey  need  E n g lish  for h ig h er stu d ies.

f) T h ere  is p leasu re in learn in g  E nglish .

g ) T o  som e of th em  E n glish  appears to  be 'an  in te re s tin g  s u b je c t ’.
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h ) Som e o f th em  feel p rou d  to  learn  th is  language, b e ca u se  if  th ey  ca n  sp eak  

E n glish , everybod y w ill re sp e ct them .

i) Som e o f th em  w a n t to  be d o cto r  in  fu ture. T h ey  th in k  th a t th ey  w ill need  

E n g lish  to  stu d y  m ed icine.

j )  Som e o f th em  th in k  th a t learn in g  E n g lish  w ill h e lp  th em  u se m o b ile - 

p h on es, send  SM S.

k ) O th e rs  th in k  th a t E n glish  is im p o rta n t for u sin g  in te rn e t.

1) Som e o f th em  lik e  to  learn  E n g lish  b eca u se  it  is n ecessa ry  fo r w a tch in g  

ca rto o n  in  th e  te lev isio n  w h ile  o th ers  m ore ca n d id ly  m en tio n ed  th a t  th ey  

n eed  to  p ass in  th e  exam in atio n .

Cluipicr 04: Analysis and hucrprctation of Data |

4.2 English Curriculum: Its goals and objectives

4.2.1 Head'teachers’ view

T h e H e a d 'te a ch e r  in terv iew  sch ed u le  s ta rte d  w ith  a q u e s tio n  o f sh arin g  head- 

te a ch e rs ’ id ea ab o u t E n g lish  cu rricu lu m  (fo rm u la ted  b y  N C T B ) o f ju n io r  

seco n d ary  level and its  o b jec tiv es .

O f th e  12 H e a d 'te a ch e rs , 2 H e a d 'te a ch e rs  (1 6 .7 % ) d id  n o t read /see  E n glish  

cu rricu lu m  at all, w h ile  o th e r  3 H e a d 'te a ch e rs  (2 5 7 o ) have h azy  idea ab o u t it 

a lth o u g h  w h a t th ey  shared  ab o u t it  and  its  o b je c tiv e s  are in  lin e  w ith  w h a t has 

b een  w r itte n  in  th e  cu rricu lu m  (S ee  S eco n d ary  S ch o o l C u rricu lu m , p p .I2 6 '1 5 5 ) . 

T h e  fo llo w in g  q u o tes  fu rn ish  th e ir  op in ions.

1 did not see everything. But I think it is attractive and useful f o r  students. The guidance is fo r  

com m unicative English teaching It is up to date. It will develop students’ fluency and will 

m ake higher studies easier.
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1 didn't study the curriculum in details. 1 am a new head master of this school and may be 
there is a curriculum in school but till I didn't get it.

I am actually a teacher of Science and Mathematics. I do not have clear idea about the present 
NCTB English curriculum. But I know it follows Communicative approach. But if you ask my 
opinion, I think that Grammar'Translation method (GTM) is appropriate for 
teaching/learning English, but one thing is good with this approach, it emphasizes on making 
students speak in English.

chapter 04: Analysis and Interpretation o f Data

Head-teachers' idea about English curriculum & its Objectives
70.00%

60.00%

Did not read/see Did not have clear 
at all idea

y Column 16.70% 25%

Clear & 
Comprehensive 

idea

58.30%

Table 9; H ead'teachers’ Understanding English Curriculum; Its goals and objectives

The rest (7) of the head'teachers (58%), however, have a clear and comprehensive 
idea about the curriculum and its objectives and support it although they also 
prefer inclusion of grammatical tasks more. According to them,
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In the present context, English curriculum formulated by the NCTB is very good, lively, 
updated and consistent with the needs of present age. Besides teaching and testing of 
reading and writing shills, here speaking skill is also given importance. But in the past 
curriculum emphasis was given on memorisation. The teachers and the students are 
happy with the curriculum nowadays. The students don't need to memorise, so it is helpful 
for the weak students also. Here importance is given on conversation and communication.
In this curriculum, there is clear directions on how to assess the students, what will he the 
nature of teacher'student and student'student conversation, how to teach, how to 
organise group work etc.

The NCTB formulated 'English Curriculum’ emphasizes four skills of language. The 
curriculum will be more effective if it includes more grammatical items, because to be 
good in writing proficiency on grammar is required. There are some instructions in the 
English curriculum for the teacher on teaching English. But most of the instructions are 
not in detail. It will be more effective if the instruction provided in detail.

English Curriculum formulated by the NCTB gives emphasis on Communicative 
language teaching. In this curriculum, grammar'translation method is not included. As a 
result, the students cannot express themselves. They can speak in Bangla, but cannot 
translate it in English while speaking. Our teachers try to teach according to the CLT 
approach but the students cannot participate effectively.

4.2.2 English teachers’ view [

T ea ch er in terv iew  sch ed u le  s ta rte d  w ith  a q u estio n  o f sh a rin g  h e a d -te a ch e rs ’ idea 

abou t E n g h sh  cu rricu lu m  (fo rm u la ted  by  N C T B ) of ju n io r  seco n d a ry  level and  its  

o b jectiv es.

chapter 04: Analysis and hncrprctacion o f Data fl
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Of the 12 English'teachers, 3 teachers (25%) did not read/see Enghsh curriculum 
at all, while the other 5 teachers (41.7%) lack clear idea about it, although what 
they shared about it and its objectives are in line with what has been written in 
the curriculum (See Secondary School Curriculum, pp.126'155). The following 
quotes furnish their opinions.

At present a communicative curriculum is on the vogue. From different trainings I got the 
idea. We have TG. I don't know whether a curriculum is available in my school or not. 1 
didn't get enough opportunity to study the goals and objectives of curriculum but I know the 
communicative system expects that Students will be able to speak English and also be able 
to write English.

1 do not have clear idea about the present ‘English Curriculum’. But I know the question 
patterns and the way questions are set in present CLT based syllabus. This communicative 
curriculum expects that our students will he able to develop reading, writing and speaking.

English teachers' idea about English Curriculum & its Objectives

41.70%

25.00%

33.30%

Did not read/see Did not have Clear &
at all clear idea Comprehensive

idea

Table 10; Teachers’ Understanding English Curriculum : Its goals and objectives
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T h e rest ( 4 )  o f th e  E n gh sh  te a ch e rs  (3 3 .3 3 % ), h ow ev er, have a c le a r  and 

co m p reh en siv e  idea abou t th e cu rricu lu m  and its  o b je c tiv e s  and  su p p o rt it. 

A cco rd in g  to  th em .

The present English curriculum is giving im portance on com m unicative language teaching. 

T raditional m ethod was f o r  teaching in past hut follow ing the present curriculum, the 

teachers arc teaching follow ing the com m unicative approach  where they have to use 

different teaching m aterials. Here, students are  encouraged to discuss with teachers in 

classroom  which is developing their speaking skill. D evelopm ent o f  fo u r  language skills is 

the goa l o f  present curriculum. In past, there was the opportunity to develop their writing 

and reading skill only but in the present curriculum, there is opportunity o f  developm g all 

the fo u r  skills.

English curriculum is f o r  com m unicative language teaching. I f  it is fo llow ed  successfully 

students will he benefited. Educated persons o f  our country do not get g ood  jo b  o r  wages or  

fa l l  in problem  as they cannot com m unicate in English. To solve this problem  i f  the present 

curriculum is follow ed, these people will be ab le  to contribute in the national economy.

I think that goals and objectives o f  English Language Curriculum is learning English not 

only fo r  passing the exam s but also  fo r  using English in real life situation.

4.3.1 Teachers' understanding about present assessment system

A m ong th e  12 te a ch e rs  only  3 te a ch e rs  (2 5 % )  have su ffic ie n t id ea ab o u t the 

p resen t a ssessm en t system . R e st o f th em  (7 5 % ) fo llo w s th e  sch o o l sy llab u s and
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question formats of education boards, which hardly give comprehensive idea 
about the present assessment system.

chapter 04: Analysis and Interpretation o f Data

Percentage of teachers' idea about assessment system

25%
Have Clear Idea

75%

B N o  Clear Idea

Table 11; Percentage of teachers’ idea about assessment system

Two teachers (16.67%) consider the present assessment process appropriate for 
evaluating the learning outcomes and achieving the objectives of English 
curriculum. According to them,

I think through the current assessment system it is possible to evaluate students learning 
on English language if the system is followed properly.

Yes, I think present assessment system is appropriate for evaluating students’ learning 
outcome of English language. For example, SBA is capable of assessing speaking skill.

One teacher (8.33°/o) has a mixed feeling about the current assessment system. He 
thinks,

This assessment system is more appropriate than the previous systems, because now
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English class is more fruitful than earlier. Students feel free to communicate with us 
which wouldn't happen earlier. They have the scope for having fun also. However, if there 
is a mandatory monthly exam (structured) then it would he better for students.

9 teachers (75%) out of 12, on the contrary, are of the opinion that the present 
assessment process is not appropriate for evaluating the learning outcomes and 
achieving the objectives of English curriculum.

chapter 04: Analysis and Interpretation o f Data

Present Assessment System: Teachers' view 

. 8.33%
Mixed 

Not appropriate 

Appropriate

83.33%

am
20 40 60 80

Appropriate Not appropriate Mixed

■  Percentage 16.67 75 8.33

Table 12: Teachers’ view about present assessment system

Here are some of their opinions regarding the present assessment system.

I think that present assessment system isn't appropriate for evaluating students’ learning 
outcome of English language. In the current system students learn only for passing 
examination, not for communicative language learning. It does not asses all skills. It gives 
emphasis on writing. There is mismatch between current classroom practice of 
communicative language learning and assessment system.
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This is not fully appropriate because we are saying about a student through marks which 
cannot describe his or her actual achievement in different skills. And at the end of the year 
we are taking a written test where we can assess only reading and writing skills. Rests of 
the two skills are not assessed.

No, the present assessment system is not appropriate for evaluating students' learning 
outcome of English language. I think something more is needed. For example, in SBA 
some marks can be allocated to test the speaking skill. As there is no such allocation of 
marks, they do not take any preparation.

Chapter 04: Analysis and Interpretation o f Data

4.3.2 Head'teachers’ understanding about present assessment system
Head teachers have mixed opinions about present assessment system. Their 
opinions and understandings can be classified into three categories. One group of 
head teachers (25%) finds the present assessment system appropriate, the second 
group of them (50%) considers it not appropriate at all, while the rest (25%) 
think that if it is properly followed, it will be proved appropriate.

Head teachers' opinions about present assessment system

• L ■ Appropriate

■ Not Appropriate 

H Mixed

Table 13; H ead'teachers’ understanding about present assessm ent system
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chapter 04: Analysis and Interpretation o f Data ! |

This is appropriate in the sense that in the term inal exam ination  students a re  assessed in 

reading and writing; and in the SBA system listening and speaking can be tested. I mean 

the com bination  o f  SBA and term inal exam ination is appropriate  f o r  evaluating the 

students' learning outcome.

There is a  gap between teaching and assessm ent system. In the exam  we are testing only 

reading and writing but not listening and speaking. To recover this situation SBA is 

induced but it is not fo llow ed  accordingly as it is not included in JS C  and SSC exam.

The present assessm ent system isn’t so appropriate f o r  evaluating students’ learning  

outcom e o f  the English language. I f  the m ark o f  SBA is added  with the m arks o f  public 

exam  like SSC o r  JSC, it would be better. M oreover, listening and speaking test should be 

taken in the classroom  as a p art o f  SBA.

4 .4  A ss e ss m e n t P r a c t ic e  in  E n g lish  C la ss : W h y ,  H o w , W h e n ,  W h a t?

S tu d en ts, te a ch e rs  and h e a d 'te a ch e rs  o f all th e  12 sch o o ls  in fo rm ed  th a t th ey  

fo llo w  tw o  ty p es o f assessm en ts. T h e se  are su m m ative a sse ssm e n t and  form ative 

assessm en t. T h re e  term in a l ex a m in a tio n s  ta k e  th e  form  o f su m m ativ e  assessm en t 

and 707o m arks are a llocated  for th is  type o f a ssessm en t, w h ile  30 %  m ark s arc 

a llocated  for form ative assessm en t (w h ich  is co m m on ly  term ed  and  w r itte n  as 

SB A /S ch o o l B ased  A ssessm en t in  th e  reg isters  o f m ark s e n try  in  th e  sch o o ls  

stu d ied ) and  th ese  m arks are su p p osed  to  b e given  on  th e  te m i'ro u n d  

p erform an ce o f th e stu d en ts.

T h is  M P h il th e sis  has m ade an a tte m p t to  ex p lo re  th e im p le m e n ta tio n  o f SBA  and 

its  e ffect in  ach iev in g  th e  o b je c tiv e s  o f E n g lish  cu rricu lu m .
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Chapter 04: Analysis and Interpretation o f Data

4.4.1 Data from FGD with Students

All the twelve groups informed that they had to sit for three terminal 
examinations. Besides these, they had to sit for class'tests. But there are variations 
in the number of class'tests that they had to sit for each term. Eight groups 
informed that they had to appear at the class'tests weekly while remaining four 
groups sat for monthly tests. It is, however, interesting to note that ‘weekly tests’ 
do not have hteral meaning here. The number of these tests has great variety. The 
table below shows it more legibly.

School Class'test/term Terminal Exam/year

6

D

H

K

3

3

4 

2 

2 

4 

3 

3

3

4 

3 

3

Table 14: C lass 'tests  &  Term inal Exam s taken at different schools

We see from the above table that 3 (25%) out of 12 schools arrange 4 class'tests 
per term, while 7 schools (58.3%) arrange 3 clasS'tests and the students of the rest 
of the 2 schools (16.7%) sit for 2 class'tests a term.
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B esid es th e  above te s ts , as a p a rt o f co n tin u o u s  a sse ssm e n t, s tu d e n ts  in form ed  

th a t th ey  w ere  assessed  d u rin g  th e  c la ss 'h o u r  in  a d aily  b asis. T h ey  w ere  involved  

in resp o n d in g  orally  to  q u estio n s  ind iv id ually  or in ch o ru s. S o m e tim e s  tea ch ers  

w ro te  d o w n  q u e stio n s  on  th e  b la ck b o a rd s  and  asked  s tu d e n ts  to  a n sw er orally  or 

in  w ritin g . A t tim es te a ch e rs  assessed  th em  by en gag in g  th em  in  p air/g rou p - 

w o rk s. M o st o f th e  tim e tea ch ers  assessed  th em  in th e  m id d le  o f th e  class . Som e 

teach ers  assessed  previous day’s lesso n  at th e b eg in n in g  o f th e  fo llo w in g  day. All 

teach ers  gave h o m e -w o rk s  at th e  end o f a lm o st every lesso n .

In our English class, teacher asks us questions on the lesson. T eacher norm ally asks/w rites 

questions on the b lackboard  during the class. W e answer. T eacher assigns us hom e w ork  

and in the next day he checks our learning on that. Som etim es teacher involves us in writing. 

A fter com pleting a chapter teacher takes test. We partic ipate  in one test weakly/m onthly. 

But it is not fixed.

Teacher gives us hom e w ork as an individual task, asks question to individuals, and takes 

class test p er w eek to check whatever we have learnt throughout the week. A fter teaching  

something teacher tests us how much we have learned. We sit f o r  class'tests weekly, 

som etim es twice in a month.

Teacher asks questions to us and we try to give answers to those questions. Som etim es we 

ask questions to one another in pairs and in groups. Som etim es teacher asks question to 

individual student. A fter finishing reading the teacher usually asks questions but som etim es 

he asks questions a t  the beginning o f  the class to check our p r io r  knowledge. W hile the lesson 

is going on, he also  asks questions. Tcacher asks questions everyday to assess us but class 

tests are taken weekly a fter  finishing 3 o r  4 lessons.

We are assessed through individual task, question^answer session, reading test, writing test

chapter 04: Analysis and Interpretation of Data |
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on board, qu iz test ctc... A fter finishing a lesson the teacher asks questions, generally she 

asks question at the m iddle and end o f  the class. T eacher asks questions every day, 

som etim es a fter  one o r  two days. Som e exam inations arc  taken  like class test on Thursday, 

m odel test f o r  preparations before term inal exam s and the term inal exam inations.

chapter 04: Analysis and Interpretation o f Data

4.4.2 Data from teachers’ & head'teachers’ Interviews

D uring in terv iew s all 12 h e a d 'te a ch e rs  and 12 E n g lish  te a ch e rs  in fo rm ed  th a t they 

assess s tu d e n ts  in  the c lassroo m s. D u ring  cla ssro o m  o b se rv a tio n  also  all 12 

teach ers  w ere  fou nd  to  assess  s tu d e n ts  in  d ifferen t w ays.

A ll te a ch e rs  (1 0 0 % ) stro n g ly  believe th a t assessin g  s tu d e n ts  in  th e  c la ssro o m s has 

p o sitive  im p a ct on  th e ir  learn in g  o f E n g lish  (S o u rce : T Q ).

In  resp o n se  to  th e  q u estio n  on th e  o b je c tiv e s  and p u rp o ses  o f a sse ssin g  s tu d e n ts  

in  th e  c lassroo m , tea ch ers  m en tio n ed  w id e y et s im ilar reason s. T h e se  in clu d e:

a) o b serv in g  th e  a ctu a l p erform an ce o f th e  s tu d e n ts ,

b ) evalu atin g  s tu d e n ts ’ p rogress

c )  g iving feed b a ck s on  s tu d e n ts ’ learn in g ,

d ) h elp in g  s tu d e n ts  overcom e th e ir  d ifficu ltie s  in  d iffe re n t areas o f 

language,

e ) rem oving th e ir  w eak n ess  in E n glish , and h e s ita tio n  a b o u t sp ea k in g  in 

E nglish ,

f) in crea sin g  th e ir  m o tiv a tio n  and p a rtic ip a tio n  in  th e  c la ss ,

g ) d evelop ing  sp eak in g  sk ill o f th e  s tu d e n ts ,

h ) in creasin g  s tu d e n ts ’ p ra c tice  in  th e  c lassroo m ,

i) fu lfillm en t o f lesson  o b jectiv es ,

]) helping lessening the gap of kncv.’lcdgc betw een rhp advanced and
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w e a k  s tu d e n ts  and

k ) above all a lterin g  or m od ify ing  te a ch e r ’s o w n  te a ch in g  te ch n iq u e s  to 

su it lea rn ers ’ needs.

H ere are som e o f th e  q u o tes  from  te a ch e rs ’ m ou th .

Yes. It's useful, because, i f  it is not done in the class, w e cannot evaluate students' 

progress, whether they all understand the lesson or  not. (T eacher Interview)

Yes. It's useful. Because, i f  a fter  teaching a  particu lar  lesson, 1 ask  them questions in the 

class, they try to answer these. They fe e l motivated. As a  result, they learn effectively. 

(T eacher Interview)

I let my students talk in pairs in the classroom  and I can assess their speaking and 

listening skill. (T eacher Interview)

Yes, I think students should be assessed in classroom . Through assessm ent I can 

understand to what extent students have received the lesson delivered by me. I f  I assess 

them in classroom  their shyness removes. They becom e encouraged and inspired. Their 

interest f o r  learning increases. I f  students are  assessed they get involved into a 

com petition o f  doing better. (T eacher Interview)

Students should be assessed in the classroom  because the students have to answer 

instantly, they can't take help from  the book. So the actual perform an ce o f  the students we 

can observe. (H ead'teacher Interview)

Yes, students should be assessed in the classroom  to know the actual developm ent o f  the 

students. (H ead'teacher Interview)

In  reply  to  th e  q u estio n , (h o w  and w h en  do you assess  s tu d e n ts  in  th e  c la ss?)

Chaina 04: Analysis and Intcrpmation o f Daia
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tea ch ers  in form ed  th a t th ey  assess th e ir  s tu d e n ts  w h ile  or a fte r  p re se n tin g  a 

lesson . T h ey  in form ed  th a t th ey  assess th em  in d ifferen t w ay s in  d ifferen t tim es. 

A m ong o th e rs , th e  m o st co m m on  m eans th ey  sh ared  and  w ere  ob serv ed  (d u rin g  

classro o m  o b se rv a tio n ) is ask in g  d ifferen t q u e stio n s  to  in d iv id u al s tu d e n ts  or to  

w h ole c lass . B esid es th is, they  involve s tu d e n ts  in p air, g rou p  or indiv idual 

a ctiv itie s . T h ey  involve them  in  read in g  to  assess th e ir  p ro n u n c ia tio n  and  read in g  

sk ill. S tu d e n ts  are also  engaged in  w r itte n  ta sk s .

1 asked  them different questions f o r  assessing. A fter com pleting the chapter 1 take  a class 

test. I a lso  involve students in group work. Som etim es 1 assess them through some 

activities. 1 give them clues fo r  solving problem s and then encourage them to use the clues. 

(T eacher Interview)

I involve my students ingroup work. In a group  1 mix both m eritorious and w eak students 

as a result the w eak students can learn from  the m eritorious students. 1 fou n d  that a fter  

group w ork i f  1 ask a question to a m eritorious student they can answ er also  the w eak  

students can answer the question but the m eritorious students can answ er better. O ther 

than these I also  involve my students in som e reading and writing tasks also. 1 involve 

them in reading fo r  assessing their pronunciation and English reading skill. Through 

writing I involve them to write short answers to questions. I a lso  ask  them short verbal 

questions. (T eacher Interview)

A fter teaching lesson I ask questions in different ways. To test their p rior  knowledge I ash  

som e questions, which they can answer from  their own experience. W hile involving 

students in group w ork and p a ir  work, I instruct my students to ask  questions to each  

other. Sometimes, a fter  doinggroup work, a  leader o f  each group presents w hat they have 

discussed, ^ u izg am e is also  played. Thus I try to assess them. (T eacher Interview)

Chapter 04: Analysis and Interpretation o f Data
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Students should be assessed. They Icam  through m istakes. I give them som e instant 

activities, ask  questions, and try to go  to the w eak students more. I f  they unable to reply, I 

try to m ake understand them again and again. I give them written task, a sk  questions. 

(T eacher Interview)

4 .5  A ss e s s m e n t o f  L a n g u a g e  S k ills  in  t h e  C la s s ro o m

W it h  a m a jo r fo cu s o n  d evelop ing learn er a b ility  to  u se  language a p p ro p ria te ly  in  

co n te x t, th e  E n g h sh  language cu rricu lu m  a t seco n d ary  level ( 6 '1 0 )  a im s at 

fo cu sin g  o n  all fou r sk ills , n am ely  h ste n in g , sp eak in g , read in g  an d  v m tin g  as 

le a rn e r 'ce n te re d  a ctiv itie s  v^ithin  co m m u n ica tiv e  c o n te x ts  (N C T B , 1 9 9 5 ). C la ss  

o b serv a tio n  d a ta  sh o w  th a t te a ch e rs  a tte m p t to  assess  d ifferen t sk ills  in  th e ir  

classroo m s.

chapter 04: Analysis and Interpretation o f Data

T each ers Sk ills  te s te d N um ber o f  S k ills  te s te d

A Reading, Speaking 2

B Listening, Speaking 2

C Reading, Speaking, Listening 3

D Speaking, W ritin g 2

E Reading, Listening, W ritin g 3

F Speaking, Listening 2

G Speaking, Listening 2

H W riting 1

I Reading, W riting , Speaking 3

J Reading, W ritin g 2

K Reading, W ritin g 2

L Reading, Speaking, Listening 3

Table 15: tea ch ers  a tte m p t to  assess  d ifferen t sk ills
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In  case  o f lis te n in g  sk ill assessm en t gen era lly  te a ch e rs  read  th e  te x t  lou d ly  and 

in s tru c t s tu d e n ts  to  lis te n  to  th e te a ch e rs  carefu lly . S o m e tim e s  te a ch e r  tra n sla te s  

th e E n g lish  te x t  in to  Bangla. A fter co m p le tin g  th e  read in g  te a c h e r  ask s  som e 

q u estio n s  to  th e  s tu d e n ts  from  th a t read in g  te x t . In  ca se  o f read in g  sk ill 

a ssessm en t te a ch e r  in s tru c ts  th e  s tu d e n ts  to  read  som e te x t  in d iv id u ally  from  th e  

E n glish  b o o k  and th en  tea ch er involves th em  in  q u e s tio n 'a n s w e r  se ss io n  or 

som etim es a sk s  th em  to  fill in  th e  b la n k s  from  th e te x t . In  ca se  o f sp ea k in g  sk ill 

assessm en t te a ch e r  involves all th e  s tu d e n ts  in  ch o ra l d ia log u e p ra c tice .

S om etim es te a ch e rs  in v ite  a p air o f s tu d e n ts  in  fro n t o f th e  c la ss  and  involve th em  

in  sp eak in g  w ith  each  o th e r  in  E nglish . O n e co m m o n  th in g  fo r p a ir sp ea k in g  

p ra c tice  w as th a t  s tu d e n ts  read  o u t th e  d ialogu e only  fro m  th e  te x tb o o k . T e a ch e rs  

involve s tu d e n ts  w ritin g  th e  an sw ers o f th e  q u e stio n s  fro m  te x tb o o k , tru e  o r fa lse  

s ta te m e n ts  and  fill in  th e  b la n k s  as w ritin g  p ra c tice . T e a c h e rs  n ever involve 

stu d en ts  in  any creativ e  w ritin g .

D ata from  all 12 F G D s w ith  s tu d e n ts  in d ica te  th a t th e ir  te a ch e rs  assessed  th e ir  

listen in g , sp eak in g , read in g  and  w ritin g  sk ills .

Our tcacher assesses all fo u r  language skills. But m ost o f  the tim e he assesses reading and 

writing.

F rom  th e  d iscu ss io n  w ith  them , h ow ever, i t  w as fo u n d  th a t  th ey  d id  n o t have any 

ideas ab o u t lis te n in g  sk ill assessm en t. W h e n  th ey  w ere  e x p la in e d  a b o u t lis te n in g  

sk ill th ey  rep o rted  th a t teach er read ou t th e  te x t  and in s tru c te d  th em  to  listen  

carefu lly  and a fter  th a t tea ch er asked  th em  q u e stio n s . In  th a t w ay te a ch crs  

assessed  th e ir  lis te n in g  skill.

chapter 04: Analysis and Interpretation o f Data
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chapter 04: Analysis and Interpretation of Data

4.6 Feedback Practice in English Class: How, When, W hyt

A cco rd in g  to  Jo n a ss e n  (1 9 8 8 ) feed b a ck  is an im p o rta n t a sp e ct th a t a ss is ts  learn ers 

in m o n ito rin g  th e ir  u nd erstan d in g . H a ttie  &  T im p erley  (2 0 0 7 )  argue th a t 

feed b ack  has one o f th e  m o st p o w erfu l in flu en ces  on  lea rn in g  and  ach iev em en t. A 

m ore re ce n t stu d y  (A k ter, 2 0 1 0 ) h as proved th a t g iv ing  fe e d b a c k  to  learn ers  on 

th e ir  p erform an ce  is an im p o rta n t a sp ect o f e ffectiv e  te a ch in g . F e e d b a ck  can  

e ith er be p o sitiv e  or negative and m ay serve learn ers  n o t only  to  k n o w  h ow  w ell 

th ey  have p erform ed  b u t also to  m o tiv ate  th em  and  b u ild  a su p p o rtiv e  cla ssro o m  

clim ate.

All 12 grou ps o f s tu d e n ts  in form ed  th a t th e ir  te a ch crs  give th em  fe e d b a ck  on  th e ir  

w o rk s, b u t th ese  are u su ally  verbal ones, a lth o u g h  so m e tim e s  w r it te n  fe e d b a ck s  

are also  given.

T ea ch ers  th in k  th a t i f  s tu d en ts  are given  feed b a ck , it  w ill h e lp  th em  u n d ersta n d  

m istak es  and th ey  can  overcom e th e ir  m istak es . N ot only  th a t it  h elp s in sp ire  

s tu d en ts  to  do b e tte r  and in crease  th e ir  co n fid en ce , esp ecia lly  w h en  th ey  get 

co m p lem en t in  th e  form  o f feed b a ck  from  teach ers.

Studerjts need to be given feedback , because they can realize their m istakes and m ake  

corrcction. Therefore they get m otivation to do well i f  they get fe ed b a ck  a fter  their w o rk  

(T eacher Interview)

W e should give fe ed b ack  on their works. Because by the fe ed b a ck  they can know abou t their  

attainm ent in learning and they get correction o f  their m istakes from  the teacher. It helps 

them in learning. (T eacher Interview)

C V V 1 1 1r  #• /-f/-//» * 7 ~ L ^ , . i l l  ^  ̂  ̂  7 - . r  ^  w — 7- ̂  J T-  w y. L
U V  I J  J. I V V  L l l  J V U  t-U' IL. W I  II IJ
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Students must be given fccclhack. They will he able to learn b etter  i f  teacher gives feed b ack  

by showing their m istakes by involving them in the process. (T eacher Interview)

O n e te a ch e r  p o in te d  o u t a u n iq u e a sp e ct o f p ro v id in g  fe e d b a ck , th e  s o c ia l ' 

in te rp e rso n a l a sp e ct o f feed b ack . H e th in k s  th a t a c lo se  and  g oo d  re la tio n sh ip  

d evelops b e tw e e n  te a ch e r  and stu d en ts.

O f course, fe ed b ack  is im portant f o r  students. I think i f  fe ed b a ck  is given then both  students 

and tcacher becom e benefited. I f  fe ed b ack  is given, children hecom c very happy and learn the 

lesson very nicely the next day. Even i f  a student can partia lly  answ er any question, 1 thank 

him as a result I find  next day the student learns the lesson fu lly  and nicely. Students get 

inspiration and a good  relationship builds up between the teacher and students. (T cacher  

Interview)

K eep in g  tru st in  th e  im p o rtan ce  o f g iving fe e d b a ck  on  s tu d e n ts ’ w o rk , te a ch e rs  

ex ten siv e ly  p ra c tice  th e  cu ltu re  o f p rovid in g  feed b a ck  to  s tu d e n ts . T h ey  seek  for 

p eer-feed b a ck ; give feed b a ck  to  in d iv id u al s tu d e n ts  an d  to  w h o le  class . P eer 

feed b a ck  is g iven  in  th e form  w h en  a s tu d e n t g ives in c o rre c t  a n sw e r to  any 

q u estio n , te a ch e r  asks an o th er s tu d e n t to  an sw er th e  q u estio n . If  he an sw ers 

co rrec tly , te a ch e r  ask s th e w h ole cla ss  to  te ll w h ich  a n sw er is righ t. O n  th e  o th e r  

hand, in  th is  p ro cess  none can  an sw er co rre c tly , and th e n  te a c h e r  h im se lf provid es 

th e  co rre c t an sw er. O n e te a ch e r  d escrib es  h is  p ro cess  o f p ro v id in g  feed b a ck  to  h is 

stu d en ts.

In case o f  giving feed b ack  in the classroom , i f  anybody m akes m istakes, then I ask  the 

sam e question to som e other students. I ask  them to say why the answ er is correct o r  why 

the answer is not correct. The student, who can give the correct answer, is told  to describe  

the answer to the whole class and the students who don't know the answer, listen to him 

and learn the answer. Sometimes, I tell them to discuss am ong themselves about the
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correct answer. I f  they cannot understand yet, I clarify  it to them. In case o f  group work, 1 

m akes group with m ixed types o f  students and utilizes the advanced students to give 

feed b ack  to the w eaker ones. In ease o f  term inal exams, I point out their m istakes in their 

answer-scripts and while showing those scripts 1 discuss w hat were their m istakes, why 

they got less m arks, w hat can be done to get m ore m arks in fu tu re etc. (T eacher Interview)

W h ile  g iv ing  v erb al feed b ack  so m etim es te a ch e rs  involve s tu d e n ts  in  clap p in g  

w h en  som eo n e p erform s w ell. F or verbal feed b a ck  m o st o f th em  use som e term s 

h k e “th a n k  you, th a n k s  a lo t, e x ce lle n t, very good, you are r ig h t e tc .” A fter 

fin ish in g  th e  ex a m in a tio n  and p u b lish in g  th e  resu lt th e y  give som e fe e d b a ck  to  

th e s tu d e n ts  fo r th e ir  fu tu re  im provem ent.

A fter taking class-test, I discuss with my students about their m istakes, they also ask  

questions to me and I clarify. I try to give fe ed b a ck  in a  positive manner. 1 involve my 

students in giving feedback . When I assess answ er scripts o f  term inal exam s, I poin t out 

the m istakes that students did and a fter  that I show those scripts to them. Then I ask i f  

[hey need any clarification, if  they require so, I discusses with them. (T eacher IntervicM')

T ea ch ers  give feed b a ck  on  th e ir  s tu d e n ts ’ w ritin g , read in g , sp ea k in g  and 

p ro n u n cia tio n .

I m ake correction  in their writing. I m ake correction  in their pronunciation during 

speaking I f  they m ake m istake in reading, I ask them to read  the sentence again correctly.

All 12 grou p s o f s tu d e n ts  also  co n firm  th a t th ey  are g iven  ad eq u a te  fe e d b a ck  on 

th e ir  p erfo rm an ce  b y  th e ir  teach ers.

Yes, when we cannot answer correctly, teacher corrects us. I f  we m ake Mrong pronunciation  

/spelling, teacher corrects us. Again, when we m ake m istakes in writing, teacher corrects  

them.

Chapter 04: Analysis and Interpretation o f Data |
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T eacher gives us feed b ack  in the English class. He thanks us i f  we give right answer. I f  we 

m ake m istake in answer then tcacher m akes correction. I f  anyone can't perform  well in the 

exam ination, teacher inspires him to perform  better in future.

When any student fa ils  to understand the lesson, teacher helps understand him and f o r  the whole 

class also.

C lassro o m  o b serv a tio n  d ata  also  sh o w  te a ch e rs  are p rov id in g  fe e d b a ck s  to  th e ir  

s tu d en ts. D u rin g  c la ss  o b serv atio n  it  w as fo u n d  th a t te a ch e rs  gave fe e d b a ck  to  th e 

w h ole c la ss  so m etim es and  to  ind iv idual s tu d e n ts  o th e r  tim es.

T o  ind iv id ual s tu d en ts;

E xam ple 1:

T: W hat is ca lled  a noun? (to whole class)

S: The name o f  anything (a girl replied)

T: Thank you. (Feedback)

Exam ple 2:

Students w ere not responding to the teacher. Then teacher told  here is an easy English 

w ord which is notyct uttered by you. Tcacher w rote '‘Rahm an is a m eritorious student" 

on the b lackboard . Then he asked  the whole class.

T: Is there any adjective in the sentence?

Ss: Yes

T: Which one is adjectivc?

S: m eritorious (ag ir l replied)

T: Yes, you  know the answer. This answer has com e from  you. Thank you. (F eedback)

Chapter 04: Analysis and Interpretation of Data
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E x am p les :

T: Bright is an adjcctivc, can yon  tell another adjective^

S: d ark  (a  m ale student replied)

T: Thank you thank you thank you (teacher uttered those w ords with g rea t excitem ent) 

(Feedback)

chapter 04: Analysis and Interpretation o f Data

T o  w h o le  class;

Exam ple 1:

T eacher w rote “L abeeba  is a  sweet g ir l” on the b lack b oard  and asked  the w hole class,

T: W hich one is adjective?

Ss: Sweet.

T: you can answer only when I write on the board  and w ithout this you  can't answ er fo r  a 

single time. (Feedback)

Exam ple 2: Teacher w rote on the b lackb oard  “Rony is an intelligent b o y ”

T: which one is adjective? (to whole class)

Ss: intelligent 

T: virtue o r  fault?

Ss: virtue

T: so, you  can answer i f  1 write 

Ss: they smile

T :you  will be ab le  to answer, you  must be ab le  (Feedback)

Exam ple 3:

T: what is called  M>hen som e words sit together and crcate a meaning?

Ss: Sentence

T: Sentence, beautiful (Feedback)
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4.7 School Based Assessment (SBA)

4.7.1 S tu d e n ts ’ P ersp ective abou t SBA

D uring th e  F G D  w ith  stu d en ts  it  h as b een  fou nd  th a t  th ey  are fa m ih a r w ith  th e  

term  SBA  and th ey  k n o w  th a t 307o m arks are a llo ca te d  fo r SBA  (fo rm ativ e  

a sse ssm e n t) ,'B u t th ey  are n ot q u ite  fam iliar w ith  th e  6  co m p o n e n ts  b ased  on  w h ich  

3 0 %  m arks shou ld  be given. W h ile  som e o f th em  have n o  id ea  ab o u t th ese  

co m p o n en ts  at all, o th e rs  have provid ed  a w id e ran ge o f co m p o n e n ts  w h ic h  fa il to  

m a tch  w ith  th e  6 co m p o n en ts  (i.e . C la s s 'te s t ,  C la ss -w o rk , H o m e -w o rk , G ro u p - 

w o rk . A ssig n m en t and O ral p resen tation ) m entioned  in th e Shikkhak N irdeshika  (2 0 0 6 ) .

D ifferen t g rou p s o f s tu d e n ts  co u n t as m any  as 16 d ifferen t co m p o n e n ts  a lto g e th e r  

ag ain st 6 co m p o n en ts. T h ese  includ e:

C om p on en ts m entioned  by 
d ifferen t groups o f stu d en ts

C om p o n en ts  m en tion ed  in 
S h ik k h a k  N ir d e s h ik a  (2 0 0 6 )

1. Home tasks
2. M aintaining cleanliness 1. C lass 'test,
3. M aintaining discipline 2. C lass'w ork ,
4. M aintaining dress code 3. Hom e-w ork,
5. M aintaining good behavior 4. Group'W ork,
6. A ttendance in class 5. Assignm ent,
7. A ttendance in assembly 6. Oral presentation
8. H andwriting
9. Learning [N.B. Each component bears 5 marks.
10. Class w ork Thus, 5x6=30 marks]
11. Class performance
12. Atcentivencss in the class
13. Class test
14. Preparing daily lessons
15. Obeying teachers
16. Presentation

1 able 16: SBA Com ponents mentioned by different groups of students
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O ne grou p  o f s tu d e n ts , how ever, has in fo rm ed  th a t th ey  have to  s it  fo r a c la ss  te s t 

every m on th . R e su lts  o f th ese  c la ss  te s ts  are co u n te d  as SB A  m arks.

Chapter 04: Analysis and Interpretation o f Data

4 .7 .2  SB A : E n g lish  te a c h e r s ’ V ie w  P r a c t ic e

D ata from  te a ch e r  in terv iew s sh o w  th a t te a ch e rs  a llo ca te  3 0 %  m a rk s  fo r SBA  as 

per th e  d ire c tio n  o f M in istry  o f E d u catio n . B u t th e y  do n o t have c le a r  and 

co m p reh en siv e  idea abou t SBA  system  alth ou gh  several years have g on e s in ce  its  

in ce p tio n  (in  2 0 0 6 ) .

O ne o f th e  te a ch e rs  con fessed , “W e do not fo llow  SBA in our sch o o l I did not g et any 

training on it either. My idea is not d e a r  about that.’’

A n o th er te a ch e r  says, “We only need writing and reading, who has spoken well in the class, 

has got no value. There is SBA but it is an 'eye-wash'.”

In  resp o n se  to  th e  q u estio n , 'how do you  divide these m arks (30% SBA m arks) f o r  different 

components o f  S B A r  teach ers have m en tio n ed , like th e ir  s tu d e n ts , d o zen s of 

co m p o n en ts  for SBA  w h ereas it  has fixed  s ix  co m p o n e n ts  as m en tio n ed  in  

S h ikkh akN ord esh ika  (2 0 0 6 ) .
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Different co m p o n en ts m entioned  by d ifferent te a ch e rs  are:

C o m p o n e n ts  m e n tio n e d  b y C o m p o n e n ts  m e n tio n e d  in

d iffe re n t te a c h e rs S h i k k h a k  N i r d e s h i k a  ( 2 0 0 6 )

1. H om e tasks

2. M ain ta in in g  cleanliness 1. C la s s 'te s t ,

3. M ain tain in g  d iscip hn e 2. C la s s 'w o rk ,

4. M ain ta in in g  good behavior 3. H o m c 'w o rk ,

5. A ttend an ce in  c lass 4 . G ro u p 'w o rk ,

6. C lass w ork 5. A ssig n m en t,

7. G roup w ork 6. O ral p resen ta tio n

8. C lass perform ance

9. A tten tiven ess in  th e  class [N.B. E ach component bears 5 marks.
10. C lass te s t Thus, 5x6=30 m arks]
11. Preparing daily lessons

12. A ssignm ent

13. P resen tation

T ab le  f7; SBA  C om p on ents m ention ed  b y  d ifferen t tea ch ers

During in terv iew s w h en  they  have been in form ed  ab o u t th e  fix ed  s ix  co m p o n en ts  

of SBA m entioned  in  the Shikkhak N irdeshika ( 2 0 0 6 ) ,  they  can d id ly  co n fessed  th a t 

they provide 30%  m arks for SBA  b u t they do n o t a ctu a lly  fo llo w  d iv ision  o f m ark s 

for the com p onen ts. T h ey  how ever, have m en tio n ed  th a t th ey  try  to  assess 

students based  on the com ponen ts. Data from  c la ssro o m  o b serv atio n s  and te a ch e r  

qu estionnaire show  how  th ese  com ponen ts are p ra c tice d  by th ese  teach ers.
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C om ponents
No. o f  

T eachers  
Practicing

Frequencyoj
Practicing

F req u en cy  
m en tio n ed  in Revised 

Announcement from MoE

M a rks  R e c o r d e d  
by teacher in the 

Register
Class tests 12 2'4/term Yes

Class works 12 Almost everyday 1 No
Group works 12 Almost everyday No
Home works 12 Twice/week No
Assignment Twice/term Yes

Oral 
Presentation

0 0 N/A

T ab le  17; SBA  C om ponents p racticed  by d ifteren t te a ch e rs

D ata from classroom  observation  and teach er q u e stio n n a ire  sh o w  th a t  a lth o u g h  

m ost schools involve th eir stud ents in  c lass  te s ts , c la ss  w o rk s, grou p  w o rk s , hom e 

w orks, and oral p resen tation , it is not done in  th e w ay  it is su p p osed  to  b e  done. 

Especially c lass 'W o rk s, group w orks, hom e w o rk s, and oral p re se n ta tio n  are n o t 

p racticed  and consid ered  a part of form ative assessm en t. R a th e r  th ey  are done 

casually in the sense th a t they  do these as ro u tin e  ta sk s  in  th e  c la ssro o m  an d  th ese  

task s go unrecorded  and unm arked.

As teach ers do n ot p ractice  SBA accord ing  to  th e  in s tru c tio n s  given  in th e  

Shikkhak N irdeshika (2 0 0 6 ) ,  and do not record  m arks fo r c la s s 'w o r k , h o m e-w o rk , 

g rou p 'w o rk , assign m en t, oral p resentation , th ey  have b een  ask ed  h o w  m ark s are 

given in  SBA. In  resp onse to  th is qu estion , d iffe ren t te a ch e rs  have provid ed  

different strateg ies th ey  adopt in giving m arks for SBA . Som e te a ch e rs  tre a t c lass  

tests  as SBA  and eventually , they record the m arks of th e se  te s ts  as m ark s for SBA. 

Som e o ther teach ers give m ore or less average m arks to  all s tu d e n ts  in  SBA . O n  th e  

o ther hand, an oth er group of teachers give a p ro p o rtio n a l m a rk s  in  SBA  

considering individual stu d en ts m arks in  term in al ex am in atio n s.

In response to  sim ilar qu estion  on teach er’s provid in g  m arks on  SBA , s tu d e n ts
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have given som e m ore in fo rm a tio n  w h ere  th ey  m en tio n ed  th a t  te a ch e rs  have b een  

found to  p rovide good  m arks (o n  SB A ) to  th o se  s tu d e n ts  w h o  a tten d  p rivate  

tu itio n  to  tea ch ers. S im ilarly , m a jo rity  o f th e  head  te a ch e rs  are fish y  ab o u t th e 

h o n esty  o f tea ch ers . T h ey  th in k  th a t  th ere  is  g rea t ch a n ce  o f co rru p tio n  in  SBA  

m arking.

W ithout any doubt, SBA is good. It should be included in JS C o rS S C . But as in SBA there 

arc som e m arks in teacher’s hand, it has a  chance o f  corruption. But it w ould be b etter  to 

include it with the fin a l exam. (H ead teacher Interview)

Teachers usually give pass m arks in SBA Mnthout thinking. A ctually  the teachers are not 

aw are o f  the im portance o f  S B A .... I f  the students cannot perform  well, then the teachers 

give m ore m arks in SBA, so that the students can pass in the term inal exam inations. So, 

in the rem ote schools like ours, SBA is not so effective. (H ead  teacher Interview)

Som e te a ch e rs  p o ssess  co n tra d ic to ry  v iew s ab o u t SBA . F o r  ex a m p le ,

No, we arc not doing it (practicing SBA). W e have no speaking test a t the sam e tim e our 

student cannot speak. W e have to create  an English speaking environm ent and we have to 

assess the speaking skill as well. W e cannot do it through SBA; we can do it by a p ractica l 

exam ination on speaking skill.

Yes, I think present assessment system is appropriate f o r  evaluating students’ learning 

outcom e o f  English language... SBA is capable o f  assessing speaking skill.

chapter 04: Analysis and Interpretation o f Data

4.7.3 Head teachers’ View about SBA

A cco rd in g  to  Z a ltm a n  et al (1973), ch an ge p ro cess  m ay b e  a n a ly zed  a t tw o  levels; 

ind iv id ual and o rg an ization al. H all and H ord  (2 0 0 1 )  c o n cu r  th a t  in  a tte m p tin g  or
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m o n ito rin g  ch an ge, “lead ers o f o rg a n iz a tio n a l ch an g e  n eed  to  d evise  w ay s to  

a n tic ip a te  and  fa c ilita te  ch an ge a t th e  in d iv id u al level” (2 0 0 1 , p. 7 ). T h is  is  v^hy it  

is  im p o rta n t to  k n o w  h o w  head  te a ch e rs  v iew s SBA.

S im ilar to  th e ir  o p in io n s regard in g  p re se n t a ssessm en t sy stem , h ead  te a ch e rs  have 

m ix ed  o p in io n s ab o u t S ch o o l B ased  A ssessm en t (S B A ). A fter all, SB A  is a p a rt o f 

th e  p re se n t assessm en t system . T h e ir  o p in io n s an d  u n d erstan d in g s ca n  b e  

classified  in to  th ree  categ o ries . O n e grou p  o f h ead  te a ch e rs  (6 6 .7 % ) regard s SBA  

as effectiv e  m eans o f form ative assessm en t; th e  seco n d  grou p  o f th em  (2 5 % ) 

co n sid ers  i t  n o t effectiv e, w h ile  only  one o f th em  (8 .3 % ) h as a m ix e d  o p in ion .

chapter 04: Analysis and Interpretation o f Data

Headteachers* view about SBA

70.00% 

60.00%  ̂

50.00% - 

40.00% - 

30.00% H 

20.00%  -  

10.00% -) 

0 .0 0 %  -I- -

Effective Means
Not Effective 

Means Mixed

T a b le  18: H ead te a ch e rs ’ V iew  ab o u t SBA  

H ere are som e o f th e ir  op in ions.

Students should be assessed in the classroom because there are some activities in the 
textbook which are not important for the examination but very important for students'
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skill development. So, such activities should be assessed in the classroom  through SBA.

By SBA students' ora l presentation skill, creativity could be assessed besides other skills. 

This assessm ent system helps students to develop creativity, presentation  skill. T herefore  

it rem oves fe a r  o r  hesitation from  students about speaking in English.

Y ear<n din g  exam inations arc  m ore effective than SBA. Because teachers a re  not 

interested to fo llow  SBA system as it demands m ore time and industry besides the regular 

cla.ssroom activities. A nother bad  side o f  SBA is that, here is a scope f o r  doing partia lity  

by the teachers who practice private tuitions. They are accused to give m ore numbers o r  

points to those students who take  private tuitions from  teachers. On the other hand the 

year^ending exam s are  m ore effective as the students can be assessed w ho are g ood  o r  

slow learners and who need m ore care etc. And it is easy to evaluate. I f  o ra l exam  could be 

introduced with the year-ending exams, it would be better f o r  English language 

assessment.

Though we fo llow  year-ending exam, 1 think SBA is m ore effective. W e arc  observing our 

students f o r  fiv e  years. So, it would be m ore fru itfu l to m ake judgment by us. But as the 

board  authority docs not m ake us bound to fo llow  SBA, we do not fo llow  it.
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4.7.4 Challenges in Implementing SBA; Teachers &r Head teachers’ Opinions
R esea rch  in te re s t  in th e area o f te a ch e r  a ssessm en ts  seem s to  have g ath ered  

m om en tu m  d u rin g  th e  p ast decade. T h e  resea rch  focu s o f severa l re se a rch e rs  has 

b een  on th e  fe a s ib ih ty  and im p lem en ta tio n  o f d ifferen t m eth o d s o f a ssessm en t, 

th e ir  s tre n g th s , w ea k n esses  and su ccesses. T w o  m ajo r ones are th e  resea rch es  of 

A sch b ach er (1 9 9 3 ) and Brindley (1998).
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A sch b a ch er (1 9 9 3 ) co n d u cted  a m ajor a c tio n  resea rch  fo r th e  N a tio n a l C e n tre  for 

R esearch  on E valu ation , S tan d ard s and S tu d en t T e s tin g  w ith  th e  p u rp o se  o f 

b e tte r  u n d ersta n d in g  th e p ro cess, b a rriers  to  in n o v a tio n , and  fa c ilita to rs  o f 

change. T h is  la rg e-sca le  p ro je c t fo cu sed  on  ex p lo rin g  fu n d a m en ta l q u e stio n s  of 

a ssessm en t im p lem en ta tio n  in  a variety  o f sch o o l co n te x ts . T h e  stu d y  fou nd  the 

fo llow in g  b a rriers  th a t tea ch ers  and a d m in istra to rs  faced  in  d evelop in g  and 

im p lem en tin g  a ltern ativ e  assessm en ts:

o  te a ch e rs  fo cu sed  on  assessin g  learn in g  a c tiv itie s  ra th e r  th a n  s tu d en t 

o u tco m es;

o  th ey  ex p erien ced  d ifficu lties  in sp ecify in g  cr ite r ia  fo r ju d g in g  stu d en t 

w o rk ;

o  th ey  ex p e rie n ce d  assessm en t a n x ie ty  in  te rm s o f la c k  o f tim e  to  learn , p lan , 

p ra c tice , u se and re fle c t on  a ssessm en t p ro ced u res; 

o  th ey  need ed  tra in in g  and ongoin g  su p p o rt; 

o  they  w ere  re lu c ta n t to  ch an ge; and 

o  th ey  la ck e d  lo n g  range im p lem en ta tio n  plans, 

o  te a ch e rs ’ co m m itm en t to  in nov ative a ssessm en t an d  in s tru c tio n ; 

o  la ck  o f team  m em b ersh ip ; and

o la ck  o f su sta in ed  ad m in istra tiv e  and te ch n ica l a ss is ta n ce , 

o  n egatively  in  the am ou nt o f tim e and e x te rn a lly -p ro v id e d  p ro fession a l 

d evelop m en t efforts; la c k  o f a ssessm en t su p p o rtin g  in s tru c tio n ; and m uch  

e v e r 'w a n te d  read y-m ad e recip es  ra th e r  th a n  ideas: “th ey  w a n ted

in n o v atio n s m ade easy and sim p le, n ot e la b o ra te  and t im c 'c o n s u m in g ”. 

o  la ck  o f te a ch e rs ’ re flectio n s on th e ir  te a ch in g  p ra c tice s , p ro fessio n a l 

in te ra c tio n s  around  ed u catio n a l goals and  m eth o d s, s tu d e n ts ’ m u ltip le  

m odes o f ex p ressio n

chapter 04: Analysis and Interpretation o f Data |
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O n  th e  o th e r  h and , B rind ley  (1 9 9 8 ), in  a w id c 'ra n g in g  stu d y  o f th e  issu es arisin g  

in  th e  im p le m e n ta tio n  o f o u tc o m e s 'b a se d  a ssessm en t and  re p o rtin g  in  language 

learn in g  p rogram m es in  th e 1990s, id en tified  th ree  co m m o n  ty p es o f issu es and 

problem s: w h a t he called  poliC ical/socio<ultural issu es, to  do w ith  th e  p u rp o ses and 

in ten d ed  use o f th e  a ssessm en t; technical issu es, p rim arily  to  do w ith  valid ity  and 

re lia b ility ; and  p ractica l issu es, to  do w ith  th e  m eans b y  w h ic h  th e  a sse ssm e n t w as 

p u t in to  p ra c tice .

T h e  p resen t stu d y  has found m any issu es (b eh in d  n o t im p lem en tin g  SBA  in 

sch o o ls ) w h ich  are very id en tica l to  th e  fin d in g  of th o se  o f th e  tw o  resea rch ers  

m en tio n ed  above. I t  d isco vers th a t SBA  ap p eared  to th e  te a ch e rs  as a ‘to p  d ow n  

ap p ro ach ’ (W ilh e lm  and C h en  Pei, 2 0 0 8 ) .  As a resu lt, E n g lish  te a ch e rs  co n sid er 

th e p ra c tice  o f SBA  ‘an eye w a sh ’, and the head te a ch e rs  regard  it  as ‘o fficia l 

fo rm ality ’.

SBA would he cffcctivc i f  it were included in the JS C  and SSC exam. As it is not practiced, 

SBA is done just f o r  showing the o ffic ia l form ality . (T eacher Interview)

There is SBA but it is an 'eye-wash' because the SBA m arks is given relatively to written  

m arks. (H ead teacher Interview)

T ea ch ers  th in k  th a t s in ce  th e tra d itio n a l ro le o f a ssessm en t in  th e  c la ssro o m s of 

B anglad esh  (as opp osed  to  classroom based a sse ssm e n t) has b een  ex a m  p rep aratio n  

and th e m arks given  in SBA  bears no ‘re fle c tio n ’ in  p u b lic  e x a m in a tio n s  lik e  JS C , 

S S C , n e ith e r  te a ch e rs  n or s tu d en ts  find  th e  im p o rta n ce  o f su ch  p ra c tice  and 

co n seq u en tly , th ey  hardly  sh o w  in te re st in  it.

"Teachers arc giving much im portance on SBA but it seems less im portant to the students. 

Because there is no reflection o f  SBA in the certificate exam s like SSC, JS C  etc. SBA has

Chapter 04: Analysis and Interpretation o f Data
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no value to the students when they are going to get adm itted  into co llege"  (H ead teacher  

Interview)

The present assessm ent system is not appropriate f o r  evaluating students’ learning 

outcom e o f  English language. I think something m ore is needed. F o r  exam ple, in SDA 

som e m arks can be a llocated  to test the speaking skill o f  the students. As there no such 

allocation  o f  m arks, they do not take any preparation. (T eacher Interview)

A s  m en tio n ed  above som e s tu d e n ts  in clu d in g  a n u m b er o f h ead  te a ch e rs  are 

d o u b tfu l ab o u t th e  h o n esty  and fa irn ess in  provid ing  m ark s in  SBA  to  s tu d en ts . 

They  th in k  th a t th o se  s tu d e n ts  w h o ta k e  p rivate  tu itio n  to  th e  E n g lish  tea ch ers  

are b lessed  w ith  fu ll/good  m arks in  SBA  by  th e  resp ectiv e  tea ch ers .

A nother seam y side o f  SBA is that, there is a  scope o f  doing p artia lity  by the teachers who 

practice private tuitions. They may give m ore numbers o r  point to their private tuition 

students.

... But as in SBA there a re  som e m arks in teacher's hand, it has a  chance o f  corruption.

T h e  p ro b lem  o f re lia b ility  and valid ity  w ith  th is  m eth o d  o f a lte rn a tiv e  assessm en t 

is fu rth er ech o ed  by th e  fo llow in g  s ta tem en t.

Again som e teachers arc used to giving m ore m arks to som e specific students according to 

their own choice. The teachcr can give m arks w ithout fo llow in g any rule, as there is no 

p r o o f on the basis o f  which category the teacher is giving m ore m arks to those students.

T e a c h e rs ’ m ajo r co n ce rn  w ith  SBA  w as th e ir  p e rce p tio n  th a t it  w a s  th e  la s t o f too  

m any n ew  in itia tiv e s  th a t th ey  had to  ju g gle , a long w ith  th e ir  b u sy  sch ed u les  and 

heavy w o rk lo ad . D ata from  tea ch er q u estio n n aire  and  fie ld  n o tes  sh o w  th a t an

chapter 04: Analysis and Interpretation o f Data
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E n g lish  te a ch e r  has to  ta k e  at lea st 6 -7  c la sse s  in  a day a t a sch o o l. A s a resu lt, th ey  

hard ly  have tim e  to  w o rk  on  SBA. H ead te a ch e rs  share,

Teachcrs are not interested to fo llow  the SBA system as it dem ands m ore time and industry 

besides the regular classroom  activities.

SBA is creating extra pressure fo r  the teachcrs. I think traditional system is b etter  than SBA.

T h ey  also p o in ted  ou t th a t th e ir sch o o ls  have large s tu d e n t p o p u la tio n . Som e ol 

th e  c la ssro o m s have even as m any as 93 s tu d e n ts . In su ch  large c la sse s  th ey  found 

it  hardly  p o ssib le  to  p ra c tice  m u ltifa ce te d  a ssessm en t to o ls.

Year'Cnding exam s arc m ore effective than the SBA system. Because teachers are not 

interested to fo llow  the SBA system as it demands m ore time and industry besides the regular 

classroom  activities.

The number o f  students in our schools is large. So, we can't implement the SBA. But it should 

be fo llow ed  in English.

Though we fo llow  year'Cnding exam, SBA is also  effective. But as we have huge students I 

cannot apply it.

Som e tea ch ers  th in k  th a t th e co n te n ts  o f th e  sy llab u s are very big. So  if  th ey  are 

engaged in  several typ es o f assessm en t all th e  year rou n d , th ey  w ill fa il co v er th e  

en tire  sy llab u s in  th e  s tip u la te d  tim e.

We do not fo llow  SBA. So, students' perform ance like speaking cannot be measured. Wc did  

not get curriculum. The prescribed m ethod cannot be fo llow ed  as students’ involvement is not 

so much and the number o f  lessons is too much in the b oo k  to fin ish  it in time.

Chapter 04: Analysis and Interpretation o f Data
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H ead te a ch e rs  w ere  also  co n cern ed  th a t th e ir  te a ch e rs  w ere n o t ad equ ately  

p rep ared  to  im p lem en t SBA  u n d er th e  p re se n t so c io -e co n o m ic  co n d itio n  o f th e 

teach ers. A s m o st te a ch e rs  are fin a n cia l in so lv en t and  th e  sa lary  th ey  receive  is 

in su ffic ien t, th ey  have to  engage in  o th e r  jo b s  b es id es  tea ch in g . So  it  is  hard ly  

p o ssib le  for th em  to  provide e x tra  tim e for th e  e x tra  w o rk  th ey  have to  do for SBA.

SBA is an cffcctive means o f  assessm ent but because o f  socio-econ om ic conditions o f  

teachers and heavy w ork'load  o f  teachers, it can be applied truly and effectively.

E ffectiv e im p le m e n ta tio n  of any n ew  p o licy  req u ires e ffectiv e  m o n ito rin g  and 

feed b ack . In terv iew  sessio n s w ith  resp o n d en ts  in d ica te d  th a t th e re  w a s hard ly  

any m o n ito rin g  and  su p erv ision  w ith  reg ard s to  SBA . M o n ito r in g  in  any 

assessm en t fo r E n g lish  and all o th e r  s u b je c ts ’ te a ch e rs  is u su ally  co n d u cte d  by  

head  teach ers . A cco rd in g  to  tea ch ers, th ere  is no m o n ito rin g  from  N C T B  or 

ed u catio n  board s.

Although we fo llow  year-ending exam  only, I think SBA is m ore effective. W e arc  looking  

our students f o r  fiv e  years. So, it would be m ore fru itfu l to m ake  judgment by us. But as 

board  authority does not m ake m onitor  it and m ake us bound to fo llow  SBA, we do not 

fo llow  it. (H ead teacher Interview)

chapter 04: Analysis and Interpretation o f Data

4.7.5 Practice of Giving Marks in SBA
M o st tea ch ers  p ra c tice  som e form s of SBA  b u t th ere  is hard ly  any te a ch e r  found 

w ho reco rd s m ark s ag ain st any co m p o n en t. T h e  fo llo w in g  ta b le  sh o w s it  w ell.
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Indicators Number of 
teachers

Percentage Frequency Record
Kept

C la s s 'te s ts 12 100 2 '4  tim e s/te rm Yes

C la s s 'w o rk s 12 100 A lm o st everyday No

H o m e 'w o rk s 12 100 A lm o st everyday N o
G ro u p 'w o rk s 12 100 T w ic e /w e e k N o

A ssig n m en t T w ic e /te rm Y es
O ral 
P resen ta tio n

0 0 N /A N/A

Table 19: Keeping records of marks for different com ponents of SBA

H ead te a ch e rs  are o f th e  o p in io n  th a t s in ce  SBA  is n o t b e in g  p ra c tice d  in  th e ir  

sch o o ls  and  co n se q u e n tly  m arks are n o t a llo ca te d  in  th e  w ay  as it  has been  

m ention ed  in th e  S hikkhak N irdcshika  ( 2 0 0 6 ) .  In  fa c t, som e o f th em  (a s  w e have seen  

from  th e ir  w o rd s above) and som e s tu d e n ts  du rin g  F G D  p o in te d  o u t th e  'ch a n ce  

of co rru p tio n ’ and  m a lp ra c tice  in  g iving m ark s in  SBA . A n o th e r  h ead  te a ch e r  to ld  

th a t ‘teachers usually give m arks in SBA w ithout thinking.’ O n e  h ead  te a ch e r  e x p ressed  

h is d issa tisfa c tio n  in  th e  fo llow in g  w ays,

Som e teachers are used to giving m ore m arks to som e specific students according to their 

own choice. Teacher can give m arks w ithout follow ing any rule, as there is no p r o o f  on the 

basis o f  which category they arc giving m ore m arks to those students.

O n the o th e r  hand, tea ch ers  also ad m itted  th a t they do n o t p ra c tic e  SBA , th ey  do 

n ot a llo ca te  m ark s in  SBA  in  th e  w ay as it  has b een  m e n tio n e d  in  th e  Shikkhak  

N irdcshika  ( 2 0 0 6 ) .

D ata from  in terv iew s w ith  tea ch ers  and field  n o tes  sh o w  th a t tca c h e r  fo llow  

d ifferen t p ra c ticc s  in th is  regard. Som e o f th e  te a ch e rs  give an average m arks in 

SBA  to  all s tu d e n ts , w h ile  o th ers  give a p ro p o rtio n a l m ark s  to  in d iv id u al s tu d en ts  

based  on  h is/h er m ark s in  term in a l exa m in a tio n s. T h e  fo llo w in g  ta b le  sh o w s h ow
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the 12 teachcrs give marks of SBA.

Teacher Averagely Proportionately To give passing/ 
increase grade

Class tests’ 
marks as 

SBA
A Y Y
B Y Y
C Y Y
D Y Y

Y Y
Y

G Y Y
H Y Y

Y Y
Y Y

K Y
L Y

Table 20: how marks of SBA given

F rom  th e  ta b le  w e  see th a t m o st te a ch e rs  (5 0 % )  give an average m a rk s  in  SB A  to 

all s tu d en ts, w h ile  o th ers  (3 3 .3 % ) give a p ro p o rtio n a l m a rk s  to  ind iv id ual 

s tu d en ts  b a sed  on  h is/h er m arks in  term in a l exa m in a tio n s. A n o th e r  n o ta b le  p o in t 

is th a t m a jo rity  o f th e  tea ch ers  (837o) in te n tio n a lly  give m ore m ark s to  w eak  

s tu d en ts  to  en su re  a p assin g  grade, and to  som e p referred  s tu d e n ts  to  in crease  

th e ir  grade.
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Table 21: Average marks given in SBA (taken from a teacher’s Marks Script)

Some of them (16.77o), on the other hand, count monthly/w^eekly class tests’ marks 
as SBA marks.

There are three exams in our school Besides this we take some subject'Wise model tests in 
monthly basis. The monthly exam is treated as SBA.

Most teachers apply another malpractice in this regard. They are found to give 
more marks in SBA to help poor students earn a passing grade and to some other 
increase their grades.

Teachers usually give pass marks in SBA without thinking. Actually teachers are not 
aware of the importance of SBA. ... If the students cannot perform well, then the teachers 
give more marks in SBA, so that the students can pass in the terminal examinations. So, 
in the remote schools like ours, SBA is not so effective.
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Grade sheets of some other teachers show that they give abundance of marks in 
SBA to all students.

Table 22: Abundance of marks in SBA (taken from a teacher’s Marks Script)
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chapter 05: Findings and Discussion

5.1 Major Findings
T h e  stu d y  co m es up w ith  th e  fo llow in g  m ajo r find ings.

1. D esp ite  th e  p resen t E n glish  Language C u rricu lu m  (d ev elop ed  and provided  by 

N C T B , 1 995) has been  in  vogue for m ore th an  a d ecad e, m o st o f th e  E n glish  

tea ch ers  and h ead  teach ers  do n o t p o ssess  c le a r  idea a b o u t i t  and  its  goals and 

o b jectiv es . T h ey , how ever, th in k  th a t p re se n t cu rricu lu m  em p h a siz es  th e 

d evelop m en t o f four language sk ills  o f th e s tu d e n ts , (w h ic h  th ey  have heard 

w h ile  th ey  a tten d ed  d ifferen t tra in in g s) th a t certa in ly  are in  lin e  w ith  w h at 

has b een  m en tio n ed  as aim  o f th e  cu rricu lu m  (see  N C T B  C u rricu lu m , 1995).

2. S in ce  m o st o f th e  tea ch ers  do n o t have c lea r an d  co m p reh en siv e  id ea ab o u t th e 

E n glish  cu rricu lu m , it  is n o t su rp risin g  th a t th ey  s im ilarly  have no c lear idea 

abou t th e  p resen t assessm en t system , a lth o u g h  m a jo rity  o f th em  th in k  th at 

p resen t a ssessm en t system  is n o t a p p ro p ria te  for a ch iev in g  th e  o b je c tiv e s  of 

E n g lish  cu rricu lu m .

3. S in ce  th ey  are n ot q u ite  fam iliar w ith  th e  p re se n t a ssessm en t system , 

esp ecia lly  w ith  SBA  as a m eans of a ltern ativ e  and co n tin u o u s  assessm en t, it is 

again n ot su rp risin g  th a t they  ca n n o t rea lize  th e  im p o rta n ce  and  u tility  o f SBA  

in  ach iev in g  th e  o b je c tiv e s  o f E n g lish  cu rricu lu m . C o n se q u e n tly , m o st tea ch ers  

a long w ith  h ead  te a ch e r  co n sid er SBA  in a p p ro p ria te  and  u seless.

4. S im ilar to  th e ir  teach ers , s tu d en ts  o f th e sch o o ls  s tu d ied  are only  fam iliar w ith  

th e  term  SBA  and  the m arks (3 0 % ) a llo ca ted  for SB A  (fo rm a tiv e  a ssessm en t). 

B u t th ey  are n o t q u ite  fam iliar w ith  th e  6 co m p o n e n ts  b a se d  on  w h ich  307o 

m arks are to  b e  given. W h ile  som e o f th em  have n o  idea ab o u t th ese  

co m p o n en ts  at all, o th ers  have provided a w id e range o f co m p o n e n ts  (as m uch  

as 16) w h ich  go m uch  beyond  th e 6  co m p o n en ts.
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A

5. All th e  sch o o ls , how ever, fo llow  tw o  ty p es o f a sse ssm e n ts . T h ese  arc 

sum m ative a ssessm en t and fo rm ativ e  a ssessm en t. T h re e  term in a l 

ex a m in a tio n s  ta k e  th e  form  o f su m m ative a sse ssm e n t an d  7 0 %  m ark s are 

a llo ca ted  fo r th is  typ e o f assessm en t, w h ile  3 0 %  m a rk s  are  a llo ca te d  for 

form ative a ssessm en t (w h ich  is com m on ly  term ed  and w r itte n  as SB A ).

6. B esid es c la ss  te s ts , as a p art o f co n tin u o u s  a ssessm en t, s tu d e n ts  in form ed  th a t 

th ey  w ere assessed  d u rin g  th e c la s s 'h o u r  in  a daily  b a sis . T h e y  w ere  involved 

in  resp o n d in g  orally  to  q u estio n s  ind iv id ually  or in  ch o ru s. So m etim es 

teach ers  w ro te  d o w n  q u estio n s on  th e  b la ck b o a rd s  and  ask ed  s tu d e n ts  to  

an sw er orally  or in  w ritin g . A t tim es tea ch ers  assessed  th em  by en gagin g  them  

in  p a ir /g ro u p 'w o rk s . M o st o f th e  tim e te a ch e rs  assessed  th em  in  th e  m id d le o f 

th e  class. Som e te a ch e rs  assessed  p rev iou s d ay’s le sso n  a t th e  b eg in n in g  o f th e 

fo llow in g  day. A ll tea ch ers  gave h o m e 'w o rk s  at th e  en d  o f a lm o st every lesson .

7. T ea ch ers  generally  preferred  to ask  q u e stio n s  to  th e  w h o le  c la ss , th a t is, to  all 

s tu d en ts  in  g en era l and  w aited  for th e  s tu d e n ts  to  sh o w  th e ir  w illin g n e ss  to 

an sw er b y  ra isin g  th e ir  hands. T e a ch e rs  also  ten d  to  a sk  q u e stio n s  d ire c tly  to 

indiv idual s tu d en ts . S tu d e n ts ’ F G D  and  classroo m  o b se rv a tio n  d ata  reveal th at 

teach ers  ten d  to  ask  q u estio n  to  good s tu d e n ts  th an  th e  w e a k  ones. A nd w ith  

regard to  p o sitio n , tea ch ers  p referred  to  ask  q u e stio n s  to  th e  fro n t b en ch ers. 

T h ey  hard ly  reach ed  to  b a c k  b en ch ers.

8. T ea ch ers  asked  m ostly  su ch  type o f q u e stio n s  th a t d em and ed  m em o rizatio n . 

T h ere  w ere only very few  q u estio n s asked  liy th e te a ch e rs  w h ich  invol\'ed 

stu d en ts  to  reply  based  on  th e ir  o w n  th in k in g  or real life  ex p e rie n ce . A lm ost 

all th e  q u e stio n s  asked  by th e tea ch ers  w ere  c lo sed  q u e stio n s . O n ly  very few
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q u e stio n s  gave c lu es to  s tu d e n ts  to  u n d erstan d  an d  a n sw e r p rev io u s q u estio n s  

o r to  m o tiv a te  th em  to w a rd s  learn ing.

9. T h e  q u e stio n s  asked  by  th e  te a ch e rs  in  th e  c la ssro o m  w ere  m o stly  from  the 

k n o w led g e su b -d o m ain  o f th e  co g n itiv e  dom ain. O n ly  a very few  n u m b er of 

q u estio n s  w h ich  covered  o th er su b -d o m a in /h ig h er d o m ain  o f th e  co g n itiv e  

d om ain  lik e  ap p lica tio n , an alysis, sy n th e s is  and ev a lu atio n  w ere  asked . T h u s 

th e used  q u e stio n s  w ere  re la ted  to  m easu re lo w er o rd er o f learn in g .

10. T h e  p ra c tice d  classro o m  assessm en t (o n ly  th rou g h  o ral q u e stio n in g  and class  

te s ts )  is co m p etitiv e , s tra ig h tfo rw a rd  and  c o n te n t re la te d  ra th e r  th a n  goal 

o rien ted  and  its  feed b a ck  is evaluative ra th e r  th a n  d escrip tiv e . A s a resu lt, th e 

n atu re  o f c lassro o m  a ssessm en t in d ica te s  m o stly  to  ‘a sse ssm e n t o f learn in g ’ 

th an  ‘a ssessm en t for learn in g ’.

11. T h e  stu d y  fou nd  th a t tea ch ers  give fe e d b a ck  to  th e ir  s tu d e n ts  o n  th e ir  w o rk s, 

b u t th ese  are usually  verbal o n es, a lth o u g h  so m etim es w r it te n  fe e d b a ck s  are 

also  given, h i case o f giving feed b ack  m ostly  te a ch e rs  s im p ly  te ll learn ers 

w h e th e r  th e ir  an sw ers are righ t or w ron g, or sim ply provide evaluative feedback 

in  the form  o f grades and short, n on -sp ecific  com m ents o f praise or censure.

12. A lth ou gh  th ey  stron g ly  believe th a t assessin g  s tu d e n ts  in  th e  c la ssro o m  and 

giving th em  feed b ack  are im p o rta n t for im p roving  th e  p erfo rm an ce  and 

ach iev em en t o f th e stu d en ts, as th ey  are n o t q u ite  fam iliar w ith  SBA , it  escap es 

th e ir  eyes th a t th e ro le o f SBA  is  w h a t th ey  b e liev e  in  (i.e . c lassro o m  

a ssessm en t and provid ing feed b a ck )

13. As a resu lt, a lthough  they  p ra c tice  som e form  of a sse ssm e n t and give fcedloack 

in  th e c lassro o m , they arc rc lu c ta n t to  p ra c tice  SBA.
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^  14. A lth ou gh  m o st sch o o ls  involve th e ir  s tu d e n ts  in c la ss  te s ts , c la ss  w o rk s, grou p

w o rk s, h om e w o rk s, and oral p re se n ta tio n , it is n o t done in  th e  w ay it  is 

su p p osed  to  b e  done. E sp ecia lly  c la s s 'w o rk s , grou p  w o rk s , h om e w o rk s , and 

oral p re se n ta tio n  are n o t p ra c tice d  and  co n sid ered  a p a rt o f form ative 

assessm en t. R a th e r  th ey  are done casu ally  in  th e sen se  th a t th ey  do th ese  as 

ro u tin e  ta sk s  in  th e  c lassroo m  and th ese  ta sk s  go u n reco rd ed  and u nm arked .

15. C o n seq u en tly , a lth o u g h  tea ch ers  have b e e n  d ire c te d  to  assess  every stu d e n t 

th rou g h  c la ss  te s ts , c la ss -w o rk s, grou p  w o rk s, assig n m en t and  oral 

p re se n ta tio n  and record  th e ir p erform an ce in a record  lis t, no sch o o l w as 

found to  do so.

16. A s a re su lt, a lth o u g h  th e ir  s tu d e n ts  have to  s it  for c la ss  te s ts  w eek ly /m o n th ly , 

have to  do c la ss  w o rk , have to  b e engaged  in  grou p  w o rk s , have to  su b m it 

hom e w o rk s, th ese  hardly  ta k e  th e  form  o f SBA  as it  h as b een  m en tio n ed  in 

S hikkhak N irdcshika  ( 2 0 0 6 ) ,  and play any ro le in  id en tify in g  th e  w e a k n e ss  o f the 

s tu d e n ts , g iv ing  th em  rem ed ial m easu res to  overcom e th e  w ea k n e sse s , and 

even tu ally  im prove th e ir  learn in g  and ach iev em en t.

17. A lth ou gh  te a ch e rs  and s tu d en ts  in form ed th a t all th e fou r language sk ills  (e.g. 

lis ten in g , sp eak in g , read in g  and w ritin g ) are b e in g  p ra c tice d  and assessed  in 

th e  classro o m s, c lassroo m  o b serv atio n  d ata  sh o w  th a t  lis te n in g  and sp eak in g  

sk ills  are n o t p ra c tice d  and assessed  in  th e  real term . S p ea k in g  sk ill p ra c tice  is 

done only in  th e  form  th a t teach ers  ask  q u e stio n s  to  s tu d e n ts  and  th ey  reply to 

th ese. M oreover, s tu d en ts  w ere fou nd  to  give o n e-w o rd  a n sw er to  the 

q u estio n s. In  th e  sam e w ay, lis te n in g  sk ill p ra c tice  is d o n e only  in  th e  form  

th a t te a ch e rs  a sk  q u estio n s and s tu d e n ts  rep ly  or te a ch e rs  engage s tu d e n ts  in
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^ read in g  a p assag e aloud and o th e r  s tu d e n ts  lis te n  to  it. N o p lan n ed  and  re a l­

tim e sp e a k in g  o r lis te n in g  p ra c tice d  is  fou nd  in  any c lassro o m .

18. S in ce  for th e  m ost p art only q u estio n in g  in  th e  c la ssro o m  is th e  only  form  o f 

a ssessm en t and  th is  is verbal (e x c e p t tw o  o r th re e  w r itte n  c la s s 't e s t s ) ,  n e ith e r  

te a ch e rs  n o r  s tu d e n ts  can  k eep  a n o te  on  th e  s tro n g  o r w e a k  p o in ts  o f th e  

s tu d e n ts  b e ca u se  it  is  hardly  p o ss ib le  to  k eep  all th e se  p o in ts  in  m em ory  b o th  

for te a ch e rs  and stu d en ts.

19. S im ilarly , th e  feed b a ck s given on th e  p erfo rm an ce  o f th e  s tu d e n ts  are m o stly  

verbal; s tu d e n ts  can  hardly  rem em b er th ese  and u se  th ese  in  rem ovin g  th e ir  

w ea k n esses  and  im p roving  fu rther.

20. In som e sch o o ls  th e m arks o f th e c la ss  te s ts  are co n sid ered  SBA  m arks. Som e

'S te a ch e rs  give m ore or less average m ark s to  all s tu d e n ts  in  SBA . O n  th e  o th e r

hand , a n o th e r  grou p  o f tea ch ers  give a p ro p o rtio n a l m ark s in  SBA  co n sid erin g  

in d iv id u al s tu d e n ts ’ m arks in  te rm in a l e x a m in a tio n s . Som e s tu d e n ts  

m en tio n ed  th a t tea ch ers  have b een  fou nd  to  p rovid e good  m ark s (o n  S B A ) to  

th o se  s tu d e n ts  w h o  a tten d  p rivate  tu itio n  to  te a ch e rs . Som e te a ch e rs  are fou nd  

to  give m ore m ark s in  SBA  to  help  p o o r s tu d e n ts  earn  a p a ssin g  grad e and  to  

som e o th e r  in crea se  th e ir grades.

21. G rad e sh eets  o f som e o th er tea ch ers  sh o w  th a t th ey  give a b u n d an ce  o f m arks 

in  SBA  to  all s tu d en ts. S im ilarly , m a jo rity  o f th e  h ead  te a ch e rs  are fish y  ab o u t 

th e  h o n esty  o f teach ers. T h ey  th in k  th a t th e re  is g rea t ch a n ce  o f co rru p tio n  in  

SBA  m arking .

22. T h u s, no sch o o l in  reality  p ra c tice s  SBA  as form  o f fo rm ativ e  assessm en t. B o th  

head  te a ch e rs  and E n glish  te a ch e rs  can d id ly  co n fessed  th a t th ey  are n o t
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p ra c tic in g  SB A  in  th e ir  schools.

23. T h e  stu d y , h ow ever, a lso  d iscovers th e reason s b eh in d  te a c h e rs ’ failu re  in 

im p lem en tin g  SBA  in  th e ir  E n g lish  classroo m s. T h e se  are: te a ch e rs ’ negative 

a ttitu d e  to w a rd s  SBA , th e ir  heavy w o rk lo ad s, large s tu d e n t p o p u la tio n , large 

co n te n ts  o f sy llabu s, no re flectio n  o f th e  m ark s o f SBA  in p u b lic  ex a m in a tio n s  

like J S C  and S S C  exa m in a tio n s, la ck  of h o n esty  and  fa irn ess  in  te a ch e rs , la ck  

o f valid ity  and  re lia b ility  o f SBA  as an a ssessm en t, p o o r s o c io 'e co n o m ic  

co n d itio n s  o f tea ch ers , ab sen ce  o f m o n ito rin g  and  su p erv is io n  by  co n cern ed  

a u th o rity  h k e  N C T B , ed u ca tio n  b o ard s etc.

24 . T h e  m ain  o b jec tiv e  of th e stu d y  is to  in v estig a te  th e  use o f SBA  in E n glish  

co u rses  a t g rad es V I to  V III, th e ir  lin k  to  th e  lea rn in g  o u tco m e s and the 

co rresp o n d in g  in flu en ces  on  ach iev in g  th e  o b je c tiv e s  o f in te n d e d  E n glish  

language cu rricu lu m . T h e  stu d y  clearly  in d ica te s  th a t s in ce  SBA  is n o t b ein g  

p ra c tice d  at all in  any sch o o l, it can  hard ly  play any ro le in  ach iev in g  the 

o b jec tiv es  o f in ten d ed  E n glish  language cu rricu lu m . M o s t te a ch e rs  and head 

tea ch ers, h ow ever, th in k  th a t if  SBA  co u ld  b e  im p lem en ted  in  th e  classro o m s, 

it  w o u ld  su rely  help  s tu d e n ts  to  ach ieve th e  o b jec tiv es .

5.2 Discussion

Like m any lo ca tio n s  around th e  w orld , learn in g  E n g lish  has th e  o b je c tiv e  o f 

learn ers’ g a in in g  a ccess  to  te ch n ica l, ed u catio n a l, or p ro fessio n a l o p p o rtu n itie s  

(C an ag ara jah , 2 0 0 2 , 2 0 0 5 ) . R esp o n ses  from  th e  s tu d e n ts  to  th e  q u e stio n s  on th e ir  

reason s and  lik in g  o f learn in g  E n g lish  ech o  th e  sam e, w h ic h  are b a s ica lly  in  line 

w ith  th e  goals and  o b jec tiv es  th a t are m en tio n ed  in  th e  p re se n t E n g lish  

cu rricu lu m  (N C T B , 1995).
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^  B u t it  is reg retfu l to  ex p lo re  th a t a lth o u g h  th e  p re se n t E n g lish  Language

C u rricu lu m  (d ev elo p ed  and p rovided  by  N C T B ) h as b een  in tro d u ce d  fo r m ore 

th an  a d ecad e, m ost o f th e E n glish  te a ch e rs  and head  te a ch e rs  do n o t p o ssess  c lea r 

idea ab o u t it and its  goals and o b jectiv es . L ik ew ise , th ey  have no c lea r idea ab o u t 

th e  p resen t a ssessm en t system , a lth o u g h  m a jo rity  o f th em  th in k  th a t p re se n t 

a ssessm en t sy stem  is n o t a p p ro p ria te  fo r ach iev in g  th e  o b je c tiv e s  o f E n g lish  

cu rricu lu m . F u rth erm o re , s in ce  th ey  are n o t q u ite  fam iliar w ith  th e  p resen t 

assessm en t system , esp ecia lly  w ith  SEA  as a m eans o f a lte rn a tiv e  and co n tin u o u s  

assessm en t, it  is n o t su rp rising , a lth o u g h  a b so lu te ly  u n e x p e c te d  th a t  th ey  ca n n o t 

rea lize  th e  im p o rta n ce  and u tility  o f SEA  in  ach iev in g  th e  o b je c tiv e s  o f E n g lish  

cu rricu lu m . T e a c h e rs ’ re lu cta n ce , ab sen ce  o f read in g  h a b its  and  la c k  o f tra in in g  

(H a b ib  et al, 2 0 0 7 )  can  be held resp o n sib le  fo r su ch  ig n oran ce.

In m ost sch o o ls  very few  su b je c t  te a ch e rs  g o t tra in in g  on  E n g lish  cu rricu lu m  and 

assessm en t sy stem  in clu d in g  SBA. In  fa c t, o u r te a ch e rs  have h is to r ic a lly  received  

litt le  or no tra in in g  or su p p ort a fter th ey  e n te r  in to  te a ch in g  p ro fessio n  (H erm an  

&  D o rr ' Brem m e, 1 9 8 4 ). T h e form al a ssessm en t tra in in g  te a ch e rs  do receive o ften  

fo cu ses on  larg e-sca le  te s t a d m in istra tio n  and sta n d a rd iz e d  te s t  sco re  

in te rp re ta tio n , ra th e r  th an  o n  th e  te s t  c o n s tru c tio n  s tra te g ie s  o r ite m 'w rit in g  

ru les th a t te a ch e rs  n eed  to  crea te  th e ir  o w n  te s ts  (S tig g in s  &  B rid g efo rd , 1985).

W h a te v e r  m ay b e th e  reason s, it is hard ly  d ifficu lt to say th a t if  te a ch e rs  

th em selves la c k  su ffic ie n t exp o su re  to  an yth in g , th ey  ca n n o t im p lem en t th is  and 

eventually  ach iev in g  th e  goals and o b je c tiv e s  w ill n o t b e  p o ssib le . B ecau se  

w ith o u t a fo u n d a tio n  o f w h a t te a ch e r  ed u ca to rs  ca ll 'classroom  assessm ent literacy ’ 

(W N C P , 2 0 0 6 ) ,  few  if any o f th ese  ch an ge in itiati\ 'es w ill lead to  th e 

im p rovem en ts w c w an t for our s tu d en ts . A sse ssm e n t-lite ra te  ed u cato rs  

u n d erstan d  th a t a ssessm en ts  ca n  serve a variety  o f im p o rta n t users and  fu lfill
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purposes in  b o th  su p p o rtin g  and verify ing  learn in g . T h ey  k n o w  th a t q u ality  

f  a ssessm en ts  arise  from  ay s ta l'ck c ir  achievem ent targets and are d esig n ed  and b u ilt to

sa tisfy  sp e c ific  assessm ent quality control c r ite ria . T h o se  steep ed  in  th e  p rin c ip le s  o f 

sou n d  a ssessm en t u n d erstan d  th a t a ssessm en t resu lts  m u st b e  delivered into the 

hands o f  the intended user in  a tim ely  and u n d ersta n d a b le  form . F in a lly , th ey  are 

keen ly  aw are o f th e  fac t th a t assessm en t can  no lon ger b e seen  m erely  as 

so m eth in g  ad u lts  do to  stu d en ts. R a th er , s tu d e n ts  are c o n sta n tly  assessin g  th e ir  

ow n  ach iev em en t and  actin g  on th e  in feren ces  th ey  d raw  a b o u t th em selves. 

A ss e ss m e n t'lite ra te  ed u cato rs  k n o w  h o w  to  engage students in productive s e l f  

assessments th a t w ill su p p ort th e ir  learn in g  su cc e ss  (W N C P , 2 0 0 6 ) .  B u t as th e  

find ings o f th e  stu d y  sh o w  th a t our tea ch ers  have m in im al c la ssro o m  a ssessm en t 

h teracy , th ey  p o ssess  negative a ttitu d e  to w a rd s  SBA  an d  co n sid e r  it  

in ap p ro p ria te .

/

In th is  stu d y  tca ch e rs  opined th a t th ey  use a sse ssm e n t for a variety  o f p u rposes. 

T h e  p u rp ose o f assessm en t is prim arily  to  evalu ate  s tu d e n ts ’ p erfo rm an ce  in 

learn ing. T h ey  also  id en tified  p u rp o ses lik e  id en tify in g  m is ta k e s , w e a k n e sse s  of 

s tu d en ts, g ain in g  in fo rm atio n  for im p ro v em en t o f s tu d e n ts ’ lea rn in g  e tc . B u t in  

p ra c tice , th ey  w ere d ifferen t from  th e ir  v iew s. A ctu a lly  th ey  u sed  th e  m eth o d  o f 

tea ch er m ade assessm en t, n ot se lf or p eer a ssessm en t. E ven tu ally , th e  fo rm atio n  of 

te a ch e rs ’ b e lie fs  ab o u t th e  p u rp oses o f a ssessm en t ten d ed  th em  to  ch o o se  th e ir  

a ssessm en t s tra teg y  w h ich  affects  th e  m od e and e x te n t  o f s tu d e n ts ’ learn in g  

(Is lam , 2 0 0 9 ) .

Sch m id t (2 0 0 1 ) and R am orok a (2 0 0 7 )  argued th a t te a ch e rs  shou ld  em ploy  a 

variety  o f a ssessm en t s tra teg ie s  to  ca p tu re  varied  learn in g  (w h ic h  is actu a lly  

p rescrib ed  by  N C T B  in  SB A ). N o sin g le  s tra teg y  ca n  b e u sefu l to  all th e  s tu d e n ts  

at th e sam e tim e for th e  sam e p urpose. T h e  te a ch e rs  d u rin g  th e  in te rv ie w  in  th is
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stud y  also  o p in ed  th a t th ey  used  d ifferen t a sse ssm e n t s tra te g ie s . B u t c la ssro o m  

o b serv a tio n s  sh o w  th a t tea ch ers  used  ‘o ral q u e stio n in g  to  s tu d e n ts ’ as th e  m o st 

co m m on  form  o f assessm en t, a lth o u g h  th ey  o cca s io n a lly  also  a llo w ed  s tu d e n ts  to  

w rite  d o w n  an sw ers  to  th e  q u estio n s and th en  read  o u t s e le c te d  few , engaged 

s tu d en ts  in  grou p  w o rk s, c la ss  w o rk s  e tc . T h e se  fin d in g s are s im ilar to  th e 

prev ious s tu d ies  ex p lo rin g  assessm en t p ra c tic e  in  th e  c la ssro o m s o f B an glad esh i 

seco n d ary  sch o o ls  (e.g. A hsan, 2 0 0 7 ; Begum  e t al, 2 0 0 7 ) . S u ch  a ssessm en t p ra c tice  

ca n n o t provid e te a ch e rs  th e  o p p o rtu n ity  o f assessin g  th e  d ev elop m en t o f s tu d e n ts ’ 

language sk ills . T h is  typ e of assessm en t p ra c tice  ig n ores th e  idea of d iagn osin g  

s tu d e n ts ’ w eak n ess.

M oreover, th is  p a rticu la r  ty p e o f c la ssro o m  a sse ssm e n t is  o fte n  u n p ro d u ctiv e  

(Is lam , 2 0 0 9 ) ,  b eca u se  resp o n se to  su ch  q u e stio n s  a ctu a lly  ch e c k s  s tu d e n t’s 

e x te n t o f a b so rb in g  co n te n t o f th e lesso n  ra th e r  th a n  en co u rag in g  h im /h er to  use 

language as a m eans o f co m m u n ica tio n . B esid es, u su ally  te a ch e rs  ask ed  q u e stio n s  

d irectly  from  th e  lesso n  for assessin g  b u t n o t fo r m o tiv a tin g  lea rn ers  to  u se 

language or en su re  any re in fo rcem en t. F u rth erm o re , th ese  q u e stio n s  w ere  m ostly  

closed  and s tu d e n ts  rep lied  to  th ese  in one o r tw o  v^^ords, w h ic h  fail to  assess th e ir  

language sk ills . B esid es, th ese  q u estio n s w ere ask ed  to  assess  th e  ‘k n o w led g e ’, 

su b 'd o m a in  o f co g n itiv e  dom ain  o f s tu d en ts. O n ly  a few  q u e stio n s  w ere  asked  to  

assess ‘co m p reh en sio n ’ or ‘a p p lica tio n ’. S u ch  ty p e o f a sse ssm e n t in  e ffect lim its  

th e learn in g  e x p e rie n ce  o f learn ers and even tu ally  th e  o b je c tiv e s  o f co m m u n ica tiv e  

language cu rricu lu m  rem ain s unfulfilled .

P rovid ing effectiv e  feed b a ck  to  s tu d e n ts  is an  in s tin c tiv e  c h a ra c te r is t ic  o f SBA  

(Begum , 2 0 0 5 ) . F e e d b a ck  for learn in g  provid es ev id en ce th a t co n firm s or 

ch allenges an idea th a t a stu d en t holds. It g ives re co g n itio n  for ach iev em en t and 

g ro w th , and it  in clu d es c lear d ire c tio n s  fo r im p rovem en t. It en co u rag es  s tu d en ts
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to  th in k  a b o u t, and resp on d  to , th e  su g g estio n s. A nd it  fo cu sse s  o n  b o th  qu ality  

and learn in g  (B an g crt'D ro v v n s, K u lik , and K u lik  (1991); B a n g e rt 'D ro w n s , K u lik , 

K u lik , and M org an  (1991); K luger and D eN isi (1 9 9 6 ) ; and  B la ck  and W ilia m  

(1 9 9 8 ) .) . P rev iou s stu d ies  d one on  cla ssro o m  a sse ssm e n t p ra c tic e  in  B an glad esh  

(A h san , 2 0 0 7 ; B egum  et al, 2 0 0 7 , Islam , 2 0 0 9 )  sh o w  th a t  te a ch e rs  generally  

provide evaluative feed b ack  to  th e ir  s tu d e n ts  and  th ey  u sed  fe e d b a ck  as a m eans 

o f only co rre c tm g  th e  in co rre c t an sw ers  of th e  s tu d e n ts . In  th e  stu d y  teach ers  

gave feed b a ck  b o th  orally  and w ith  o cca s io n a l w r itte n  co m m en ts . A lth ou g h  

te a ch e r  fe e d b a ck  ca n  be observ ed  in  a lm o st every c la ssro o m , its  use d oes n ot 

alw ays serve as an  effectiv e classro o m  a ssessm en t to o l. “T h e re  are clearly  

record ed  ex am p les  . . .  in w h ich  tea ch ers  have, q u ite  u n co n sc io u sly , respond ed  in 

w ays th a t w o u ld  in h ib it th e  fu tu re learn in g  o f a pupil. W h a t  th e  ex a m p les  have in 

co m m on  is th a t th e  te a ch e r  is lo o k in g  for a p a rticu la r  resp o n se  and  la c k s  th e 

fle x ib ility  or th e  co n fid en ce  to  deal w ith  th e  u n e x p e cte d . So  th e  te a ch e r  tr ie s  to  

d irect th e pu pil to w ard  giving th e  e x p e c te d  a n sw e r” (B la c k  &  W illia m  1 9 9 8 ,1 4 3 ).

M oreover, th e  p re se n t stu d y  sh o w s th a t th e  q u ality  and  am o u n t o f fe e d b a ck  w as 

in su ffic ien t. T h e se  feed b a ck s, h ow ever, le t s tu d e n ts  k n o w  only  w h e th e r  th e ir 

an sw ers/resp o n ses  are ‘co rre c t’ or ‘in c o rre c t ’. B esid es,, te a ch e rs  provided 

co m m en ts  on w ritte n  w o rk s in the classroo m  as w ell as on hom e w o rk  scrip ts . 

But th ese  co m m en ts  only a llow ed  s tu d e n ts  k n o w  w h e th e r  th ey  are rig h t or 

w rong, or h o w  w ell they  have done. T h e se  fe e d b a ck  do n o t id e n tify  areas w h ere 

and w h a t ch an g es w ere needed to  im prove. M oreov er, s tu d e n ts ’ o p p o rtu n ity  to  

resp ond  to  th e  feed b a ck  in  ord er to  m in im ize  th e  gap  w as to ta lly  ab sen t. T h ese  

feed b ack s le t s tu d e n ts  k n o w  only accu ra cy  o f th e ir  w o rk . T h u s  te a ch e rs ’ feed b a ck  

fails to  give any fu rth er in p u t for th e  s tu d e n ts . A nd  w e k n o w  th a t language
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learn in g  d evelop s w h en  e x tra  in p u t is added b eyond  th e  e x is tin g  level o f 

co m p e te n ce  (se e  K ra sh en ’s ‘M o n ito r  M od el T h eo ry , 1985. p. 3).

R e co rd 'k e e p in g  is an  im p o rta n t p a rt o f en su rin g  q u a lity  in  a sse ssm e n t for 

learning. T e a ch e rs  keep  d etailed  n otes, n ot for m ak in g  co m p a ra tiv e  ju d g e m e n ts  

am ong th e  s tu d e n ts , b u t to  provide ea ch  s tu d e n t w ith  in d iv id u alized  d escrip tiv e  

feed b ack  th a t  w ill help  fu rth er th a t s tu d e n t’s learn in g . G o o d  re co rd 'k e e p in g  

sh o w s w h e th e r  th e  s tu d e n t w o rk  is on  tra c k  and, w h en  i t  is n o t, ra ise  q u e stio n s  

abou t th e  in s tru c tio n  and w ays it cou ld  b e ad ju sted . T h e  fo cu s o f re co rd 'k e e p in g  

in a ssessm en t for learn in g  is on d o cu m en tin g  in d iv id u al s tu d e n t learn in g  and 

a n n o ta tin g  it  in  re la tio n  to  th e co n tin u u m  o f learn in g . T h e  fo cu s  is  a lso  on 

id en tify in g  g rou p s o f s tu d en ts  w ith  s im ilar learn in g  p a tte rn s  so th a t  in stru c tio n  

can  be e ffic ien tly  d ifferen tia ted  (W N C P , 2 0 0 6 ) . B u t u n fo rtu n a te ly  our te a ch e rs  

can  n ot avail o f th ese  ad\’an tages as n ot a s in g le  tca c h e r  in th e  stu d y  w as found to  

give m ark s on  c la ssro o m  assessm en t and k eep  reco rd  o f th o se  m arks.

Badger and  W ilk in s o n  (1 9 9 8 ) observ e th a t language te a ch in g  and  a sse ssm e n t are 

in e x tr ica b ly  lin k ed  and w o rk  w ell to g e th e r w h en  te a ch e rs  provid e o p p o rtu n itie s  

for learn ers to  try  o u t th e ir  literacy  co m p eten ce . T o  en su re  th is  th e  p re se n t C L T  

based  E n g lish  cu rricu lu m  (N C T B , 1995) su g g ests  th a t b es id es  a ssessin g  read in g  

and w ritin g  sk ills  o f th e  s tu d en ts , th e ir  sp eak in g  and lis te n in g  sk ills  should  also  

be assessed . In  th is  regard , p ra c tice  o f SBA  prov id es te a c h c rs  w ith  o p p o rtu n ity  to  

assess th ese  la tte r  tw o  sk ills  esp ecia lly  th rou g h  cla ss  w o rk , o ral p re se n ta tio n , and 

group w o rk  (R a h m a n  and R ah m an , 2012; N unan , 1991 ). Y et, a lth o u g h  te a ch e rs  

and s tu d e n ts  in fo rm ed  th a t all th e  fou r language sk ills  (e.g. lis te n in g , sp eak in g , 

read ing  and w r itin g ) are b ein g  p ra c tice d  and assessed  in  th e  c la ssro o m s, 

classroo m  o b serv a tio n  d ata sh o w  th a t lis te n in g  and  sp ea k in g  sk ills  are n ot 

p ra c ticed  and assessed  in th e real term . Sp eak in g  sk ill p ra c tice  is done only  in th e
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form  th a t te a ch e rs  a sk  q u estio n s  to  s tu d e n ts  and  th ey  rep ly  to  th ese . M oreov er, 

s tu d en ts  w ere  fou nd  to  give o n e-w o rd  an sw er to  th e  q u e stio n s . In  th e  sam e w ay, 

h sten in g  sk ill p ra c tice  is done only in  th e  form  th a t te a ch e rs  ask  q u e stio n s  and 

s tu d en ts  rep ly  or te a ch e rs  engage s tu d e n ts  in  read in g  a p assag e alou d  and  o th e r  

s tu d en ts  lis te n  to  it. N o p lan n ed  and r e a l't im e  sp ea k in g  o r lis te n in g  p ra c tic e d  is 

found in any classroo m . As a resu lt, a ce n tra l p ro b lem  in  su ch  ty p e o f p ra c tic e  o f 

assessin g  s tu d e n ts  is valid ity  (S p o lsk y , 1975) w h ich  is co n ce rn e d  w ith  w h e th e r  a 

te s t  m easu res w h a t it  is in ten d ed  to  m easu re (W e ir , 1 9 9 0 ).

I f  it  is im p o rta n t to  k n o w  if  a p erso n  ca n  sp e a k  a seco n d  lan gu age, th e n  it  shou ld  

b e im p o rta n t to  te s t  th a t p erso n 's  sp eak in g  a b ih ty  d ire c tly  (Jo n e s , 1977). F o r  th is  

reason , a ssessin g  oral p ro ficien cy  has b eco m e one of th e  m o st im p o rta n t issu es in 

language te s tin g  s in ce  th e  ro le o f sp eak in g  a b ility  h as b e co m e  m ore ce n tra l in  

language te a ch in g  w ith  th e  ad ven t o f co m m u n ica tiv e  lan g u ag e te a ch in g  (H a rtley  

and Sp orin g , 1999 ; N akam u ra, 1993). In  su ch  case  o ral p re se n ta tio n  co u ld  be a 

great m eans o f assessin g  oral p ro ficien cy , if  te a ch e rs  w o u ld  p ra c tice  SBA.

A n u m b er o f te a ch e rs  and  head  te a ch e rs  reg re tted  th a t  as th ere  is  no  sep arate  

m arks for sp ea k in g  sk ills , s tu d e n ts  do n o t feel m o tiv a ted  to  try  sp e a k in g  sk ills  and 

they  do n o t engage th em  eith er. If  th ese  te a ch e rs  had p ra c tic e d  SBA  p rop erly , they  

could  easily  use co m p o n en ts  like oral p re se n ta tio n  and grou p  w o rk  (as  te s ts  for 

sp eak in g  sk ill and a llo ca te  10 m arks for sp ea k in g ). G ro u p  w o rk  h as th e  fea tu re  of 

co o p erativ e  o r co lla b o ra tiv e  learn in g  w h ich  has lon g  b e e n  re co g n iz ed  as a s tro n g  

fa c ilita to r  o f learn in g  (e.g., see K agan  1 9 8 9 ). In  su ch  an ap p ro ach , in  the 

c lassroo m s s tu d e n ts  w o rk  to g eth er in  sm all co o p era tiv e  team s, su ch  as g rou p s or 

pairs, to  co m p le te  activ ities. In seco n d  language learn in g  en v iro n m en ts, s tu d en ts  

w o rk  co o p era tiv e ly  on  a lan g u ag e-learn in g  ta s k  o r co lla b o ra tiv e ly  by  ach iev in g  the 

goal th rou g h  co m m u n ica tiv e  use o f th e  ta rg e t language. P a rticu la rly  in  th e  la tte r
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case, if th e  learn in g  ta sk s  are d esigned  to  requ ire  activ e  an d  tru e  co m m u n ica tiv e  

in te ra c tio n  am ong s tu d e n ts  in  th e  ta rg e t language, th ey  h ave n u m ero u s b e n e fits  

on  a tta in m en t. In  fa c t, th e ra tio n a le  fo r th e  em p lo y m en t o f co m m u n ica tiv e  ta sk s  is 

b ased  on  co n tem p o ra ry  th eo ries  o f language learn in g  and  a cq u is itio n , w h ich  cla im  

th a t language use is the driv ing  fo rce  for language d ev elo p m en t (L o n g  1989; 

P rabhu  1987). F o r exam p le, ad v o cates o f su ch  th eo ries  (see  P ica , K anagy, and 

F alo d u n  1993) su g g est th a t, as N o rris  e t al. (1 9 9 8 ) p u t it , “t k  best w ay to k a rn  and 

teach a  language is through social interactions. [ . . .  they] allow  students to w ork tow ard a clear  

goal, share inform ation and opinions, negotiate meaning, get the in terlocu tor’s help in 

comprehending input, and receive fe ed b ack  on their language production. In the process, learners 

not only use their interlanguage, but also  m odify it, which in turn prom otes acquisition" (p. 31).

M oreover, s in ce  tea ch ers  are n o t p ra c tic in g  SBA , in te g ra te d  L 2 (se co n d  language, 

here, E n g lish ) in s tru c tio n  and assessm en t w ere also  fou nd  m issin g . B ased  on th e ir 

e x p erien ce  m any L2 tea ch ers  and cu rricu lu m  d esig n ers b e liev e  th a t  in teg ra ted  

F L /L 2  in s tru c tio n  and assessm en t ca n  in crease  le a rn e rs ’ o p p o rtu n itie s  fo r L2 

p u rp osefu l co m m u n ica tio n , in te ra c tio n , reaW ife language u se, and  d iverse ty p es o f 

co n te x tu a liz e d  d isco u rse  and lin g u istic  fea tu res, all o f w h ic h  have th e  goal o f 

develop ing  s tu d e n ts ’ language p ro fic ien cy  and sk ills  (fo r  d e ta ile d  d iscu ss io n , see, 

e.g., E llis, 2 0 0 3 ; F o to s , 2001, 2 0 0 2 ; S n o w , 2 0 0 5 ) .

Besid es, th e  stu d y  found th a t th e c lassroo m  a ssessm en t en v iro n m en t in  ju n io r  

secondary sch o o l centered around tw o  facts: harsh-oriented and publiC'Oriented 
w h ich  fall u n d er th e  categ o ry  of n o rm ativ e-o rien ted  ra th e r  th a n  le a rn in g 'o rie n te d  

(A m es, 1992; M cm illa n  and W o rk m a n , 1998 c ite d  in  H u ssain , 2 0 0 7 ) . T h e  le a rn in g ' 

orien ted  a ssessm en t en v iron m en t fo cu sed  on  classro o m  a sse ssm e n t p ra c tice s  th a t 

en h an ce s tu d e n ts ’ learn ing, involve s tu d e n ts  in  a ssessm en t p ro ccss  and give them  

o p p o rtu n ities  to  im prove th e ir p erlo rm an ce  and provide th em  w ith  in fo rm ative
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a ssessm en t feed b ack . T h e  h arsh 'O rien ted  cla ssro o m  e n v iro n m en t fo cu ses  on 

h arsh n ess  o f a ssessm en t and grad ing  o r co m p arin g  b y  p ro v id in g  s tu d e n ts  and 

criteria . T h e  p u b lic  o rien ted  a ssessm en t en v iro n m en t em p h a siz es  th e  im p o rta n ce  

o f grades ra th e r  th an  learn in g  and fo cu ses  on  p u b lic  ra th e r  th a n  p riv a te  ev alu atio n  

and re co g n itio n  p ra c tice s  by  n orm ativ ely  co m p arin g  an d  so c ia lly  reco g n iz in g  

s tu d e n ts ’ p erform an ce. T h e  find ings o f th e  stu d y  allude to  th e  fa c to r  o f n orm ativ e- 

o rien ted  a ssessm en t en v iron m en t th a t has b een  b ifu rca ted  in to  tw o  d im en sion s: 

h arsh 'O rien ted  and p u b h c o rien ted  a ssessm en t en v iro n m en t.

T ea ch ers , h ow ever, should  n o t b e h eld  so le ly  resp o n sib le  fo r n o t  im p lem en tin g  

SBA. Previou s stu d ies  have s ta te d  th a t sch o o l and cla ssro o m  cu ltu re  o ccu p ie s  an 

in flu en tia l p lace  in  form ing and co n fin in g  h o w  te a ch e rs  th in k  and  a c t (K am en , 

1996; G riesd o rn  &  E d elson , 2 0 0 2 ; P u tn an  &r B orko, 2 0 0 0  c ite d  in  W a n g , 2 0 0 4 ) .  

T h e ir  a c tio n s  are o ften  m od ified  b eca u se  o f p erceiv ed  e x te rn a l c ircu m s ta n c e s  and 

th ey  o ften  have to  stay  w ith in  th e  e x p e c ta tio n  o f cu ltu re  in sid e  and o u ts id e  of 

sch o o ls  (K ey s et al, 20 0 1 ;T o b in , 1990, W a n g , 2 0 0 4 ) .  T o b in  (1 9 9 0 )  s ta te s , 'W h e n  

teach ers  a c t in  th e  classroo m , tiiey  do w h a t m akes sen se  to  th em  in  th e ir  

c ircu m sta n ce s ’. T h is  stud y  also su p p o rts  th is  s ta te m e n t. U n u su ally  large 

c lassroo m s, a very lim ited  len g th  ( 3 5 '4 0  m in u te s ) and  n u m b er o f c la ss  p eriod , 

in te llec tu a lly  d iversified  s tu d e n ts , no re fle c tio n  o f th e  m ark s o f SBA  in p u b lic  

ex a m in a tio n s lik e  J S C  and S SC  ex a m in a tio n s, la ck  of su p p o rt and m o n ito rin g , and 

a d m in istrativ e  in terferen ce  resist te a ch e rs  to  w elco m e su ch  in n o v a tio n  in 

assessm en t p ra c tice . Eventually , th e  in n o v a tio n  is far from  b e in g  a su cce ss fu l one 

b ecau se  tea ch ers ' p ercep tio n s  are a cru cia l fa c to r  in  th e u ltim a te  su cc e ss  o r failure 

o f any ed u catio n a l in n o v atio n  (K elly , 1998). A cco rd in g  to  W ilh e lm  and C h en  Pci 

(2 0 0 8 ) ,
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E L T  curricu lar reform efforts in A sia arc impressive but have taken, f o r  the m ost part, 

^  a  top-down approach. Long-lasting change will depend upon the beliefs, responses, and

efforts put forth by participants as they strive to meet the challenges of change (p. 80).’

T h e ir  cla im  is fu rth e r  su p p orted  by H am zah  and S in n asam y  ( 2 0 0 9 )  w h o  qu o ted  

T a n  Sri D r M urad M oham m ad  N or, th e form er E d u ca tio n  D ire c to r  G en era l as 

cla im in g, ‘...T h e m o st im p o rta n t p art in  th e  im p le m e n ta tio n  o f any p lan , is the 

teach ers. H o w ev er good  th e  p lan , it  w ill b e  o f no use if  th e  te a ch e rs  do n ot 

im p lem en t it  w ell (p. 1 4 ).’

As cla im ed  by D erek  (2 0 0 1 ), and H all ct al's (1977), S ta g es  o f C o n ce rn  M od el is 

p ro b ab ly  th e  m o st c ite d  in d iv id u ah o rien ted  m od el in  re se a rch  on  th e  co n ce rn s  o f 

teach ers  w h en  im p lem en tin g  changes. A cco rd in g  to  H all ct al, co n ce rn  is  “th e 

co m p o site  re p re se n ta tio n  o f feelings, p re o ccu p a tio n , th o u g h t, and  co n sid e ra tio n  

 ̂ given to  a p a rticu la r  issu e or ta sk ” (p .5 ).

T h e  co n ce rn s  have b een  ca teg o riz ed  in to  7 d is t in c t  stages.

Stage l(A w a re n e ss ); L itt le  co n cern  ab o u t o r in v o lv em en t w ith  th e  in n o v a tio n  is 

in d icated .

Stage 2 (In fo rm a tio n a l): A general aw areness, o f th e in n o v a tio n  and  in te re st in 

learn in g  m ore d eta il ab o u t it  is in d icated . T h e  p erso n  seem s to  b e u n w orried  

abou t h erse lf/h im se lf in  re la tio n  to  th e  in n o v atio n . S h e/h e  is  in te re ste d  in 

su b sta n tiv e  a sp e cts  of th e  in n o v atio n  in  a se lfless  m a n n er su ch  as general 

c h a ra c te r is tic s , e ffects , and req u irem en t for use.

Stage 3 (P e rso n a l): Individual is u n ce rta in  ab o u t th e  d em an d s o f th e  in n o v atio n , 

her/h is in ad eq u acy  to  m eet th o se  dem and s; and h er/h is  ro le  w ith  th e  in n o v atio n . 

T h is  in clu d es an aly sis o f h is/h er ro le in  re la tio n  to th e  rew a rd  s tru c tu re  o f th e  

o rg an ization , d ecisio n  m aking, and co n sid era tio n  o f p o te n tia l c o n flic ts  w ith

r
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ex is tin g  s tru c tu re  and p erso n al co m m itm en t. F in a n c ia l o r s ta tu s  im p lica tio n s  of 

th e  program  for se lf and co lleagu es m ay also  b e  reflected .

Stage 4 (M a n a g e m e n t): A tte n tio n  is focu sed  on th e p ro ce sse s  and ta sk s  o f u sing 

th e in n o v a tio n  and  th e  b e s t use o f in fo rm a tio n  and  reso u rces . Issu es re la ted  to 

efficien cy , o rg an iz in g , m anaging, sch ed u lin g , and  tim e d em an d s are u tm o st.

Stage 5 (C o n se q u e n c e ): A tte n tio n  fo cu ses on  im p a ct o f th e  in n o v a tio n  on  s tu d en ts  

in h er/h is  im m ed ia te  sp here o f in flu en ce. T h e  focu s is on re lev an ce  o f the 

in n o v atio n  for s tu d e n ts , evalu ation  o f s tu d en t o u tco m es, in clu d in g  p erform an ce 

and co m p e te n cie s , and  ch an ges needed to  in crea se  s tu d e n t o u tco m es.

S tage 6 (C o lla b o ra tio n ); T h e  focu s is on  co o rd in a tio n  and  co o p e ra tio n  w ith  o th ers 

regard ing  u se o f th e  in novation .

Stage /(R e fo c u s in g ) : T h e focu s is on e x p lo ra tio n  o f m ore u n iv ersa l b e n e fits  from  

th e  in n o v atio n , in clu d in g  th e  p o ss ib ility  o f m a jo r ch an g es  o r  rep la ce m e n t w ith  a 

m ore p o w erfu l a ltern ativ e . Ind ivid ual h as d efin ite  id eas a b o u t a lte rn a tiv es  to  th e 

prop osed  or e x is tin g  form  o f th e  in n o v atio n . (D erek , 2001 ,p . 1 0 6 '7 )

T h e  p resen t stu d y  d iscovered  the E n glish  te a ch e rs  at s ta g e s  1 and 3. F irs tly , they 

are lit t le  co n ce rn e d  ab o u t and have litt le  in vo lv em en t w ith  th e  in n o v a tio n  (S ta g e - 

1: A w aren ess). Seco n d ly , th ey  are u n ce rta in  ab o u t th e  d em an d s o f th e  in n o v atio n , 

and th e ir  ro le w ith  th e  in nov ation . T h is  in clu d es an aly sis  o f th e ir  ro le  in  re la tio n  

to  th e rew ard  s tru ctu re  o f th e o rg an iza tio n , d ecisio n  m aking , and co n sid e ra tio n  of 

p o ten tia l c o n flic ts  w ith  e x is tin g  s tru ctu re  and p erso n al co m m itm e n t (S ta g e - 3: 

P erso n al).

H ow ever, b eca u se  o f all th e  above m en tio n ed  fa c to rs  S ch o o l B ased  A ssessm en t is 

hardly p lay in g  any role in  ach iev ing  th e  o b je c tiv e s  o f th e  in ten d ed  E nglish  

language cu rricu lu m  at grades 6 -8 .

Page 16

Dhaka University Institutional Repository



chapter 05: Findings and Discussion

5.3 Recommendations " —■i

Several im p lica tio n s  co u ld  b e  derived  b ased  on th e  fin d in g s. T h e re  w ere 

in d ica tio n s  th a t b ecau se  o f several reaso n s th ey  are n o t p ra c tic in g  it. T hey , 

how ever, w ere u n ce rta in  and n o t aw are ab o u t th e  im p o rta n ce  o f SBA  in ach iev ing  

th e learn in g  o b jec tiv es .

F o r th is  reason , s in ce  te a ch e rs ’ co m m itm en t to  im p lem en t a lte rn a tiv e  a ssessm en ts  

for b e tte r  learn in g  need s co n tin u ed  su p p ort on  a lo n g 'te rm  b a s is , and d em and s for 

overarch in g  ch an g es in  th e ir  cu rricu la r tra n sa c tio n s  and ped agogies, th ere  is a 

great need  to  develop ap p ro p ria te  d ata  b ases in  th e  areas o f a ssessm en t 

k n o w led ge and  sk ills . S in ce  a m a jo rity  o f te a ch e rs  are fo u n d  to  te n d  to  rem ain  

largely passive and  reactiv e  te c h n ic ia n s ’ ra th e r  th a n  activ e  and  p ro -a ctiv e  

‘p ro fessio n a ls ’ to w a rd s  th is  ed u catio n a l in n o v atio n  and im p le m e n ta tio n  (Y u ng 

2002 :113), th ey  rem ain  calcified . T h is  co u ld  be b ecau se  o f th e  la c k  o f serious 

o rg an iza tio n a l e ffo rts  to  b rin g  in  te a ch e r  aw aren ess an d  e x p o su re  to  p ro fession al 

k now led ge. T h e re  is an  u rg en t need  to  b rin g  a b o u t a ch an g e  in  th ese  areas.

T h e  cu rricu la r  rev iew s u n d ertak en  in  B an glad esh  and co m m o n  a ssessm en t ta sk s  

in tro d u ced  in  sch o o ls  seem  to  have ignored  th ese  h um an in p u ts. T h e  w ay forw ard  

in th is  regard cou ld  be d efin ite ly  te a ch e rs ’ p ro fession a l tra in in g  and d evelop m ent. 

As A nd erson  and M ich en er (1 9 9 4 ) in d ica te , th e  p o te n tia l fo r im p roving  th e 

qu ality  o f te a ch e rs  and o f ed u catio n  lays n o t so  m u ch  w ith  th e  p re -serv ice  te a ch cr  

ed u catio n  as w ith  th e p ro fession al develop m en t o f in -serv ice  tca ch e rs  and th eir 

p ractice .

A t th is  ju n c tu re , it  is  obviou s th a t in -serv ice  tra in in g s are m u ch  n eed ed  in  o rd er to  

address th is  u rgency . As cla im ed  by  F e rg u so n -P a tr ick  ( 2 0 0 9 ) ,  “... Most s ta ff
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developm ent and school improvement activities continue to leave teachers’ knowledge and skills 

essentially untouched (p. 2)". In th is  in sta n ce , th ere  is ev id en ce  th a t th e  te a ch e rs ’ 

k n o w led ge an d  sk ills  in  im p lem en tin g  s c h o o l'b a se d  a sse ssm e n t is  s t ill  q u ite  p oor 

d esp ite  th e  g u id elin es and o b jec tiv es  provid ed  b y  th e  M in is try  o f E d u catio n .

M oreover, resp o n d en ts  in th is  stud y  w ho had gone fo r tra in in g  in  SBA  lam en ted  

on  th e fac t th a t th e  co u rse  and ex p o su re  o ffered  by  th e  m in istry  o f E d u ca tio n  w as 

in su ffic ien t. M any fe lt th a t provid ing  th em  w ith  a b o o k le t o f th e  n e w  fo rm at did  

n o t give a good  idea o f w h a t w as ex p ected . A s su ch  in te rp re ta tio n s  varied  from  

one te a ch e r  to  a n o th e r and from  one sch o o l to  an oth er. It is needed to  be 

u n d ersto od  th e  fa c t th a t any ch an ge in  p o licy  req u ires  e ffectiv e  tra in in g  to  be 

provided  to  all p a rtie s  co n cern ed . H en ce, th e  c r u x  o f th e  issu e s  o f te a ch e r  

readiness and on'the-job training for a variety of assessment skills remain to be 
p rio ritised  and  ap p ro p riate ly  ad d ressed  (T h im m ap p a  &  Sh arm a, 2 0 0 3 ) .

M ore freq u en t b riefin g s and w o rk sh o p s for te a ch e rs  to  g e t hands'On tra in in g  and 

exp o su re  to  SBA  sh o u ld  b e arranged. F u rth erm o re , m ore h a n d s-o n  sess io n s  su ch  

as w o rk sh o p s  and op en  d iscu ssio n s on  th e  ch a llen g es  an d  issu es  in  im p lem en tin g  

th e  assessm en t need  to  be carried  out. T h e  fe e d b a ck s  g a th ered  fro m  th e tea ch ers  

as w ell as th e  s tu d e n ts  should  be able to  provide re lev an t in fo rm a tio n  to  th e  

M in istry  in  th e ir  a tte m p t to  d ecid e on  th e n ecessa ry  ch an g es and  m o d ifica tio n s  to  

th e e x is tin g  a sse ssm e n t’s p o lic ies  and guid elines.

It is w o rth  n o tin g  th a t the teach ers  involved in  th e  stu d y  also  in d ica ted  th e ir  

co n cern s  in  term s of th e  m anagem ent of th e  a ssessm en t. O n e area th ey  cla im ed  

c r itica l is tim e m anagem ent. As cla im ed  by  H am zah  and S in n asam y  ( 2 0 0 9 )  w h o  

qu oted  W e ir  (1 9 9 4 ) , teach ers  have n egative fee lin g s  to w a rd s  s c h o o l'b a sc d  

assessm en t due to  tw o  com m on reason s; it  w as im p osed  o n  th em  and tim e- 

co n stra in t.
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Step s m u st b e ta k en  to  ensu re school to p  m anagem ent esp ecia lly  th e  sch o o l head 

teach ers, a ss is ta n t head  tea ch ers  and th e sen io r a ss is ta n ts  te a ch e rs  b e tra in ed  to 

m o n ito r and  su p erv ise  teach ers  w ith  regards to  SBA . A cco rd in g  to  Z a ltm a n  et a1 

(1973), ch an g e  p ro cess  m ay be an alyzed  at tw o  lev els; in d iv id u al and 

o rgan ization al. H all and H ord  co n cu r th a t in  a tte m p tin g  or m o n ito rin g  ch an ge, 

“lead ers o f o rg a n iz a tio n a l ch an ge need  to  devise w ays to  a n tic ip a te  and fa c ilita te  

ch an ge at th e  in d iv id u al level” (2 0 0 1 , p. 7).

H ead te a ch e rs  o f th e  sch o o ls  as in stru ctio n a l lead ers in  th e  sch o o l m u st p lay  th e ir  

role to  ta k e  effectiv e  m on ito rin g  and su p erv ision  m easu res. M o re  im p o rtan tly , 

e ffectiv e su p p o rt m ech an ism s m ust be provid ed  for te a ch e rs  w h o  need  help. 

E ffectiv e  lead ersh ip  in  sch o o ls  should  en su re  th a t th e  n ecessa ry  p o lic ie s  are in 

place to encourage and endorse a focus on rethinking classroom assessment with 
p u rpose in  m ind. S ch o o l and d is tr ic t  lead ers ca n  do m u ch  to  su p p o rt te a ch e rs ’ 

co n tin u ed  d evelop m en t o f th e ir  c lassroo m  a ssessm en t p ra c tice s .

Sch oo ls  also  m u st im p lem en t assessm en t sy stem s th a t are n o t only  align ed  and 

in teg ra ted  w ith  th e  cu rricu la , in s tru c tio n a l p ra c tic e s  and  p ro fession a l 

d evelop m en t s tra te g ie s , b u t also co n tr ib u te  to  the goal o f in crea s in g  stu d en t 

ach iev em en t based  on rigorous co n te n t stan d ard s. T h is  is co m p le x , d em and ing  

w o rk  th a t can  la s t several years. Y et, it  m u st be rig o ro u sly  im p lem en ted  a t school 

level.

In  th e ligh t o f re ce n t ch an ges in ed u ca tio n  and a m ove to w a rd s  form ative SBA , 

th ere is a n eed  for a review  o f th e  im p lem en ta tio n  o f SBA . E ffectiv e 

im p lem en ta tio n  o f SBA  requ ires a se t o f p ro ced u res  w h ich  ap p lies  m in im um  

p ro fession al req u irem en ts  to  each  level o f p erso n n el in volved  in  th e  p ro ce ss  o f 

SBA. F u rth erm o re , sch o o ls  should  also  m ove to w ard  th e  e s ta b lish m e n t o f a 

n e tw o rk  o f p ro fession a l personn el w ith  various lc\'cls o f re sp o n s ib ility  in each
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school. In  lin e  w ith  th e  co n tin u o u s  and fo rm ativ e  tra in in g  a t sch o o l level, sch o o l 

a d m in istra to rs  m u st ensu re regular SBA  co o rd in a tio n  m eetin g s  are held  to  

m o n ito r and evalu ate  SBA  p ra ctices .

Y ung (2 0 0 1 , 2 0 0 2 )  observ ed  te a ch e rs ’ c la ssro o m  p ra c tic e s  in  th e  im p le m e n ta tio n  

o f a T e a ch e r  A ssessm en t Sch em e (T A S ) in  H ong  K ong. O n e o f h is  co n clu d in g  

rem ark s is:

‘'...assessment innovation is a nccessary but not a sufficient, m echanism  f o r  changes with 

our educational system. The role o f  the teacher is challenged by the new assessm ent 

schem e —  the co-existence o f  assessment and learning requires a  significant change in the 

teachers’ pedagogy. F or  teachers to implement the new program m e, their existing 

understanding and beliefs conccrning assessm ent must be challenged and opportunities 

provided f o r  them to com c to terms with the philosophy o f  [he new assessment scheme. 

Most im portantly, the teachers themselves must undertake such a  learning process."

D eep learn in g  and  its  ap p lica tio n  in  p ra c tice  req u ires  m ore  th a n  ju s t  a tte n d in g  

tra in in g , w o rk sh o p s  and cou rses. T e a ch e rs  th em selv es have a re sp o n s ib ility  o f 

acq u irin g  p ed ag o gica l k n ow led ge and d issem in a tin g  it  to  o th e rs  th rou g h  

n etw o rk in g , b eca u se  ‘ch an ge requ ires ch an ge in  self’ (T h im m a p p a  and  Sharm a, 

2 0 0 3 ).

M oreover, several find ings cited  above in d ica te  th a t p erh ap s th e  tim e has co m c for 

th e a u th o ritie s  co n cern ed  to  lo o k  in to  te a ch e rs ’ w o rk lo ad . A re d u ctio n  in 

w ork load  and  a d ecrease  in  th e  n u m ber o f s tu d e n t en ro lm e n t m ay b e s te p s  in  th e  

rig h t d ire c tio n  to  en su re effectiv e  im p lem en ta tio n  o f SBA . R eg a rd in g  th e  in crease  

in  p ap er and ad m in istra tiv e  w o rk  su ch  as fillin g  in  form s, ca rd s  and  re p o rt b o o k s , 

a large m a jo rity  o f th e  resp o n d en ts  fe lt sch o o ls  shou ld  b e  p rov id ed  w ith  m ore 

office p erso n n el to  help  red u ce th e ir  w o rk lo ad .
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A s  th e  cu rre n t resea rch  tren d s are in  favor o f d evelop ing  re fle c tiv e , in q u irin g , and 

resea rch in g  tea ch ers , th e re sp o n sib ility  o f in -serv ice  te a c h e rs ’ p ro fessio n a l 

d evelop m en t re s ts  w ith  su p p ortive  lead ersh ip  and e m p a th e tic  m an ag em en ts. In 

th is  regard , th ere  is a need for b a lan ced  and flex ib le  b le n d in g  o f n e tw o rk in g  

o rg a n isa tio n s  in  th e  co u n try  and for resea rch  and d ev elo p m en t, fo cu sin g  on 

te a ch e rs ’ p erso n al a ttitu d e s  and ap p roaches.

H ig h -q u ah ty  reco rd -k eep in g  is c r it ic a l fo r en su rin g  q u a lity  in  c lassro o m  

a ssessm en t. T h e  record s th a t tea ch ers  and s tu d en ts  k eep  are th e  ev id en ce  th at 

su p p ort th e  d ecisio n s  th a t are m ade ab o u t s tu d e n ts ’ le a rn in g  (W N C P , 2 0 0 6 ) . 

T e a ch e rs  shou ld  p ra c tice  SBA  and  give m ark s for every co m p o n e n t and  keep  

reco rd  o f th ese . T h e  reco rd s should  in clu d e  d eta iled  an d  d e scrip tiv e  in fo rm atio n  

ab o u t th e  n atu re  o f th e  e x p e c te d  learn in g  as w ell as ev id en ce  o f s tu d e n ts ’ learn ing, 

and should  be c o lle c te d  from  a range o f assessm en ts.

F e e d b a ck  for learn in g  is p a rt o f th e  te a ch in g  p ro cess. I t  is  th e  v ita l lin k  b e tw e e n  

th e  te a ch e r ’s assessm en t o f a s tu d e n t’s learn in g  and th e  a c tio n  fo llo w in g  th a t 

assessm en t. O u r tea ch ers  shou ld  give d escrip tiv e  feed b a ck , b e ca u se  it  is  th e  k ey  to  

su ccessfu l a ssessm en t f o r  learning. S tu d e n ts  learn  from  a sse ssm e n t w h en  the 

tea ch er provides sp ecific , d eta iled  feed b a ck  and d ire c tio n  to  e a ch  s tu d e n t to  guide 

h is or h er learn in g . T o  be su ccessfu l, feed b a ck  needs to  b e  im m ed ia te  and  id en tify  

th e  w ay forw ard . It sliou ld  n ot sim p ly  te ll learn ers w h e th e r  th e ir  an sw ers  are 

righ t or w ron g, or sim ply  provide evaluative feed b ack  in  th e  form  o f grad es and 

sh o rt, n o n 'sp e c ific  co m m en ts  o f p ra ise  or cen su re. T h is  la t te r  k in d  o f feed b ack  

affects  s tu d e n ts ’ sen ses o f th em selves and te lls  them  h o w  th e y  s ta n d  in  re la tio n  to  

o th ers, b u t it o ffers very lit t le  d ire c tio n  for m oving fo rw ard  (W N C P , 2 0 0 6 ) .

As far as co m m u n ica tiv e  language tea ch in g  is co n ccrn e d  o u r te a ch e rs  need s m ore 

o rie n ta tio n  to  it. T h ey  have to  u n d erstan d  th a t w ith  C L T  b eg an  a m ov em en t aw ay
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from  tra d itio n a l lesso n  form ats w h ere th e  fo cu s w as on  m astery  o f d ifferen t item s 

o f gram m ar and p ra c tice  th rou g h  co n tro lle d  a c tiv itie s  su ch  as m e m o riz a tio n  ol 

d ialogs and  d rills , and to w ard  th e u se o f p a ir w o rk  a c tiv itie s , ro le  p lay s, grou p  

w o rk  a c tiv itie s  and  p ro je c t w o rk  (R ic h a rd s , 2 0 0 6 ) . T h e y  also  n eed  to  u n d ersta n d  

th a t th e  ty p e o f c lassro o m  a c tiv itie s  p ro p o sed  in  C L T  also  im p h ed  n ew  ro les  in 

th e cla ssro o m  for teach ers  and learners. L earn ers n o w  had  to  p a rtic ip a te  in 

cla ssro o m  a ctiv itie s  th a t w ere based  o n  a co o p era tiv e  ra th e r  th a n  in d iv id u a lis tic  

ap p ro ach  to  learn in g . S tu d en ts  had  to  b e co m e  co m fo rta b le  w ith  lis te n in g  to  th e ir  

peers in  grou p  w o rk  or p air w o rk  ta sk s , ra th e r  th a n  re ly in g  o n  th e  te a ch e r  fo r a 

m odel. T h ey  w ere e x p e c te d  to  tak e  on  a g re a te r degree o f re sp o n s ib ility  for th e ir 

ow n  learn in g  (Ja co b s  and Farrell, 2 0 0 3 ; R ich a rd s , 2 0 0 6 ) . A nd te a ch e rs  n o w  had to 

assu m e th e  ro le  o f fa c ilita to r  and m o n ito r (Ja c o b s  and  F arre ll, 2 0 0 3 ; R ich a rd s , 

2 0 0 6 ) . R a th e r  th a n  b e in g  a m od el fo r co rre c t sp e e ch  and  w r itin g  an d  o n e w ith  th e  

prim ary  re sp o n sib ility  o f m akin g  s tu d e n ts  p ro d u ce  p le n ty  o f e r ro r 'fre e  se n te n ce s , 

th e te a ch e r  had to  develop a d ifferen t v iew  o f lea rn ers ’ e rro rs  and o f h er/h is  ow n 

role in  fa c ilita tin g  language learning.

T o  en su re  all th ese , tea ch ers  have to  re so rt to  n ew  form s o f a sse ssm e n t to  rep lace  

tra d itio n a l m u ltip le 'ch o ice  and o th er item s th a t te s t  lo w e r-o rd e r  sk ills . M u ltip le  

form s o f a ssessm en t should  be used  to  b u ild  a co m p reh en siv e  p ic tu re  o f w h at 

s tu d en ts  can  do in  a seco n d  language (Ja c o b s  and F arre ll, 2 0 0 3 )

Page 22

Dhaka University Institutional Repository



chapter 05: Findings and Discussion

5.4 Conclusion

G ood  a sse ssm e n ts  are th o se  th a t focu s on  s tu d e n ts  and th e ir  learn in g . M itch e ll 

(1 9 9 2 ) in  h er b o o k  "T estin g  for Learning" argued fo r n ew  m e th o d s  o f assessin g  

p erform an ce, and  asserted  th a t th e  use o f SBA  can  have a s ig n if ica n t im p a c t on 

te a ch in g  s ty le  and  s tu d e n t ach iev em en t. R a th e r  th a n  ju s t  th e  tra d itio n a l w r itte n  

te s ts , te a ch e rs  w ill n eed  a n u m ber o f d ifferen t w ay s fo r a ssessin g  b o th  th e  p ro d u ct 

and p ro cess  o f s tu d en t learn in g  esp ecia lly  in  th e  te a ch in g  o f th e  E n g lish  language. 

G o od  k n o w led g e  acq u ired  by  th e  te a ch e rs  and  th e ir  b e s t  p ra c tic e s  w ill d efin ite ly  

en h an ce  th e  te a ch in g  and learn in g  o f E n g lish  lan gu age as s u b jc c t  and  w ill h elp  

ach ieve th e  o b je c tiv e s  o f language learn ing.

In line w ith  that the SBA in itia tiv e  is a major assessment reform in Bangladesh 
th a t en ta ils  su b s ta n tia l ch an ge in  sch o o l cu ltu re  an d  s tru c tu re s  as w ell as in  

ped agogic e x p e c ta tio n s  am ong s tu d e n ts , te a ch e rs , a d m in istra to rs , p a ren ts , and 

th e  w id er co m m u n ity . I t  requ ires th e  d ev elop m en t o f c o n te n t ' and  c o n te x t ' 

ap p ro p riate  assessm en t a ctiv itie s , in stru m e n ts , and p ro ced u res  th a t are e x p lic itly  

lin k ed  to  h ig h 'q u a lity  tea ch in g  and  learn in g  and  E n g lish  lan gu age te a ch e rs  w h o  

are n o t only  co n fid e n t and sk illed  at m ak in g  h ighly  co n te x tu a liz e d , c o n s is te n t  and  

tru stw o rth y  a ssessm en t d ecisio n s b u t also  effectiv e  at in volv in g  s tu d e n ts  in  th e  

assessm en t p ro cess. T h e se  are m ajor ch a llen g es on b o th  a th e o re tica l and p ra c tica l 

level. B lack  and W ilia m  (1 9 9 8 ) em p h asise  th a t a lth o u g h  it is c lea r th a t 

A ssessm en t fo r L earn in g  ca n  lead  to  im proved  s tu d e n t lea rn in g  and  ach iev em en t, 

its  im p lem en ta tio n  b y  tea ch ers  in  th e  classroorn  is n o t a ‘s im p le  m a tte r ’ and  ‘th ere  

is no q u ick  fix  th a t can  a lter e x is tin g  p ra c tice  by  p ro m isin g  rapid  rew a rd s’.

H en cefo rth , th ere  is a need  fo r the M in istry  of E d u ca tio n  to  en su re  th a t su ffic ie n t 

in 'd ep th  exposure courses are provided to English teachers. T each ers need hands-
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on ex p e rie n ce  in  te s tin g  and assessm en t in  o rd er to  en su re  b e s t p ra c tic e s  are 

shared  and ca rried  ou t. F u rth erm ore , E n g h sh  te a ch e rs  are  ch a llen g ed  w ith  a n ew  

paradigm  sh ift  in  th e  cu rre n t E F L  classroo m . T e a ch e rs  have to  b e in n o v ativ e  and 

creativ e  to  p ra c tic e  la te s t m eans o f a ssessm en t. In  su ch  a s itu a tio n  co n tin u o u s  on- 

going  fo rm ativ e  assessm en t seem  to  b e th e  call of th e  day. O n ly  th en  ca n  one 

e x p e c t to  w itn e s s  th e  ach iev em en t o f th e  o b je c tiv e s  o f th e  E n g lish  language 

cu rricu lu m  at sch o o ls , an im p rovem en t in  s tu d e n ts ’ p erfo rm a n ce  and  te a ch e r  

in stru ctio n .
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Effects of School Based Assessment (SBA) in 

Achieving the Objectives of Intended English Curriculum at Grades 6 to 8

Classroom Observation Checklist for MPhil Study on

Name oj the School: ............................................ Upazila: ............................................
Name o f the Teacher: ........................................  Years o f Teaching experience:
G rade: ....................................................................  Total number o f students: ...........
Lesson(s):............ Duration:.......  (mins) Observation D a te : ....... / ........ /.,

1. Learning Objectives (please put a mark
Content Comments/examples (if any)

• Made clear statement o f the purpose 

o f the lesson

Objectives o f  the lesson (from the teacher):

2. Methods and teciiniqucs used in the classroom (please put a mark)
Content Comments/examples (if any)

•  Lecture

• Question-answer

• Demonstration

• Pair work

• G roup work

• C lassw ork

• Home W ork

• B rain storm ing

• Ind iv idual task

Others ( i f  any):

3. Teaching aids/ materials used in the classroom (please put a ^  mark)
Content Comments/examples (if any)

• picture/ image

• chart

•  chalkboard

• model

• Audio device

Others ( i f  any):
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4. Formative Assessment techniques (please put a mark)
Content Comments/examples (if any)

• Ouestioning style
o O b jective questions (M C Q )

o Open-ended questions

o Close-ended question

o Questions to individual students

o Questions to the whole class

o Others

• Written task
o Paragraph

o Com position

o Letter

o F i l l  in the blanks

o G ram m ar

o Vocabu lary

o Assignm ent

5. Feedback techniques;
W hole class:

Ind iv idual students:

6. Skills Assessed in the class
Content Comments/exam 

pies (if any)
Specific skills

•  Reading

•  L isten ing

• Speaking/Oral Presentation

• W riting

Other Generic skills developed
•  Managing self-learn ing

• U sing information technology

• Problem so lv ing

• Demonstrating autonomy and initiative

• Co llaborative working sk ill

• T im e  management

• Re llecting  and responding to feedback

Others:
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Teacher Questionnaire for MPhil Study on 

Effects of School Based Assessment (SBA) in 

Achieving the Objectives of Intended English Curriculum at Grades 6 to 8

Name o f  the S c h o o l : ............................................  U p a z ila :..........................................

Name o f  the Teacher: ..........................................  Years o f  Teaching experience:

G ra d e :...........................................................................  Total number o f  students; . . . .

1. How long are you teaching English? ___________ _______ years

2. I think that learning English language means ach iev ing__________skills, (you can tick more

than one)

a) listening b) speaking

c) reading d) writing

3. Assessing students in the classrooms has positive impact on their learning o f  English?

a) agree b) agree strongly

c) disagree d) disagree strongly

4. How many classes/lessons do you have to take each day? _________________

5. How many students are there in your English classes? _________________

6. What is the duration o f  your English lessons? _________________

7. Do you think that this duration is enough for implementing S B A ?

a) yes, b) no

8. How many marks do you allocate for S B A  in English subject? _________________

9. How do you divide these marks for the sub-division o f  S B A ? Please write down

below_______

10. How many class-tests do you take in one term/semester? _________________

1 1. Do your students need to prepare assignments for every term /sem ester?

a) yes, b) no

12. I f  yes, how many assignments do they need to prepare for each term ? ______________

13. Do you involve your students in oral presentation?

a) yes, b) no

14. How often do you assign and evaluate class works?

a) Almost every day. b) occasionally, c) once a week d) once a term

15. How often do you assign and evaluate Homeworks?

a) almost every day, b) occasionally, c) once a week d) twice a term
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16. How often do you record the marks o f  homeworks and classw orks?

a) occasionally b) once a week, c) once a month d) once a term

17. Do you think that S B A  can be properly implemented in English subject?

a) yes, b) no

18. Do you think that launching SB A  has changed your way o f  teaching English/practice?

a) yes, b) no

19. Do you think that use o f  S B A  helps foster English language learning o f  your students?

a) yes, b) no

20. I think that use o f  S B A ____________ the preparation o f  my students for their terminal/fmal

examinations?

a) hinders greatly, b) hinders moderately c) does not hinder at all

2 1 . 1 think that class-tests help increase th e ______ skill(s) o f  my students? (you can tick more

than one)

a) Listening, b) Speaking c) Reading

2 2 . 1 think that class-w orks help increase th e _______

more than one)

a) Listening, b) Speaking c) Reading

2 3 . 1 think that home-works help increase th e ______

more than one)

a) Listening, b) Speaking c) Reading

24. I think that groupworks help increase th e _______

more than one)

a) Listening, b) Speaking c) Reading

25. I think that assignments help increase th e ______

more than one)

a) Listening, b) Speaking c) Reading

2 6 . 1 think that oral-presentations help increase the _ 

tick more than one)

a) Listening, b) Speaking c) Reading d) Writing

2 7 . 1 think that the objectives o f  English curriculum c a n _________ be achieved through applying

SB A  as a part o f  assessment process.

a) absolutely, b) moderately, c) only slightly, d) never

28. Are you engaged in private tuition?

a) yes, b) no.

d) Writing

skill(s) o f  my students? (you can tick 

d) Writing

skill(s) o f  my students? (you can tick 

d) Writing

skill(s) o f  my students? (you can tick 

d) Writing

skill(s) o f  my students? (you can tick

d) Writing 

______skill(s) o f  my students? (you can

Thank you  very much f o r  yo u r time_

11/
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Effects of School Based Assessment (SBA) in 
Achieving the Objectives of Intended English Curriculum at Grades 6 to 8

Head Teacher Interview for MPhil Study on

Name o f  the S c h o o l: ....................................................... U p a z ila :...........................................
Name o f  the T e a c h e r :....................................................  Years o f  Teaching experience:
G ra d e :................................................................................. Total number o f  stu d en ts:.........

1) Could share your idea about the English curriculum o f  junior secondary level (grade 6-8)? 

What are the objectives o f  this curriculum?

2) Do you take any other examination in English except the term inal/sem ester exam inations? 

I f  so, could you share what are those?

3) How would you define School-Based Assessm ent (S B A )?  Do you have any training on 

S B A ? I f  no, where have you got the idea o f  S B A  from?

4) How many marks do you allocate for S B A  in English? How do you divide those marks?

5) How many classes do you take everyday? On average, how many students do you have in 

your English classes?

6) Do you assess students in the classroom s? What are the objectives o f  this assessm ent?

7) Do you assess students through S B A ? I f  so, how?

8) Do you think that the objectives o f  English language curriculum can be achieved through 

S B A ? I f  yes, how?

9) We know that Learning a language refers to developing four skills (e.g Listening, speaking, 

reading and writing). Do you think that through S B A , these four skills can be developed? If  

yes, how?

10) Does SB A  have any positive or negative effect on the terminal/sem ester exam inations, final 

examinations and public examinations (like JS C )?  I f  so, please elaborate.

11) Do you think S B A  is being practised properly? Do your teacher face any challenge in 

implementing S B A ? What are the reasons for these?

12) What are your suggestions to the proper implementation o f  S B A  in English?

VI
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Effects of School Based Assessment (SBA) in 
Achieving the Objectives of Intended English Curriculum at Grades 6 to 8

Teacher Interview for MPhil Study on

Name o f  the S c h o o l :.......................................  U p a z ila :...........................................
Name o f  the Teacher: .....................................  Years o f  Teaching experience:
Grade: ................................................................... Total number o f  stu d en ts:.......

1) Could share your idea about the English curriculum o f  junior secondary level (grade 6-8)? 
What are the objectives o f  this curriculum?

2) Do you take any other examination in English except the terminal/semester exam inations? 
I f  so, could you share what are those?

3) How would you define School-Based Assessm ent (S B A )?  Do you have any training on 
S B A ? I f  no, where have you got the idea o f  S B A  from?

4) How many marks do you allocate for S B A  in English? How do you divide those marks?
5) How many classes do you take everyday? On average, how many students do you have in 

your English classes?
6) Do you assess them in the classroom s? What are the objectives o f  this assessm ent?
7) Do you think that your teaching practice has changed because o f  introducing S B A ? Please 

elaborate.
8) Does this change have any effect on your students' learning o f  English?
9) Do you assess students through S B A ? I f  so, how?
10) Do you think that the objectives o f English language curriculum can be achieved through 

S B A ? I f  yes, how?
11) We know that Learning a language refers to developing four skills (e.g Listening, 

speaking, reading and writing). Do you think that through S B A , these four skills can be 
developed? I f  yes, how?

12) Do you take class-tests in every term /sem ester? W hen, how and how many times do you 
do this?

13) Does this have any effect on students' learning o f  English?
14) Do your students have to submit home-works to you? I f  yes, can you give a few examples 

o f the type o f  home-works you give? Do you get sufficient time to provide feedback to 
you?

15) Do your students have to prepare assignments? I f  so, when and how frequently?
16) Do you think that by doing home-works and assignments students can develop any 

language skill? I f  so, how?
17) Do your students require to do oral-presentations? Do you give any number for it?
18) Do your students get sufficient time and opportunities to do class-works and group-works? 

How do you make them do these?
19) What skills do you think your students develop by practicing oral-presentations, class- 

works, and group-works? How?
20) Does S B A  have any positive or negative effect on the terminal/semester exam inations, 

final examinations and public examinations (like JS C )?  I f  so, please elaborate.
21) Do you think S B A  is being practised properly? Do you face any challenge in implementing 

S B A ? W hat are the reasons for these?
22) What are your suggestions to the proper implementation o f  SB A  in English?

v/l
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Effects of School Based Assessment (SBA) in 
Achieving the Obfectives of Intended English Curriculum at Grades 6 to 8

Focused Group Discussion (FGD) with Students for MPhii Study on

Name o f  the S c h o o l: ............................................. U p a z ila :.................................
G ra d e :....................................................................... Total number o f  students:

1) Do you have to attend English class everyday?

2) Do you like learning English? Do you know the objectives o f  leaning English?

3) Do you sit for any other examination in English except the terminal/semester examinations? 

I f  so, could you share what are those?

4) Do you know what School-Based Assessment (S B A ) is?

5) Do you know how many marks are allocated for SB A  in English? How do your teacher 

divide those marks?

6) Do you think that the objectives o f  English language curriculum can be achieved through 

SB A ? I f  yes, how?

7) We know that learning a language refers to developing four skills (e.g listening, speaking, 

reading & writing). Do you think through SB A , these four skills can be developed? I f  yes, how?

8) Does your teacher take class-tests in every term/semester? When, how and how many times 

does he do this?

9) Does this have any effect on your learning o f  English?

10) Do you have to submit home-works to your teacher? If yes, can you give a few examples o f  

the type o f  home-works you give? Does your teacher give feedback on them?

11) Does this have any effect on your learning o f  English?

12) Do your students have to prepare assignments? I f  so, when and how frequently?

13) Do you think that by doing home-works and assignments you can develop any language 

skill? I f  so, how?

14) Do you need to do oral-presentalions? Does your teacher give any number for it?

15) What skills do you think your students develop by practicing oral-presentations, class-works, 

and group-works? Flow?

16) Does SB A  have any positive or negative effect on the terminal/semester examinations, final 

examinations and public examinations (like JS C )?  I f  so, please elaborate.

VII
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