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Abstract:

Introduction:

Authentic assessment can serve as a powerful tool for assessing students’ competencies in the context of global educational reforms.

Aim: This study aimed to assess the needs of English language teachers in order to design a training program focused on authentic
assessment, and to evaluate the effectiveness of the program in improving teacher performance and enhancing students' speaking skills.
Methodology: This study employed a mixed-methods approach, combining quantitative and qualitative research. A one-group experimental
design (pre-post-test) was used. The needs assessment sample consisted of 365 teachers, while the sample for the training program included
20 English language teachers and 30 students. Data were collected using a self-administered questionnaire and observation checklist,
covering socio-demographic information, strategies, and tools for authentic assessment. SPSS version 25 was used for statistical analysis.
Results: The results showed a statistically significant improvement in the use of authentic assessment strategies (mean score of 2.64 in the
pretest, increasing to 4.56 in the posttest, with a 42.1% change, p < 0.001). The greatest improvement was observed in the use of observation
strategy (mean score of 2.27 in the pretest, increasing to 4.66 in the posttest, with a 51.2% change). Additionally, there was a significant
improvement in the use of all authentic assessment tools (mean score of 2.63 in the pretest, increasing to 4.39 in the posttest, with a 40%
change). Female teachers and those with 11-15 years of experience showed significantly better use of authentic assessment strategies after
the training (p < 0.001). Observations of students revealed a statistically significant improvement in speaking skills, with a percentage
change of 32.1% (p < 0.001).

Conclusion: The training program was effective in enhancing teachers’ use of authentic assessment strategies and in improving students'
speaking skills.

Recommendations: The study recommended the implementation of the training program for all English language teachers, and that the
authentic assessment needs to be frequently applied.
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Introduction:

Assessment is an essential component of the English as a Foreign Language (EFL) curriculum. In
contemporary language education, there has been a growing shift from traditional testing methods toward
adopting authentic assessment practices (Ortega & Minchala, 2017). Evaluating students’ performance
in the language classroom is one of the most critical responsibilities of English language teachers (ELTS),
as assessment plays a significant role in enhancing learning outcomes. To ensure effective assessment, it
must be both appropriate and authentic. Teachers need to select assessment practices that align with
specific learning contexts to best support student learning (Gallavan, 2009). The quality of assessment is
closely linked to students' academic performance, emphasizing its importance in the educational process.
Research suggests that teachers spend up to one-third of their professional time engaged in assessment-
related activities. However, many teachers feel underprepared due to insufficient focus on assessment
literacy during their training (Stiggins & Conklin, 2019).

Authentic assessment is increasingly recognized as a valuable tool for evaluating students’ competencies
within the framework of global educational reforms. This approach involves using diverse techniques to
gather information about students’ progress and learning achievements. Beyond determining whether
learning objectives have been met, authentic assessment aims to provide ongoing and comprehensive
insights into students’ learning outcomes (Zaim et al., 2020).

Despite its potential benefits, studies reveal varied levels of awareness and understanding of authentic
assessment among educators. Trisanti (2014) highlighted limited knowledge and understanding of how
to implement authentic assessment effectively. Similarly, Maulidhawati et al. (2021) found that while
authentic assessment positively impacts students’ English learning achievement, teachers often face
challenges in its implementation due to insufficient knowledge and training.

In this study, the researcher built and implemented a training program in authentic assessment to meet
the teachers’ needs.

Research problem:

An intensive review of the educational literature showed that there is a shortage of the empirical research
studies which concerns with ELT practices, especially assessment skills which teachers should be
equipped with (Furtak et al., 2013). Research in the field of authentic assessment reflected low awareness
and implementation of authentic assessment by teachers. In this regard, Yamtim & Wongwanich (2014)
found that most of the teachers had low level of classroom assessment literacy, and suggested that
improving the classroom assessment literacy should emphasize cooperative learning and teamwork, with
knowledgeable persons acting as mentors or coaches who offer advice during teaching practices, while
Hussain et al. (2019) stated that lack of training in assessment was a major challenge for teachers. In
addition, Zaim et al. (2020) reported that the problem faced by teachers in implementing authentic
assessment is the lack of teachers’ experience, and it takes a lot of time and effort to administer student
grades and subjectivity in giving the final results. From the researcher experience as ELT for more than
15 years and working in the assessment and evaluation department in the Ministry of Education (MoE),
the researcher noticed that there is a pressing need for improving ELT skills in assessment. This study is
a responsive act to the actual need to enhance teachers’ classroom practices in assessment. In addition, it
will help in raising their awareness of the importance of using their own assessment competencies in
evaluating their students’ achievements.

Research question (s):

What is the effectiveness of the training program based on authentic assessment in enhancing English
language teachers’ performance?

Aim of the study:
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This study aimed to assess ELTs needs in order to build a training program in authentic assessment, and
to evaluate the effectiveness of the training program in enhancing English language teacher performance
and its impact on their students speaking skills.

Literature review:

Authentic assessment is an approach to evaluation that focuses on assessing students' ability to apply
their knowledge and skills in real-world contexts, rather than just measuring their ability to recall
information (Nguyen & Phan, 2020). In English language teaching, learning should meet students’ needs
so that they would be able to apply their knowledge into their own lives. Thus, final outcome, or final
evaluation, accordingly encompasses authenticity (Idham et al., 2015).

The concept of authentic assessment

Authentic assessment involves evaluating learning through tasks that reflect real-world scenarios,
requiring students to demonstrate their knowledge and skills in meaningful contexts. These assessments
are designed to measure a learner’s ability to apply their learning to practical, real-life situations
(Manchester Metropolitan University, 2023). In essence, authentic assessment tasks challenge learners
to showcase their performance in ways that meaningfully apply knowledge and skills to real-world
contexts.

Similarly, Barnawi (2022) highlights that authentic assessment is closely linked to real-world evaluation.
It emphasizes assessing students' abilities to demonstrate learning outcomes that extend beyond the
classroom, reflecting skills applicable in everyday life. By incorporating authentic assessment, students
not only apply their knowledge and skills in practice but also develop competencies relevant to job-
related tasks. Authentic assessments provide opportunities for students to engage in tasks within real or
simulated environments, demonstrating their mastery of relevant knowledge, skills, and competencies
through direct application.

Benefits of authentic assessment

Authentic assessment proves valuable in most learning contexts but is particularly significant in inclusive
language learning settings and across all age groups. This approach offers an alternative to standardized
testing, enabling instructors to adopt more holistic and reliable methods. An analysis of various authentic
assessment techniques suggests that alternative testing methods are especially beneficial in inclusive
second language learning classrooms (Reynisdottir, 2016).

The benefits of authentic assessment for students are numerous. It fosters creative and critical thinking
by exposing learners to unpredictable scenarios and complex environments. It also engages students in
meaningful tasks, emphasizing the practical value of what they are learning. Moreover, authentic
assessment allows students to integrate their lateral skills and competencies with subject-specific
expertise, encouraging a well-rounded approach to learning. It further enhances self-efficacy and work-
readiness by immersing students in real-world situations. For educators, authentic assessment offers
direct evidence of students’ competencies, practical skills, and ability to apply theoretical knowledge in
practice (The University of Melbourne, 2022).

Use of authentic assessment for English language skills

Assessment is a crucial and integral part of the teaching-learning process, helping to determine whether
the goals of teaching and learning are being met. One unique method of assessing students' reading
comprehension is through authentic assessment, which demands professional skills from teachers, as it
requires independent evaluation and interpretation of student performance. This method takes time and
careful planning to implement effectively. However, many teachers feel unprepared and unsupported
when it comes to using authentic assessment. This study highlights some of the challenges teachers face
in implementing authentic assessment. Based on observations and interviews, the researcher identified

117



2y Ljalaiyt) el aleal Loaysiil) cilploal) Loaiil Juud) aishil) (B i graling

S asdll o f cqus sl Lo cGluall 7l )
pgDl (sal Gaaaill Blga paghai B

several difficulties teachers encounter in preparing, applying, and implementing authentic assessments
for students' reading (Ekawati, 2017).

Refnita (2013), identifies three forms of adaptation: sorting, adding, and modifying the material to create
newer, student-friendly material. In addition, McDonough et al. (2013) pointed out five techniques for
adjusting the model or material (1) adding; including expanding and extending, (2) deleting; including
subtracting and abridging, (3) modifying; including rewriting and restructuring, (4) simplifying, and (5)
reordering. In connection with the above information, it is important to adapt the authentic assessment
for speaking skills. It is therefore necessary to carry out a needs analysis. By conducting a needs analysis,
an authentic assessment that is appropriate and applicable to students can be developed (Zaim & Refnaldi,
2016).

Strategies to implement authentic assessment

Paper and pencil strategy

Paper-and-pencil (PP) testing was once the dominant method of delivering assessments. Its advantages
include students’ familiarity with the format, the opportunity to foster social connections among learners,
immunity to technical issues, and affordability. Paper exams are particularly cost-effective in situations
where organizations lack access to professional assessment platforms or learning management systems
(Stephens, 2021).

Despite advancements in assessment methods, research by Al-Zoubi (2019) indicates that paper-and-
pencil testing remains the most commonly used approach for evaluating student learning. However, Azim
and Khan (2012) reported positive shifts in perceptions and practices when traditional paper-and-pencil
tests were replaced with authentic assessments. Their study highlighted increased engagement from both
teachers and students in the teaching and learning process, alongside significant improvements in
students’ higher-order thinking skills. Through authentic assessments, students became active
participants in planning, gathering information, and sharing their knowledge with the broader
community.

Performance-based assessment strategy

Performance-based assessment (PBA) requires students to actively participate in tasks, enabling the
evaluation of a broad spectrum of learning, reasoning, and communication skills. As a type of authentic
assessment, PBA involves students performing tasks directly, providing educators with a more accurate
and practical application of skills compared to traditional paper-and-pencil tests (Herrera et al., 2013).
PBA is characterized by its high level of authenticity, as it closely mirrors real-world scenarios, ensuring
that the assessment aligns with its intended goals (Alhassan et al., 2020). This approach allows students
to demonstrate productive skills while giving educators valuable feedback on the effectiveness of their
teaching methods, helping them refine their strategies and make necessary adjustments (Lund & Kirk,
2019).

PBA also fosters student autonomy by encouraging learners to engage with real-life tasks (Alhassan et
al., 2020). The validity of an assessment, crucial for its effectiveness, depends on its ability to measure
the intended skills accurately. Teachers can design valid assessments that align with learning objectives
to evaluate communication skills effectively. For instance, creating activities that directly reflect course
objectives ensures a reliable measure of student performance. Research by Gallardo (2020) revealed that
PBA emphasizes student engagement with specific tasks to demonstrate their knowledge and skills.
These tasks are typically student-centered and reflect real-world issues (Koné, 2021). Furthermore, a
study by AlKhateeb (2018) found a statistically significant relationship between outcome test scores and
global self-efficacy measures, with results favoring the experimental group, highlighting the positive
impact of PBA on student achievement and confidence.
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Observation strategy

Classroom observation is a key strategy for studying and assessing teaching and learning processes.
The data collected during classroom observations are typically supported by evidence from other
sources, such as student performance, teaching materials, administrative reviews, and teacher self-
assessments. This makes classroom observation one of the most direct methods for gathering insights
into a teacher's instructional practices (MacDonald, 2016).

MacDonald (2016) emphasizes the importance of having a clear focus during observations. Without a
guiding purpose, it becomes challenging to draw meaningful comparisons or conclusions. Defining the
purpose of the observation ensures that the most relevant aspects of teaching and learning are observed
deliberately and attentively. Importantly, the focus of classroom observation should extend beyond the
teacher’s performance alone. Instead, it should prioritize identifying patterns of teaching and learning
through teacher-student interactions and student engagement in response to the teacher’s actions.

In this context, observers are encouraged to adopt a broader perspective, akin to widening the angle of
a camera lens, to capture the full range of behaviors and interactions in the classroom. This approach
provides a more comprehensive understanding of how student learning is influenced by the teacher’s
decisions, communication, and actions, ultimately leading to more effective insights for improving
teaching practices.

Communication strategy

This strategy involves teachers gathering information by engaging directly with students in the classroom
to assess their progress, as well as to evaluate improvements in their thinking and problem-solving styles.
A variety of activities fall under this strategy, including interviews, which are planned meetings between
teachers and students. These interviews provide teachers with valuable insights into students' ideas,
attitudes toward specific topics, and overall progress. Additionally, they help evaluate students' work on
projects, research, or similar tasks by discussing their current status and identifying the next steps needed
to enhance learning outcomes. Another key activity within this communication strategy is the use of
questions and answers. Teachers pose direct questions to students to monitor their progress, gain insights
into their thought processes, and understand their problem-solving approaches (Al-Najjar, 2018).

In summary, effective communication is essential for monitoring and evaluation. It involves collecting,
analyzing, and using data to inform decision-making and improve outcomes. However, without clear and
consistent communication, the data collected may be misinterpreted, improperly shared, or not utilized
effectively, diminishing its impact on decision-making and learning enhancement.

Self-assessment strategy

While learning styles may vary, review remains a fundamental aspect of the language learning process.
Revisiting material over time is essential for reinforcing knowledge, preparing for new concepts, and
excelling in exams. Research shows that students often forget key concepts once they leave the
classroom, making regular revision critical for deepening their understanding (Bjork & Kroll, 2015;
Rosenshine, 2012). To support sustainable learning, students should actively engage in the feedback
process. This includes not only interpreting and acting on teacher feedback but also contributing feedback
to themselves and their peers. A study conducted with Chinese EFL (English-as-a-Foreign-Language)
students investigated their perceptions of feedback practices, focusing on teacher feedback, peer review,
and self-assessment. Data gathered from focus group interviews and classroom observations revealed
that while students valued teacher feedback for its role in their progress, they placed less importance on
feedback from peers or self-evaluation.

Three key reasons emerged for students’ hesitance to embrace peer and self-feedback: a lack of
understanding of their roles in the feedback process, doubts about their ability to provide meaningful
feedback, and emotional or relational concerns when engaging with peers during feedback activities.
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These findings underscore the importance of building students’ feedback literacy. By helping students
understand and utilize feedback from multiple sources, educators can enhance their learning and foster
long-term academic growth (Wu et al., 2021).

Tools of authentic assessment

Rubrics

In education field, rubrics are scoring systems that assist and act as a guide to judge different constructs,
including the quality of work done by students, academic performance, and educational resources
(Porcello & Hsi, 2013). Rubrics are assessment tools created to help identify and evaluate the qualitative
differences in student performance (Jonsson & Panadero, 2017). A rubric outlines the criteria for scoring
and defines the various levels of quality (Arter & Chappuis, 2006). In essence, rubrics are purposely
designed to make clear the requirements for achieving different levels of quality.

Checklists

A checklist is an observational tool that the teacher needs to describe the learning situations and behaviors
being assessed. When used regularly throughout the school year, growth checklists provide an interesting
picture of students' progress toward the desired skills. Most checklists have a yes/no format to indicate
specific student criteria and can be used to record individual, group, or whole class observations. The
development of the checklist should also be considered. The checklist should be accurate. Cunningsworth
(1995) states: "It is important to limit the number of criteria used, the number of questions to limit the
number of criteria that are used, to a manageable number, if there is a risk that we are drowning in a sea
of details". If the checklist is accurate and concise when used for audit purposes, it can be quick and save
a lot of time and money.

Rating scale

A Rating Scale (RS) is an assessment tool used to evaluate the performance of tasks, skills, procedures,
processes, qualities, quantities, or final products, such as reports or drawings. These are assessed at
specific levels within a defined range. RSs serve as guidelines that clearly outline performance
expectations and proficiency levels (Gezie et al., 2012) and are used to assess student work (Dawson,
2017). Unlike checklists, which simply evaluate whether a specific step, property, or action is present or
absent, RSs assess more than just the presence or absence of these elements. RSs measure the degree of
accomplishment in a task, indicating the frequency or quality of behaviors, skills, and strategies
demonstrated by the student, rather than providing a simple yes or no answer. RSs outline criteria and
offer three or four response options that describe the quality or frequency of student work, using
descriptive bands to represent varying levels of competence (Kabir, 2012).

Learning log

A Learning Log (LL) is a personal record or journal, typically informal, where students document their
learning experiences. It is a unique document for each student and does not have a right or wrong format.
LLs help students reflect on, plan, and track their learning progress (Rizvi, 2014). They provide insights
into the learning processes and strategies students use, allowing teachers to assess these processes and
understand students' attitudes and motivations toward learning English (Brown, 1998).

By providing a deeper understanding of students' strategies, LLs help them solve problems and overcome
challenges more effectively. These journals encourage students to recognize what they have learned and
identify areas for improvement, making them more engaged and self-aware in their learning process
(Teaching Today, 2011).

Anecdotal record

Among various observation tools, anecdotal record-keeping is considered one of the most effective for
tracking students' progress. The American Association of School Administrators defines an anecdotal
record as, "a written record kept in a positive tone of a child’s progress based on milestones peculiar to
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that child’s physical, social, economic, aesthetic, and cognitive development" (AASA, 1992). Anecdotal
records provide a longitudinal and qualitative account of a student’s behavioral changes, offering insights
into their development over time. Baker et al. (2000) note that observational notes allow teachers to
capture a wide range of authentic experiences, including unintended outcomes of literacy development.
These notes record both objective and subjective information, such as levels of engagement, curiosity,
and motivation, offering a comprehensive view of a student's learning process. Anecdotal records
document significant events, whether in the classroom or outside, that highlight a student's behavior,
thinking, skills, and personal qualities.

Previous studies:

Several studies have highlighted significant variability in teachers' understanding and implementation of
authentic assessment. Many teachers struggle to grasp the concept fully or to apply it effectively in their
teaching practices. For instance, a study conducted in Batusangkar, Indonesia, revealed that English
teachers utilized authentic assessment for speaking but failed to adequately address students' needs or
knowledge levels. Furthermore, the assessments lacked specific scoring rubrics to evaluate student
performance comprehensively. This finding aligns with Zaim (2017), who observed that only a small
number of teachers successfully implement authentic assessment.

A survey by Rusilowati (2013) of 20 teachers found that 87% faced difficulties in creating authentic
assessments, 87% struggled to understand assessment methods, and 70% encountered challenges in
developing observation instruments. Similarly, an observational study in primary schools in Medan,
Indonesia, revealed that nearly all teachers had difficulty assessing students, particularly in evaluating
character development. Across five primary schools, teachers reported challenges in using authentic
assessments to measure students' achievement of specific character values (Setiawan & Hadikusuma,
2015).

Aziz et al. (2020) identified several key challenges teachers face when preparing for authentic
assessments, grouped into five themes: lack of support from school administration and parents, excessive
documentation requirements, heavy teaching workloads, frequent weekend school activities, and
insufficient training in authentic assessment practices. In another study conducted in Indonesia, teachers
implementing authentic assessment for speaking reported encountering obstacles such as limited time to
assess all students effectively, leading to suboptimal evaluations. Teachers also struggled to categorize
speaking rubrics according to different proficiency levels (Elsara & Maiwen, 2019). In Ghana, a
descriptive study investigated the impact of authentic assessment strategies on secondary school students'
performance. Teachers employed various strategies, including portfolios, project work, rubrics,
observation, self and peer assessments, storytelling, and demonstrations. Despite this variety, numerous
challenges hindered the effective use of authentic assessment. These included difficulties in building
student confidence for oral presentations, managing large class sizes, completing performance tasks,
adhering to time constraints during meetings, and addressing the increased demands for time and
resources (Butakor & Ceasar, 2021).

Materials and Methods

Study design

The study utilized mixed method (quantitative and qualitative). The researcher used a one-group
experimental design (pre-post-test). A pre-post-test study measures the occurrence of an outcome before
and after a particular intervention is implemented.

Population of the study
The target group of the study consisted of all schools (fifth to tenth grade) EL teachers at governmental
schools in Gaza Strip, and their total number is 769.
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Sample and sampling method
The sample of the study for the need assessment was 365 teachers selected by stratified, proportional,
random sampling method. The sample for the training program consisted of 20 EL teachers and 30 of
their students who were assessed before and after participating in the training program which took
approximately two months (30 training hours).
Setting of the study
The study was conducted at governmental schools in Gaza governorate.
Period of the study
The study was commenced on December 2022, and completed in November 2024.
Inclusion criteria
- Male and female English language teachers who are employed at governmental schools.
- Working in Gaza governorates.
- Have an experience in teaching English language.
- Willing to participate in the study and attend all the training program.
Tools of the study
The researcher developed and used four tools for data collection:
Self-administered questionnaire: The questionnaire was used to measure the level of practicing authentic
assessment strategies and tools among EL teachers.
Observation checklist: The researcher used observational checklist to assess the degree of implementing
authentic assessment strategies and tools by the EL teachers in the classroom.
Rubrics: The researcher used rubrics tool to determine the changes in students’ ability to speak English.
Personal Interview: The researcher used structured interview questions to gain in-depth information
about the opinion of teachers regarding the effectiveness of authentic assessment.
Description of the questionnaire
The questionnaire consisted of the following parts:
First part: Sociodemographic characteristics of the study participants (Gender, age, directorate, class,
years of experience, previous training).
Second part: authentic assessment strategies. This part is subdivided to the following domains:

- Pencil and paper strategy: consists of (9) items.
Performance-based assessment strategy: consists of (5) items.
Observation strategy: consists of (4 items).

- Communication strategy: consists of (5 items).

- Self-assessment strategy: consists of (4 items).
Third part: Tools of authentic assessment: consists of (5) items.
Validity and reliability of the questionnaire
The researcher examined face and content validity of the questionnaire by distributing the questionnaire
to a group of experts in the area of research methodology and their comments were considered in
finalizing the questionnaire.
The researcher performed a pilot study on 30 participants to examine the reliability of the questionnaire,
and the results reflected that the questionnaire was reliable (Cronbach alpha = 0.845).
Study procedures:
To be accomplished, the study passed through the following stages:
Pre-test stage (Needs assessment:
Before the training program, the researcher selected randomly 20 questionnaires for teachers who teach
in west, east and north Gaza directorates to identify their awareness regarding the authentic assessment,
in addition, observational checklist was used to assess the teachers’ skills in using authentic assessment
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in the classroom. Furthermore, observational checklist for 30 students was used to assess their

competencies in speaking skills (pre-test).

Intervention stage:

In the light of the results of the pre-test the researcher designed a training program in authentic

assessment. The training program included power-point presentations and practice sessions.

Implementation of the training program:

The researcher contacted the 20 teachers who was selected to participate in the training program, made

an appointment and prepared the venue for training. The researcher explained the purpose of the study

to the participants and asked them to sign the ethical approval. The training program was conducted in

March and April 2023.

The training program included power point presentations, and practice on special skills of using the

selected strategies and tools of authentic assessment which were included in the questionnaire.

Post-test stage

To evaluate the effectiveness of the training program, the researcher asked the participants to complete

the questionnaires. Also, observation checklist was used to measure the participants’ practices in the

classroom concerning the assessment they used to assess their students. In Addition, rubrics was used to

measure students’ speaking skills after the training program. To have in-depth information about the

study, interviews was conducted with five participants to explore their opinions about the training

program, and how they evaluate themselves after the training.

Stages of data collection

The researcher collected data at two stages:

Pre-test: The study participants filled the questionnaire initially before implementation of the training

program. The researcher also observed teachers to assess their classroom practices during English

classes. In addition, rubrics was used to measure students’ speaking skills before the training program.

Post-test: The participants filled the questionnaire after they have taken the training program. Also, the

researcher conducted observation to notice the teachers’ assessment of their student during English

classes. In addition, rubrics was used to measure students’ speaking skills after their teachers have taken

the training program.

The researcher made sure that matching of pre-test and post-test was maintained to obtain accurate

results. The researcher handled the questionnaires to the participated teachers, explaining the purpose of

the study and providing clear instructions beforehand. Participants were given an estimated 15 minutes

to complete each questionnaire.

Data entry and statistical analysis

The researcher used SPSS program (version 25) for data entry and statistical analysis. Before data

analysis, the researcher performed data cleaning, coding and entry model.

For quantitative part; the researcher used descriptive statistics including frequencies, percentage,

means, and standard deviation for socio-demographic variables.

Because the sample of the study is relatively small (20 teachers), the researcher used nonparametric tests

including Wilcoxon test and Kruskal-Wallis test to compare the differences in results according to the

studied variables.

Also, the researcher calculated the change percent to determine the degree of improvement and

effectiveness of the training program.

For qualitative part; the researcher followed the following steps:

- Data Preparation: Reviewing collected data from interviews and organizing data systematically.

- Coding and categorization: Assigning codes to data that represent similar ideas or themes, and
grouping related codes into categories to identify broader themes.
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- Thematic analysis: lIdentifying recurring themes or patterns that provide meaningful insights.
Analyzing frequency and occurrence of specific phrases, or ideas within textual data.

- Triangulation of data: comparing interview data with observational findings. It also provides a more
holistic understanding of research problems, and identifies inconsistencies that lead to deeper
insights.

By integrating different data types (quantitative and qualitative), the researcher gains a more nuanced,

accurate, and comprehensive understanding of the phenomena under study.

Ethical and administrative considerations

The researcher obtained approval from the Islamic University of Gaza to carry out the study, then

obtained approval from Ministry of Education. The participants have been informed that participation in

the study is voluntary, and confidentiality of information is maintained. Consent form has been attached
to each questionnaire.

Results
Characteristics of EL teachers who participated in the training program
The study included 20 EL teachers. Their characteristics are illustrated below.
Table (1): Sociodemographic characteristics of study participants

Variable ‘ Number ‘ Percentage (%0)
Gender

Male 7 35.0

Female 13 65.0

Total 20 100.0

Age

25 years and less 3 15.0

26 — 35 years 6 30.0

36 — 45 years 11 55.0

Total 20 100.0

Years of experience

5 years and less 3 15.0

6 — 10 years 5 25.0

11 — 15 years 12 60.0

Total 20 100.0

Did you get any training on authentic assessment during your job as a teacher?
No 15 75.0

Yes 5 25.0

Total 20 100.0

Table (1) showed that 7 (35.0%) of study participants were male teachers and 13 (65.0%) were female
teachers, 3 (15%) of study participants aged 25 years and less, 6 (30%) aged between 26 — 35 years, and
11 (55%) aged 36 - 45 years. Also, 12 (60%) of teachers have an experience between 11 — 15 years in
English teaching, 5 (25%) have an experience between 6 — 10 years, and 3 (15%) have an experience of
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5 years and less. Also, only 5 (25%) of teachers received previous training about authentic assessment
while 15 (75%) of them did not receive training.

Comparison of using authentic assessment strategies before and after the training program

The researcher used Wilcoxon test to compare the results before and after the training program, as
demonstrated in the following tables.

Table (2): Use of pencil and paper strategy before and after the training program (pre-post-test)

Percenta

No. | Items of pencil and paper strategy n | Mean| SD z P value ge
- _ change

L | aaiasio [ pe {10190 089 ] sao | oo | s
2. |hon consucttests. | Post | 20 | 460 [ 0503 “40%L | 0000 | 521%
® | camingcbjectves. - [“Posi | 20 | ado [age1 | S | 0000 | 2524
*listoning il for my stoknts. | Post | 20| 465 | 0any | 030 | 0000 | 40%
5. |speaking skl for my stents. | Post | 20| 455 | 005 | 3966 | 0000 | 131%
5. | eaing il Tor my sttt | Post | 20 | 470 0571|4065 | 0000 | 361
7. | iting Sl fo my stents. | Post | 20 | 470 [ 071 | 38 | 0000 | 340%
S Loonsnt s Post |20 | 460 [oear| 128 | 0000 | 423%
9 Fggzgstﬁgéfizg\gquestlonswhen F?c::t 38 228 828; -3.994 0.000 | 45.6%
ro vost | 20 | 45 [0y | 2% | 0000 | 05

Wilcoxon test

Table (2) showed statistically significant improvement in using pencil and paper strategy after the
training program. The highest improvement was in using table of specifications when constructing tests
as mean score was 2.20 before the training program, increased to 4.60 after the training program with
percentage change 52.1%, followed by improvement in using objective questions when constructing tests
as mean score was 2.50 before the training program, increased to 4.60 after the training program with
percentage change 45.6%. Overall, there was statistically significant improvement in using the pencil
and paper strategy as mean score was 2.77 before the training program, increased to 4.58 after the training
program with percentage change 39.5%.
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Table (3): Use of performance-based assessment strategy before and after the training program
(pre-post-test)

Items of performance-based assessment : Percenta
No. P Mean SD Z P value ge
strategy
change
Asking students to create Pre 20 | 2.95 0.394 0
L presentations. Post | 20 | 4.65 0.587 -3.981 0.000 36.5%
. Pre | 20 | 215 | 0.366 0
2. | Asking students to do role play. Post | 20 | 450 0.607 -4.028 0.000 52.2%
Asking students to simulate a real life | Pre 20 | 2.10 0.308 i 0
3 situation using English language. Post | 20 | 4.55 0.605 3.993 0.000 53.8%
Asking students to demonstrate how Pre 20 | 2.85 0.489
i - 0,
4. |they can do something. Post 20 460 0.598 4.134 0.000 | 38.0%
Assessing students during their Pre 20 | 2.30 | 0.657 i 0
> speech about something. Post | 20 | 4.65 0.489 4.005 0.000 | 50.5%
Pre | 20 | 250 | 0.238 0
Total Post | 20 | 459 | 0369 -3.935 0.000 | 45.5%

Wilcoxon test

Table (3) indicated that the highest improvement was in asking students to simulate a real life situation
using English language with mean score 2.10 before the training program, increased to 4.55 after the
training program with percentage change 53.8%, followed by improvement in asking students to do role
play with mean score 2.15 before the training program, increased to 4.50 after the training program with
percentage change 52.2%. Overall, there was statistically significant improvement in using the
performance-based assessment strategy as mean score was 2.50 before the training program, increased
to 4.59 after the training program with percentage change 45.5%.

Table (4): Use of observation strategy before and after the training program
(pre-post-test

No. Percenta
Items of observation strategy n Mean | SD z P value ge
change
1. | Observing students to get information Pre 20 2.10 | 0.308 ) 0
about their use of language in the class. | Post 20 | 470 | 0.571 4.089 0.0001 | 553%
2. | Determining a specific skill to be Pre 20 | 2.35 | 0.489 0
observed in each class. Post 20 | 4.60 | 0.503 -4.064 0.0001 | 48.9%
3. | Preparing observation card to be used Pre 20 2.10 | 0.308 i 0
during observing students. Post 20 | 4.65 | 0.489 4.042 0.0001 | 54.8%
4. | Writing the observation notes in a Pre 20 2.55 | 0.605 0
record. Post | 20 | 470 | 0470 | ~>94 | 0.0001 | 45.7%
Total Pre 20 | 2.27 | 0.279
- 0,
Post 50 | 466 | 0.337 3.953 0.0001 | 51.2%

Table (4) showed that the highest improvement was in observing students to get information about their
use of language in the class with mean score 2.10 before the training program, increased to 4.70 after the
training program with percentage change 55.3%, followed by improvement in preparing observation card
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to be used during observing students with mean score 2.10 before the training program, increased to 4.65
after the training program with percentage change 54.8%. Overall, there was statistically significant
improvement in using the observation strategy with mean score 2.27 before the training program,

increased to 4.66 after the training program with percentage change 51.1%.

Table (5): Use of communication strategy before and after the training program
(pre-post-test)

No. Percenta
Items of communication strategy n Mean | SD Z P value ge
change
1. |Interviewing students to assess their Pre 20 | 315 | 0.366 | 0
language. Post 20 4.55 | 0.605 3.839 1 0.0001 | 30.7%
2. | Using oral question to assess Pre 20 | 310 | 0447 | 0
students' language skills. Post 20 | 475 | 0.444 4.028 1 0.0001 | 34.7%
3. | Using oral discussion to assess Pre 20 250 | 0.607 | 0
students' language skills. Post 20 | 4.60 | 0.681 3.895 1 0.0001 | 45.6%
4. | Asking probing questions to Pre 20 2.45 | 0.759
encourage students to think deeply -3.882 | 0.0001 | 46.1%
and express themselves in English. Post 20 | 4551 0.759
5. | Giving students enough time to think Pre 20 250 | 0.688 | 0
and express their answers. Post 20 | 4.45 | 0.686 3.796 1 0.0001 | 43.8%
Pre 20 | 2.74 | 0.318
- 0,
Total Post 50 | 458 | 0498 3.935 | 0.0001 | 40.1%

Table (5) showed that the highest improvement was in using oral question to assess students' language
skills with mean score 3.10 before the training program, increased to 4.75 after the training program with
percentage change 34.7%, followed by improvement in using oral discussion to assess students' language
skills with mean score 2.50 before the training program, increased to 4.60 after the training program with
percentage change 45.6.%. Overall, there was statistically significant improvement in using the
communication strategy as mean score was 2.74 before the training program, increased to 4.58 after the
training program with percentage change 40.1%.

Table (6): Use of self-assessment strategy before and after the training program

(Pre-post-test)
No. Items of self-assessment strategy " |'Mean| sD Z P value Percentag
e change
1. . . Pre 20 | 2.60 | 0.589
- 0,
Asking students to have portfolios. Post | 20 | 460 | 0598 3.947 | 0.0001 | 43.4%
2. | Asking students to write their Pre 20 | 2.90 | 0.447
i i - 0,
ic,tron_g and weak points about their Post 20 435 | 0745 3.787 | 0.0001 | 33.3%
earning.
3. | Asking students to correct their Pre 20 | 2.45 | 0,510 0
language mistakes themselves. Post | 20 | 4.45 | 0.759 -3.921 1 00001 | 44.9%
4. |Encouraging students to evaluate Pre 20 | 285 | 0489 | 0
themselves and then give feedback.| Post | 20 | 4.25 | 0.716 3.758 | 0.0001 | 32.9%
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20
20

2.70
441

0.340
0.575

Pre

0
Post 38.7%

-3.937 | 0.0001

Total

Table (6) showed that the highest improvement was in asking students to have portfolios with mean score
2.60 before the training program, increased to 4.60 after the training program with percentage change
43.4%, followed by improvement in asking students to correct their language mistakes themselves with
mean score 2.45 before the training program, increased to 4.45 after the training program with percentage
change 44.9%. Overall, there was statistically significant improvement in using the self-assessment
strategy as mean score was 2.70 before the training program, increased to 4.41 after the training program
with percentage change 38.7%.

Table (7): Use of authentic assessment strategies before and after the training program (pre-post-

test)

No. Strategy n |Mean| SD Z P value Zeéﬁzrr]];ag
1. |Pencil and paper strategy Flfor:t 38 3573; gggg -3.924 | 0.0001 | 39.5%
o | Feomane b |_pr {20250 10590 | 5 | oo | sson
3. | Observation strategy Ffor; ég j:ég 8;;3 -3.953 | 0.0001 | 51.2%
4. |Communication strategy Fljorgt ;8 421573:31 82;2 -3.935 | 0.0001 | 40.1%
5. | Self- assessment strategy FI,DOr; 38 421471(1) 82‘;’2 -3.937 | 0.0001 | 38.7%

Total Ff)or; 38 421:2‘61 8%28 -3.922 | 0.0001 | 42.1%

Table (7) illustrates that the greatest improvement was observed in the use of the observation strategy,
with a mean score increasing from 2.27 before the training program to 4.66 after the program, reflecting
a percentage change of 51.2%. This was followed by enhancements in the performance-based assessment
strategy, where the mean score rose from 2.50 to 4.59, representing a 45.5% increase. The pencil-and-
paper strategy also showed notable improvement, with the mean score climbing from 2.77 to 4.58, a
percentage change of 39.5%. Similarly, the communication strategy saw a rise in mean score from 2.74
to 4.58, a 40.1% increase. The lowest improvement was recorded for the self-assessment strategy, which
had a mean score of 2.70 before the training program and increased to 4.41 afterward, with a percentage
change of 38.7%.

Overall, there was a statistically significant enhancement in the application of authentic assessment
strategies, as the mean score improved from 2.64 before the training program to 4.56 after the program,
marking a percentage change of 42.1%.

Table (8): Scores for the tools of authentic assessment before and after the training program
(pre-post-test)

No. Tools of authentic assessment n Mean SD Z P value Percentag
e change
1. \ Pre 20 2.00 0.000 -4.093 0.000 56.9%
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No. Tools of authentic assessment n | Mean SD P value Percentag
e change
Using a checklist in assessing Post 20 | 465 | 0587
students.
: . : Pre 20 | 2.00 | 0.000
- 0,
2. | Using rubrics in assessing students. Post 20 | 455 | 0.686 4.058 0.000 56.0%
Using rating scales in assessing Pre 20 | 290 | 0.308 | 0
3| students, Post | 20 | 450 | 0688 | -or | 0000 | 355%
Using learning logs in assessing Pre 20 | 3.25 | 0.550 i 0
4 students. Post 20 | 3.80 | 0.523 2810 0.330 14.4%
Using anecdotal records in Pre 20 | 3.00 | 0.324 0
> assessing students. Post 20 | 4.45 | 0.686 -3.787 0.000 | 32.5%
Pre 20 | 2.63 | 0.149 0
Total Post 50 | 439 | 0451 -3.936 | 0.000 | 40.0%

Wilcoxon test

Table (8) showed that the highest improvement was in using checklist in assessing students with mean
score 2.00 before the training program, increased to 4.65 after the training program with percentage
change 56.9%, followed by improvement in using rubrics in assessing students with mean score 2.00
before the training program, increased to 4.55 after the training program with percentage change 56%.

Overall, there was statistically significant improvement in using all the authentic assessment strategies
as mean score was 2.63 before the training program, increased to 4.39 after the training program with

percentage change 40%.

Authentic assessment strategies and selected sociodemographic variables
Table (9): Differences in use of authentic assessment strategies related to gender
(Mann-Whitney test)

Strategy Stage Gender n m(SD) P value
Male 7 2.76(0.162)
Pencil and paper Pretest Female 13 2.78(0.254) 0877
strategy Male 7 4.20(0.422) *
Posttest Female 13 4.79(0.109) 0.000
Male 7 2.51(0.279)
Performance—based Pretest Female 13 2.49(0.225) 0.643
assessment strategy Male 7 4.25(0.320) -
POSUeSt oale | 13 | 4.76(0.256) | 0002
Male 7 2.28(0.443)
. Pretest romale | 13 | 2.26(0.160) | 0000
Observation strategy Male 7 4.32(0.278)
Posttest : : 0.001*
Female 13 4.84(0.191)
Male 7 2.65(0.250)
Communication Pretest Female 13 2.78(0.350) 0.311
strategy Male 7 4.05(0.472) *
Postest | romale | 13 | 4.86(0.189) | 00
Male 7 2.50(0.381) .
Self-S SZiissment Pretest Female 13 2.80(0.272) 0.046
9y Posttest | Male 7 |3.71(0.303) | 0.000*
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Female 13 | 4.78(0.200)
Male 7 2.58(0.137)
Total Pretest | Female 13 | 2.66(0.178) 0.351
Male 7 4.10(0.256) N
Postest Fomale | 13 | 4.81(0.116) | %

Table (9) indicates a notable improvement in the use of the PP strategy following the training program,
with female teachers demonstrating significantly better use of the PP strategy compared to male teachers
(p = 0.000). Similarly, there was a clear improvement in the use of the PBA strategy after the training,
and female teachers showed significantly better use of the PBA strategy than male teachers (p = 0.002).
The use of the observation strategy also improved after the training program, with female teachers
exhibiting significantly better implementation of the strategy compared to their male counterparts (p =
0.001). Additionally, the use of the CS showed improvement after the training, and female teachers
demonstrated significantly better use of the CS compared to male teachers (p = 0.000).

Furthermore, there was a marked improvement in the use of the SA strategy, with female teachers
expressing significantly better use of the strategy after the training program than male teachers (p =
0.000).

Overall, all assessment strategies showed improvement after the training program, with female teachers
demonstrating significantly better use of authentic assessment strategies compared to male teachers (p =

0.000).
Table (10): Differences in use of authentic assessment strategies related to experience (Kruskal-
Wallis test)
i Test
Strategy Stage Experience n M(SD) | arintics | P value
Syears and less 3 2'81()0'256
2.64(0.121
Pretest 6-10 years > ) 1690 | 0.430
11-15years | 12 2'82()0'239
Pencil and paper Total 20 [2.77(0.222)
strategy Syears and less 3 4'00()0 587
4.57(0.240
Posttest | O Lovears > ) 6.525 | 0.038*
11-15years | 12 4'74()0-223
Total 20 |4.58(0.383)
Syears and less 3 2'46()0 416
2.56(0.167
eesmont ratogy | Pretest | OOV LS 1) | o7s2 | 0602
11-15years | 12 2'48()0-232
Total 20 |2.50(0.238)
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Syears and less 3 4'06()0 305
Posttest | 0o | O 4'80()0'282 6542 | 0.038*
11-15years | 12 4'63()0'305
Total 20 ]4.59(0.369)
Syears and less 3 2'08()0 144
pretest | Ol0Years | o 2'45()0 1 as0s | ooss
11-15years | 12 2'25()0'184
Observation strategy Total 20 12275((%2275%)
Syears and less 3 ' ) '
Posttest | O 10 Years > 4'70()0 > 4899 | 0.086
11-15years | 12 4'75()0'301
Total 20 ]4.66(0.337)
Syears and less 3 2'60()0 .000
Pretest | O l0YeArs | o 2'84()0 1 iess | oass
11-15years | 12 2'73()0-374
Communication Total 20 |2.74(0.318)
strategy Syears and less 3 3'73()0 611
Posttest | O 10 Years > 4'52()0 -8 9.014 | 0.011*
11-15 years | 12 4'81()0'275
Total 20 |4.58(0.498)
Syears and less 3 2'66()0 520
Solf. acsocemen | Pretest | OTOYeArs | 2222 zzz 0602 | 0.740
strategy 11-15 years 12 |© ) :
Total 20 [2.70(0.340)
Posttest | Syears and less 3 3'58()0 144 5.427 0.066

131




2y Ljalaiyt) el aleal Loaysiil) cilploal) Loaiil Juud) aishil) (B i graling

S asdll o f cqus sl Lo cGluall 7l )
pgDl (sal Gaaaill Blga paghai B

6-10 years 5 4-55()0-410
11-15 years 12 4-56()0.534
Total 20 |4.41(0.575)
Syearsand less | 3 2-58()0-149
2.65(0.131
Pretest 6-10 years 5 ) 0,562 074
11-15 years 12 2-64()0.190
Total 20 |2.64(0.166)
Total
Syearsand less | 3 3-90()0-262
4.61(0.265
Posttest 6-10 years > ) 6.505 | 0.039*
11-15 years 12 4.70()0.281
Total 20 ]4.56(0.389)

Table (10) showed that before the training program, teachers from different experiences showed low and
moderate use of PP, PBA strategy, observation strategy, CS, SA strategy and the total score without
statistical significant differences.

After the training program, there was a clear improvement in the use of PP strategy, and teachers with
11 — 15 years of experience showed significant better use of PP strategy (p= 0.038), PBA strategy (p=
0.038), CS (p=0.011), while improvement in use of observation strategy (p=0.086) and SA strategy (p=
0.066) were not significant.

Generally, teachers with 11 — 15 years of experience expressed statistically significant improvement in
using all the strategies after the training program compared to less experienced teachers (p= 0.039).

Differences in using tools of authentic assessment related to sociodemographic factors
Table (11): Differences in using tools of authentic assessment related to gender
(Mann-Whitney test)

Variable Stage | Gender n m(SD) P value
Male . 2.60()0.115
Pretest Female 13 2.64()0.166 0.643
Tools of authentic Total 20
assessment Male 7 4.02()0.534
*
Posttest Female 13 4.58()0.251 0.030
Total 20
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Table (11) showed that: Before the training program, there were no statistical significant differences
between male and female EL teachers in using tools of authentic assessment (p= 0.643. Whereas, after
the training program female teachers showed statistically significant higher use of tools of authentic
assessment than male EL teachers (p=0.030).
Table (12): Differences in using tools of authentic assessment related to experience
(Kruskal-Wallis test)

Variable Stage Experience n M(SD) st;t-i?si:cs P value
Syears and less 3 2'53()0 115
Pretest 6-10 years > 2'56()0 o 3975 | 0.137
11-15 years 12 2'68()0 133
Tools of authentic Total 20 |2.63(0.149)
assessment 5years and less 3 3.53()0.115
Posttest 6-10 years ° 4'56()0 20 7.762 | 0.021*
11-15 years 12 4'53()0 214
Total 20 |4.39(0.451)

Table (12) showed that EL teachers from different experiences did not show statistically significant
differences in using tools of authentic assessment before the training program (p= 0.137), but after the
training program, EL teachers who have 6 — 10 years of experience and those with 11 — 15 years of
experience showed better use of tools of authentic assessment compared to teachers with an experience
of 5 years and less (p=0.021).

Observation of teachers
Table (13): Observation of pencil and paper strategy (Pre-post-test)

No. Observed items of pencil and paper strategy m(SD) Z P value
1. . . . Pre 0.45(0.510) -
Use written exercises to assess language skills. Post 0.85(0.366) -2.828 0.005
2. | Use written tests to assess speaking skills for Pre 0.65(0.489) i
students. Post 0.80(0.410) 1732 0.083
3. | Use essay questions in his/her written Pre 0.30(0.470) -3.000 0.003*
exercises, tests & quizzes. Post 0.75(0.444) ' '
4. | Use objective questions in his/her written Pre 0.65(0.489) 1,732 0.083
exercises, tests & quizzes. Post 0.80(0.410) ' '
Pre 0.51(0.127) i *
Total Post 0.80(0.130) 3.782 0.000
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Table (13) showed that there was statistically significant improvement in using written exercises to assess
language skills (p= 0.005), and Use essay questions in his/her written exercises, tests & quizzes (p=
0.003), and the hole pencil and paper strategy after the training program (p= 0.000).

Table (14): Observation of performance-based assessment strategy (Pre-post-test)

No. Observed items of performance-based assessment m(SD) Z P value
1. | Ask students to create presentations. I:I)Dorset ggggggggi -3.317 0.001*
2. | Ask students to do role play. I:I)Dorset gggggggg; -1.890 0.059
O - e estiaon |_Fre | D300 250 | oour
" g\oslg)nrg estt#i(:](;r.]ts to demonstrate how they can Flfor:t 83828%% 3,464 0.001*
5 ﬁgs:]eest; isrf;(.jems during their speech about Flfor:t 01.?500(5)%50103;) 3162 0.002*

e 08028 1 | oo

Table (14) showed that there was statistically significant improvement in using performance-based
assessment strategy after the training program (p= 0.000).

Table (15): Observation of observation strategy (Pre-post-test)

No. Observed items of observation strategy m(SD) Z P value
1 Observe students to get information Pre  ]10.30(0.470) 2887 0.004*
" |about their use of language in the class. Post |0.80(0.410) ' '

Determine a specific skill to be observed Pre |0.45(0.510) | *

2 in each class. Post | 0.80(0.410) 2.646 0.008
Prepare observation card to be used Pre 10.35(0.489) | *

3. during observing students. Post | 0.65(0.489) 2449 0.014
. . . Pre 10.35(0.489) | -

4. | Write the observation notes in a record. Post | 0.70(0.470) 2.646 0.008
Pre  10.35(0.125)| -

Total Post | 0.73(0.151) 3.905 0.000

Table (15) showed that there was statistically significant improvement in using observation strategy after
the training program (p= 0.000).

Table (16): Observation of communication strategy (Pre-post-test)

No. Ob_served items of commur_lication strategy m(SD) Z P value
1 II Qrtlzrl:/;g\g studfents to assess their F|;>Or§t 88828;132; 3317 0.001*
9 Il;f]eg Sgglecll:j;sltsl?n to assess students' |:I>Dor§t 88828;132; 0035 | 0.025%
3 IL;?]eg Sgaglailliﬁllj:.smn to assess students FE’Orgt 8 %882(7)3; 3464 | 0.001*
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Ask probing questions to encourage Pre 0.45(0.510)
4. |students to t_hlnk de_eply and express Post 0.95(0.224) -3.162 0.002
themselves in English.
Give students enough time to think and Pre 0.45(0.510) «
> express their answers. Post 0.95(0.224) -3.162 0.002
Pre 0.40(0.233) x
Total Post | 0.88(0.119) -3.965 0.000

Table (16) showed that there was statistically significant improvement in using communication strategy

after the training program (p=0.000).

Table (17): Observation of self-assessment strategy (Pre-post-test)

No. | Observed items of self-assessment strategy m(SD) Z P value
. Pre  10.35(0.489) | «

1. | Ask students to have portfolios. Post | 0.85(0.366) 2.877 0.004
9 Ask students to write their strong and Pre  ]0.55(0.510) 2 646 0.008*

" |weak points about their learning. Post | 0.90(0.308) ' '

Ask students to correct their language Pre  |0.50(0.513) | «

3 mistakes themselves. Post | 0.95(0.224) 3.000 0.003
Encourage students to evaluate Pre  |0.50(0.513) | *

4 themselves. Post | 0.90(0.308) 2828 0.005
Pre  |0.47(0.255) | .

Total Post | 0.90(0.149) 3.671 0.000

Table (17) showed that there was statistically significant improvement in using self-assessment strategy

after the training program (p= 0.000).
Table (18): Observation of use of tools of authentic assessment (Pre-post-test)

No. |Observed items of tools of authentic assessment,  m(SD) Z P value
1. |Use a checklist in assessing students. Ifc::t 882%8222; -2.646 0.008*
2. |Use rubrics in assessing students. Ifc:set 82282%3 -2.646 0.008*
3. | Use rating scales in assessing students. FI>Dor§t 8888233 -2.530 0.011*
o | sy e 0810509 |5 11 | e
o S ressoreodnasesing | pre 040059 3155 | e

Total ng:t ggggggg -3.873 | 0.000*

Table (18) showed that there was statistically significant improvement in observed use of a checklist in
assessing students (p= 0.008), use rubrics in assessing students (p= 0.008), use rating scales in assessing
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students (p=0.011), use learning logs in assessing students (p=0.034), use anecdotal records in assessing
students (p=0.002), and use of all the tools of authentic assessment after the training program (p= 0.000).

Observation of students

Table (19): Summary of students’ observation (Pre-post-test)

Percentage

No. Observed items n Mean SD t change P value
L ey o s | ot | 2% S| st | mw | oo0g
o e forect g e sk | Pt | %0200 | 8407 10570 | 20 | o000
5 LA el rsirs wier s st |50 21050 | 19770 | a1 | oo
- Lpeak i Englich language i he olass. pretest |30 | 167 | 0ser | 9% | 7% | 0000
5 gy gageviensroin | Postet |50 2601058 |y | sy | ot
6. [Hesitation when speaking FIJD(Z?eesstt 28 i?g gggg 9.049 | 32.0% 0.000
1. e e ot g spsking | Pt |30 12701 0468 | 6o | z1m | 0000

Total SOl S22 2291 13452 | 321% | 0.000

Table (19) presents a summary of the observation scores for students before and after the training
program. The results show a statistically significant improvement in various aspects of English
language use. Specifically, there was a 20.9% improvement (p = 0.000) in students' ability to use
appropriate vocabulary to express themselves in English after the training. Additionally, there was a
significant improvement of 42.8% (p = 0.000) in using correct grammar while speaking English in

class.

The use of suitable expressions in English also improved significantly, with a percentage change of

31.1% (p = 0.000). Furthermore, students showed a 35.7% improvement (p = 0.000) in using correct

intonation while speaking English in the classroom. Similarly, there was a 33.4% improvement (p =
0.000) in the use of body language when speaking English after the training program.
Students' hesitation while speaking decreased significantly, with a 47% improvement (p = 0.000).
Additionally, there was a 27% improvement (p = 0.000) in using eye contact during English

conversations after the training program.
Overall, there was a statistically significant improvement in the total score after the training program,
with a percentage change of 32.1% (p =

Discussion

Use of authentic assessment strategies

0.000).

The results indicated that teachers made significant improvements in using the observation strategy after
the training program. The mean score increased from 2.27 before the training to 4.66 after, reflecting a
51.2% change. This finding aligns with Chen (2008), who stated that data collected through observation
can provide valuable feedback, facilitating students' progress, promoting self-reflection, and enhancing
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active involvement in their own learning. Interviewed teachers confirmed that observation is crucial for
all educators, as it provides comprehensive insights into students’ abilities and skills, leading to more
accurate assessments.

Additionally, the results showed that teachers significantly increased their use of the PP strategy after the
training, with the mean score rising from 2.77 to 4.58, a 39.5% improvement. This outcome is consistent
with Hussain et al. (2019), who reported that paper-and-pencil assessments were underused by teachers.
The interviews revealed that while teachers initially used the PP strategy, they recognized the need for
improvement after the training.

Similarly, there was a notable increase in the use of PBA strategy, with the mean score rising from 2.50
to 4.59, a 45.5% improvement. This result aligns with Lund & Kirk (2019), who found that PBA allows
students to showcase their skills while providing educators with valuable feedback. Interviews revealed
that teachers were not previously using PBA effectively, often relying on written tests or informal
observations. However, after the training, most teachers recognized the value of PBA in providing
meaningful feedback on their teaching strategies.

The CS was also used to a greater extent following the training, with the mean score increasing from
2.74 t0 4.58, a 40.1% improvement. In comparison to other studies, Zaim et al. (2020) noted that teachers
face challenges in assessing communicative functions, which aligns with the interviewed teachers'
previous reliance on written tests for assessing speaking skills. After the training, teachers acknowledged
that the communicative strategy was more effective for evaluating speaking proficiency.

Moreover, the use of SA strategies also increased significantly, with the mean score rising from 2.70 to
4.41, a 38.7% improvement. Most teachers, except one, agreed on the importance of self-assessment for
evaluating students' abilities. However, a few teachers expressed concerns that some students might
exaggerate or misrepresent their abilities during self-assessment.

In summary, the teachers demonstrated a significant increase in their use of all authentic assessment
strategies after the training program, with an overall improvement of 42.1%. The interviews with teachers
confirmed these results, with teachers expressing the value of the training program and the practical
application of authentic assessment strategies in their classrooms. This outcome is consistent with
findings by Taufina & Chandra (2017), who reported a similar increase in teachers' proficiency with
authentic assessment after training. Additionally, Asante (2023) found that most teachers were familiar
with authentic assessment and applied it effectively, encouraging student collaboration and real-world
applications. Similarly, Prawisanthi et al. (2021) and Maulidhawati et al. (2021) noted that while teachers
implemented authentic assessments, they still relied on traditional methods for evaluating language
proficiency. However, studies by Al-Shatnawi & Bani Khalaf (2018) highlighted the positive impact of
training programs on teachers' use of authentic assessment strategies.

Association between authentic assessment strategies and sociodemographic variables

Female EL teachers expressed significant better use of authentic assessment strategies. Also, EL teachers
with longer years of experience showed significant better use of authentic assessment strategies, while
age and previous training did not make difference in using the strategies. This result was consistent with
the results of Al-Shatnawi & Bani Khalaf (2018) who found that female teachers and those who received
previous training obtained higher scores on authentic assessment, while experience did not make
significant difference in use of authentic assessment. Whereas, the results of Asante (2023) indicated that
there was no statistically significant difference in teachers’ knowledge of authentic assessment related to
gender.

Tools of authentic assessment

The results demonstrated a significant improvement in the use of authentic assessment tools, with the
total mean score rising from 2.63 (52.6%) before the training program to 4.39 (87.8%) afterward,
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reflecting a 40% increase. This aligns with the findings of Taufina & Chandra (2017), which showed a
similar improvement in teachers’ assessment scores, from an average of 39.06 before the mentoring
program to 64.78 after it. All interviewed teachers reported that they were unfamiliar with authentic
assessment tools prior to the training but began applying them in their student assessments once they
were introduced.

Additionally, female EL teachers and those with more years of experience showed significantly better
use of authentic assessment tools. However, age and previous training did not appear to influence their
use of these tools.

Irwana (2006) identified four primary forms of assessment in language learning: performance
assessment, product assessment, portfolio assessment, and assessment tests. A common challenge
teachers face in implementing authentic assessment is their limited experience, as well as the
considerable time and effort needed to manage student grades while minimizing subjectivity in final
evaluations. To combat subjectivity, Sahyoni & Zaim (2017) suggested using rubric models that clearly
define achievement levels, allowing teachers to assess students' proficiency more accurately based on
specific criteria.

Teachers often struggle to use a variety of assessment tools and tend to apply the same rubric to both
speaking and writing tasks. However, using a single rubric for different types of assessments can limit
the accuracy of evaluating students' skills, as each task type requires distinct achievement indicators
(Paramartha & Pratiwi, 2017).

Observation of teachers

Observations of teachers revealed a significant increase in the use of authentic assessment strategies after
the training program, with the improvement being statistically significant. These results are consistent
with the findings of Maulidhawati et al. (2021), who noted that all 8th-grade teachers understood the
concept of authentic assessment and regularly employed methods such as storytelling and direct oral
interviews in English classes. Similarly, Prawisanthi et al. (2021) found that EL teachers felt confident
in their understanding of authentic assessment, with an implementation rate of 78.52%.

In contrast, Juaidy and Afona (2020) reported that teachers' experience with authentic assessment was
moderate, and there were no significant differences in experience levels based on sociodemographic
factors, except for years of experience. A comparison of assessment practices before and after the training
program showed significant improvements across all components of the authentic assessment strategies,
reflecting a greater recognition of the importance and effectiveness of these strategies.

These findings highlight the value of authentic assessment, which integrates both process and product
assessment within thematic learning. While teachers may face challenges in applying authentic
assessment, comprehensive training can help address these obstacles. Regular, ongoing training
programs focused on designing effective assessment tools are essential for preparing teachers to
accurately evaluate students' knowledge and skills.

Observation of students:

Student observations indicated a significant improvement in English-speaking skills following the
training program for teachers, with a 32.1% increase. Authentic assessment provides numerous benefits
by fostering creative and critical thinking through engagement with complex, real-world tasks. It allows
students to apply a variety of skills and competencies within assessment activities, enhancing their self-
efficacy and work-readiness through practical experiences (The University of Melbourne, 2022). These
findings align with Maulidhawati et al. (2021), who emphasized the effectiveness of authentic assessment
in capturing students' English proficiency, particularly in productive skills.

Several studies (Inayah et al., 2019; Elsara & Maiwen, 2019; Afriadi et al., 2021) have demonstrated the
high effectiveness of authentic assessment in evaluating speaking abilities and recommend its application
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for assessing other language skills. Authentic assessment nurtures practical problem-solving,
communication, critical thinking, and collaboration skills. From a socio-cultural perspective, it promotes
peer learning, social engagement, and deeper understanding through active participation (Bohemia &
Davison, 2012).

Sukma et al. (2022) found that students responded positively to the authentic assessment model, viewing
it as effective and engaging, particularly for evaluating reading comprehension skills in junior high
school. Speaking is a vital skill for English learners, but assessing it presents unique challenges due to
the various factors influencing foreign language speaking abilities. Teachers must design and implement
appropriate authentic assessments tailored to language learning (Zaim et al., 2020). Authentic
assessments also provide opportunities for students to construct their own knowledge and enhance their
understanding of concepts (Azim & Khan, 2012). This approach encourages active learning, with
teachers taking on a facilitating role rather than being the central figure in instruction. Through authentic
assessment, students are more engaged in the learning process, especially in collaborative activities
(Kearney & Perkins, 2010).

Rukmini & Saputri (2017) highlighted that teachers often use authentic assessments for speaking skills,
incorporating tasks like role plays and debates to directly observe students' language production. They
argued that speaking assessments should focus on students’ ability to interpret and convey meaning in
interactive settings, making authentic assessment an invaluable tool for developing speaking skills.

In summary, assessment provides significant benefits for both teachers and students. For teachers, it
enhances their ability to track student progress, offers valuable insights for refining teaching methods,
and helps in selecting the most effective strategies for different student groups. For students, feedback
from assessments improves their understanding and knowledge, fosters self-evaluation, and helps them
view assessment as an integral part of the learning journey, guiding their approach to acquiring new skills
and knowledge (Thomas et al., 2004).

The study concluded that teachers' use of authentic assessment strategies had improved, benefitting both
educators and students. It recommended expanding the training program to other areas and frequently
applying authentic assessment to maximize its impact.
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