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STUDENT-CENTERED CLASROOM ASSESSMENT:
PERCEPTION AND NEW METHODS

One of the important roles and responsibilities of teachers is to conduct assessment to assess students’
progress. The implementation of alternative assessment methods can be frustrating and rather difficult for
teachers. This paper discusses teacher and student perceptions on using alternative assessment. It focuses on
how young learners of English perceived three different alternative assessments: peer-assessment, conferencing
and the use of students’drawings as assessment materials. The data sources comprised classroom observations,
interviews with teachers and written comments from students. Analysis of the data provided insights on how
teachers choose assessment techniques in A1 and A2 level classes. Teachers’ perceptions on the specific
assessment methods are discussed. The written comments from students identified how students perceived the
combination of the assessment methods employed by teachers and which assessment method they favored.
The results show that teachers and students have positive perceptions on alternative assessment. Students’
needs and age are important factors for selecting assessment methods and individual needs must be taken into
consideration when choosing alternative assessment methods. This paper highlights the importance of alternative
assessment in A1 and A2 level classes since it can improve instruction. Results on the drawings used in the study
as assessment materials indicate that students value personalized assessment. Alternative assessment can be a
vital component in educators’ efforts to improve education.
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1. Introduction

Classroom-based assessment or in-class as-
sessment is assessment carried out by teachers,
which is based on the learning that has been tak-
en place in class. Summative assessment and
formative assessment are two ways in assessing
students’ and schools’ progress, even though,
they provide different insights and actions for ed-
ucators. In EFL classes in Greece teachers tend
to use summative assessment to evaluate their
students since it is time-saving both in terms of
production and execution. Some examples of
summative assessment used by teachers are
end-of-unit or chapter tests and end of terms
and semester exams. The score of the tests are
used for accountability for students and schools.
Teachers’ lack of assessment knowledge and
skills confine them in using student-centered ap-
proaches of assessment since they have limited
assessment training or not at all. Therefore, one
of the challenges for teachers is choosing appro-
priate alternative assessment techniques and
make use of them in the class. The study investi-
gates teachers’ and students’ conceptions of the
use of formative and alternative assessment in

class. It also highlights the importance of alter-
native assessment procedures in young learners
and investigates how they can be applied in EFL
classes.

2. Theoretical Background

A teacher spends thirty to fifty percent of
classroom time assessing her/his pupils (Stig-
gins, 1999) and that is why teachers should be
properly assessment literate. There are two dif-
ferent approaches to gauge students’ learning
summative or traditional assessment and form-
ative or alternative assessment. Alternative as-
sessment can be used like an umbrella term for
the types of assessment except for anything oth-
er than standardized, traditional tests (Barootchi
and Keshavarz, 2002).

Summative or traditional assessment
(O’Leary, 2006; Yang, 2008) range from teach-
er-constructed end of lesson exam, achievement
tests to standardized tests which evaluate stu-
dents’ progress at specific points in time. Some
examples of summative assessment are select-
ed-response items (e.g., multiple-choice), brief
constructed-response (e.g., short answer ques-
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tions), and essay questions (Al-Nouh et al, 2014).
Such assessment techniques have not only posi-
tive washback effects by ‘delivering objective data
to support a teacher’s professional judgment, to
make high-stakes decisions and as a tool for ac-
quiring the needed information for adjustments
in curriculum and instruction’ (States et al, 2018)
but also negative washback effects since they
can ‘take valuable instruction time away from stu-
dents and increase teacher and students stress
without producing notable results’ (States et al,
2018). Summative assessment can demotivate
students and thus create feelings of stress and
encourage memorization lacking in demonstrat-
ing learners’ multiple competencies.

Formative assessment or alternative assess-
ment though give the opportunity to learners to
demonstrate the decision-making process in their
own learning and assessment. Such assessment
techniques can improve an individual student’s
performance and help teachers to adjust instruc-
tion to assist students master material (Garrison
& Ehringhaus, 2007; Harlen & James, 1997,
States, 2014). There are a variety of formats of
formative and alternative assessment strategies
and they can be distinguished from summative
assessment since they encourage students’ in-
volvement in the assessment and learning pro-
cess and provide descriptive feedback which can
help students to move forward in their learning
(Garrison & Ehringhaus, 2007). Some formats of
alternative assessment procedures are portfo-
lios, projects journals, blogs, websites, reading
logs, videos of role plays, presentations, concept
maps, self-evaluation questionnaires, work sam-
ples, teacher observations or anecdotal records,
self- and peer- assessment, games, polls, crea-
tion of visuals and conferencing (Knight & Man-
tz, 2003; Cirit, 2005). Of great importance is that
alternative methods of assessment help students
to identify their strengths and weaknesses and
teachers to gather information on their students’
abilities, talents, interests, potentials.

Even though studies on the use of alternative
assessment to students have shown that teach-
ers realize the importance of alternative assess-
ment in improving teaching and learning (Yang,
2008; Yu-Ching, 2008; Alkharusi et al, 2012;
Gonzales & Aliponga, 2012; Tangdhanakanond
& Wongwanich, 2012) they seem to struggle to
implement alternative assessment (Metin, 2011).
Teachers are forced to use summative assess-
ment due to lack of training assessment (Yu-
Ching, 2008; Birgin & Baki, 2009; Tante, 2010),

adequate training programmes (Yang, 2008;
Ghazali et al., 2012; Gonzales & Aliponga, 2012)
and the difficulties they face when using alterna-
tive assessment. Studies have reported a number
of factors that affect the implementation of alter-
native assessment methods such as the difficulty
of implementation, time constraints, large class
size, difficulty of classroom management, subjec-
tivity of grading, and heavy workloads (Guerin,
2010; Watt, 2005; Yu-Ching, 2008; Alkharusi et
al., 2012; Ghazali et al., 2012; Tangdhanakanond
& Wongwanich, 2012).

The present study aimed at investigating
young language learners instead of teenagers
or adults as most studies do. In addition, the
study focused solely on classroom-based as-
sessment and not summative assessment in the
hope of changing teachers’ negative beliefs on
alternative assessment. Teachers’ competence
may reveal important information on the teach-
ers’ training needs. Students perceptions on al-
ternative assessment was another critical part
of this research. Through the implementation of
alternative assessments that relate to students’
life, create positive classroom atmosphere and
encourage creativity, more useful and effective
assessment techniques can be designed. Hence,
the results of the study are useful for educators
and policy makers to better understand teachers’
attitudes on alternative assessment.

3. Research Framework

In order to provide the reader with a picture of
the context in which the study was carried out, a
short description of the research context in which
the study was conducted is presented before
stating the research problem.

English education in Greece is carried out
in public and private schools or else frontistiria
(Papakammenou, 2016, p. 119). Private schools,
which are the focus of the study, operate after
the public school and are regarded as an ex-
tra-curricular activity. It is very common students
to attend private foreign language schools in the
afternoons to learn English and other foreign
languages. These schools prepare students for
a variety of English high-stake exams. Students
start attending frontistiria at the age of five.

Teachers in most frontistiria use mainly sum-
mative assessment to assess their students in all
levels. Studies have shown that teachers have
excessive workload and they lack assessment
literacy (Papakammenou, 2016, Tsagari, 2009).
These two reasons force teachers to use ready
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made tests taken from books. Unfortunately, this
happens not only to advanced classes (B2, C1
and C2 level) in which students sit for high-stake
exams but also to all levels of students from early
language learners, elementary (A1 and A2 levels)
to intermediate level (B1 and B2 levels) students.

In this context, teachers used only summative
forms of assessment to evaluate students in all
levels of classes. They evaluated students in the
end of a chapter and in the end of the semester
and school year. Teachers used only ready-made
tests which resembled the units of the books they
used. The study carried out in senior classes
which are classes of A1, A2 and B1 level of Eng-
lish according to the CEFR.

The scope of the study was to replace sum-
mative assessment in senior classes with form-
ative and/or alternative assessment. Teachers
should not use any type of summative assess-
ment and replace it with other forms of assess-
ment that can monitor students’ progress, pro-
vide ongoing feedback and allow teachers to
adjust and improve their teaching methods. In
response to the need from teachers in learning
new forms of assessment practices and in train-
ing on how to apply assessment concepts and
techniques and making assessment related deci-
sions (Vogt and Tsagari, 2014; Kiomrs, 2011) the
study aimed at fostering a greater understand-
ing of how teachers decide on what assessment
techniques to use and what factors contribute to
their decisions. The study also focused on a new
alternative assessment technique which not only
involved students in the assessment process, but
it also put students in the centre of the process
since they were the ones who participated in the
creation of the materials. Teachers made use of
drawings and things that students made or had in
order to assess them. The study aimed to show
how important is for students to use personalised
and inclusive materials when they are assessed.
The general purpose of the study was to investi-
gate the assessment methods that teachers used
as well as the effects of the replacement of sum-
mative assessment with other forms of assess-
ment. In addition, the study aims to show how
training on new and alternative assessment tech-
nigues can help teachers change the existing as-
sessment and teaching reality. Most importantly,
this study introduces a more student-centred way
to assess students and deals with the washback
effect of alternative assessment techniques on
teachers and students.

The results of the study will recommend new
ways to assess, monitor and evaluate students
with or without the use of summative assess-
ment. Focusing on formative and alternative
assessment techniques, the study studies their
influence on students, teachers and the whole
teaching procedure. Thus, the researcher seeks
to answer the following questions:

1. What are students’
alternative assessments?

2. What is the students’ most favorite type of
alternative assessments?

3. What are the teachers’ perceptions to
alternative assessments?

perceptions to

3.1. Participants

The participants in the present study were 95
EFL learners of English in Greece. They were
boys and girls between 9-11 years old of A1 and
A2 level of English. These students learned Eng-
lish as a foreign language in a frontistirio in a
province in west of Greece. The students were
taught four hours per week by two teachers. The
teachers were English language teachers both
with undergraduate and postgraduate studies in
English Language and teaching. The participant
teachers taught all levels at the specific frontis-
tirio. Each teacher taught 2 hours per week the
same class and they both used integrated-skill in-
struction. The study focused on the two teachers
to obtain a complete picture of teachers’ teaching
and assessment practices in the specific class
and to allow comparisons (Yin, 2010). Consent
was secured from both teachers and the stu-
dents’ parents for their participation in the study.

3.2. Data Collection

To investigate how teachers assessed stu-
dents both a case study and an action research
took place and a variety of data collection meth-
ods were combined.

Action research allows ‘interventions in the
functioning of the real world and a close exami-
nation of the effects of such an intervention’ (Co-
hen and Manion, 1994, p. 186) and for this rea-
son it considered to be the most suitable for data
collection. The researcher could not only capture
teachers’ and students’ attitudes and feelings but
also to monitor changes and improve process-
es since action research offers opportunities for
continued reflection. The researcher could also
observe how the alternative assessment tech-
niques worked for the participants.
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Aiming at implementing alternative assess-
ment methods a framework for the action study
was laid down. The framework included the fol-
lowing steps: (1) the delivery of a workshop
on alternative assessment techniques; (2) the
choice of the assessment techniques; (3) the for-
mation of assessment material. Data collected in
the course of the research project took various
forms, including:

— semi-structured interviews with teachers

— written comments from the students on
specific aspects of their experience

— classroom observations

Teachers chose to use assessment tech-
niques that value student’ needs as a group or as
individuals and encourage them to participate in
the learning process all the time. Also, they chose
a variety of assessment methods in order to bet-
ter identify what students have mastered and
what aspects need improvement. The assess-
ment methods they chose to use were peer as-
sessment, conferencing (personal face time with
the teacher) and the use of students’ drawings.
Teachers used students’ drawings to assess their
skills. They created reading, writing, speaking
and listening activities using what groups, pairs
or each student drew in previous lessons in order
to assess their learning.

Classroom observations were conducted in
order to gain a clearer picture of the teaching and
the assessment techniques used in the lessons.
Both participant teachers teaching all A1 and A2
classes during the same period were observed.
This served to conduct a comparative study
across teachers and across classes. During each
observation, real-time field notes were taken re-
cording actions and descriptions of resources
and materials used during the lesson, comments
were made, and a digital camera was used to
record the lessons. Observations were the ideal
data collection procedure because they can ‘dis-
cover things that participants not freely talk about
in interview situations’ (Cohen et al, 2000, p. 305)
and in this case it proved useful especially with
students. Overall, 20 classes employing new as-
sessment techniques were observed and video
recorded — 10 of each teacher.

Follow-up interviews were conducted to
teachers after lessons in order to justify their ac-
tions, explain the rationale behind them and com-
ment on students’ and the teaching procedure.
Interviews could not be conducted to students
due to time constraints, so students were asked
to comment on a piece of paper in the end of the

class or after the application of an assessment
procedure. Both follow-up interviews and written
comments provided information on why teachers
taught the way they did, what affected teachers’
choices and how students reacted to it.

3.3. Analysis

Interviews and classroom observations were
video recorded and subsequently transcribed
using Atlas.ti (Muhr and Freise 2004). The data
gathered was analysed by using coding that cor-
related with the research questions.

4. Findings and Discussion

The first question focused on students’ re-
action towards the alternative assessment tech-
niques used in the study and especially the
new method. Written comments from students
showed that students enjoyed the new methods
used. Peer-assessment was a fun activity for stu-
dents since they reported that they ‘had fun’ and
‘it was like playing a game’. Most students found it
a very useful technique because they could help
one another and share their work. They believed
that it was ‘more like a game and fun activity than
assessment’ and they felt willing to participate.
Sharing their work with their classmates made the
assessment procedure more interesting to them.
Most students commented that ‘/ loved to read
other students’ essays and comment on them’. A
very interesting comment was that ‘peer-assess-
ment helped me understand what | did wrong’.
Students also reported that it encouraged them
to work harder to achieve better results. Some
students also reported that the combination of
peer-assessment and conferencing helped them
a lot. They referred that ‘I enjoyed spending
some personal time with my teacher and discuss-
ing my difficulties and concerns’. Some students
preferred conferencing over peer-assessment
because they felt that it helped them progress
and understand their mistakes. A student wrote
‘conferencing allowed me to spend some time
with my teacher and show me ways to study and
improve myself. Results show that students are
in need of guidance and understanding of their
mistakes. A combination of the assessment tech-
niques seem to be more effective and useful in
aiding students develop self-awareness and
build up their understanding. Young learners pre-
fer fun activities that allow them to interact and
engage in the learning process. However, some
students found conferencing more stressful than
peer-assessment. ‘I felt really stressed when |
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should spend one-to-one time with my teacher.
I did not know what to tell her and I did not have
anything to discuss with her. | prefer peer-assess-
ment because it is fun’ a student said. Combining
activities can serve all students’ needs.

It is worth mentioning also that students were
very happy and relieved without summative as-
sessment. As soon as teachers announced the
absence of tests in the end of each unit students
were very enthusiastic. There were a few students
that said that they ‘don’t mind tests’ and asked the
teachers to make exceptions and allow them to
write the tests. These students were excellent stu-
dents according to the teachers and they always
scored great marks. Regarding the new activity
students were impressed that their drawings were
used, and they felt that they were involved in the
assessment process. Also, they felt at ease with
the assessment procedure because the drawings
were more familiar to them depicting topics and
pictures that they new about. Students comment-
ed that ‘/ loved that my teacher used our drawings
because | could talk, write and understand more
things than the pictures my book has’. Implement-
ing personalised assessment can customize the
learning experience and each individual student
gets the right assessment based on how they
learn and what interests them.

The observations on teachers’ meeting for the
selection of the assessment methods showed that
teachers were very eager to use new assessment
methods, but they persisted on having guidance on
how to implement them. Also, teachers discussed
a lot about the students’ needs and age as they
believed that they are the most important factors
when choosing assessment techniques. Teachers
did not feel sufficiently prepared for either using
or selecting alternative assessment techniques
which highlights teachers’ need for training.
Teachers had positive perceptions on alternative
assessment techniques, and they highlighted the
positive effects all three assessment techniques
had on students’ feelings and classrooms’ atmos-
phere. A teacher mentioned that ‘the techniques
we used not only made students more competent,
but they also created feelings of involvement, fun
and achievement.

An interesting point noticed in the study is that
teachers referred to the curriculum content and
teaching. Teachers believed that using alternative
assessment methods influenced them in order to
promote changes in their educational practices.

Teachers did not rely as much as they used to on
the coursebooks since they did not used ready-
made tests from books. They also spent time on
more creative activities and tasks. Teachers also
were in favor of the new assessment methods be-
cause they believed that they empower students
to take charge of their learning. Another point to
consider is that teachers changed their mentality
about grades. A teacher mentioned that ‘now I can
see that students do not need grades. It is bet-
ter to give them opportunities to demonstrate their
knowledge and us to monitor their progress’. So,
significant changes can be reached in educational
practices when teachers use alternative assess-
ment procedures.

5. Implications

The alternative assessments from this study
produce positive results; students and teachers
have positive perceptions of these assessments.
With that said, the new, alternative assessment
technique should be considered as an alternative
assessment approach and more studies regard-
ing materials and new techniques are needed.
Further research is needed to explore more al-
ternative assessment techniques in different age
groups and cultures. Different combination of
assessment methods can be more effective and
suitable for intercultural, multilingual and other
types of classes. The new assessment method
requires more investigation on how it can be ap-
plied to other contexts and age groups and how
it can be adopted to become more effective. Dif-
ferent data may generate with the use of differ-
ent collection tools and approaches so more re-
search using a variety of research methods and
looking at different aspects of the assessment
procedures is needed.

6. Conclusion

This study demonstrated the combination of
alternative assessment techniques and the in-
troduction of a new way to use materials for as-
sessment to young students. Teachers need to
consider important factors and be more skilled
when selecting assessment methods. They need
to focus on the educational needs of students
something that alternative assessment can ac-
complish. Students should be given more op-
portunities to show proficiency and participate in
their own learning. Alternative assessment can
be used as a tool for promoting changes in learn-
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ing, teaching practices and teaching content and
lead to the shaping and renovation of education
systems and teaching programs.
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