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assessment practices (D-LAP) employed by Thai EFL lecturers in the
university context. To fulfill this purpose, four EFL lecturers from Thai
universities were purposefully selected to partake in classroom observations
and subsequent stimulated recall sessions. The primary objective of these
classroom observations was to shed light on the participants’ assessment
practices. Furthermore, the subsequent stimulated recall sessions were
orchestrated to delve deeper into the participants’ chosen assessment
methods. The findings revealed that the majority of lecturers exhibited
an intermediate degree of digital assessment literacy. This was primarily
manifested in their propensity to implement assessment tasks within a
digital platform and to collaboratively formulate performance indicators
with their students. Additionally, it was discerned that their assessment
tasks were predominantly crafted based on those presented in their
sourcebooks in order to uphold the instructors’ consistency in all course
sections. The primary intention of these assessment tasks was to assess
students’ learning and diagnose their knowledge, employing a diverse
assortment of assessment methods. This research endeavors to offer
meaningful contributions towards the augmentation of professional
development programs centered around digitally-mediated language
assessment.

INTRODUCTION

One of the most important duties of English language instructors is to assess their students’
performance in the classroom. The work of Black and Wiliam (1998), which emphasises the
significance of assessment in fostering learning, has placed classroom emphasis on language
assessment (Fulcher, 2012). As a corollary, language instructors are anticipated to be knowledgeable
and experienced in a variety of assessment components, including assessment literacy, in order
to achieve the desired assessment goals. In light of this issue, instructors’ language assessment
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literacy is crucial for enhancing student learning (Fulcher, 2012). Numerous empirical studies
(e.g., Fulcher, 2012; Lam, 2015; Watmani et al., 2020) demonstrate that language instructors
lack proper testing and assessment knowledge and skills for implementing effective and
successful assessment practice. Similarly, existing research (e.g., DeLuca & Johnson, 2017,
Yamtim & Wongwanich, 2014) has shown that EFL instructors lack assessment knowledge,
especially regarding the application of such knowledge into practice. This seems to confirm
Vogt and Tsagari’s (2014) assertion that some instructors had inadequate knowledge of language
assessment for practical application. Moreover, the strong influence of exam-oriented culture
in Asian contexts, particularly in Thailand (Imsa-ard, 2020; Kaur et al., 2016), supports the
function of testing and assessment in the way that teacher practices emphasise just test-taking
strategies while disregarding what is not on the test. These procedures entail the necessary
competence in language testing and assessment, resulting in a gap between theory and practice.
Many language instructors had little or no formal training in assessment (Berry et al., 2019),
and their assessment practice may have been influenced by their prior testing experiences,
causing them to test in the way they had been assessed (Smith et al., 2014; Vogt & Tsagari,
2014).

Moreover, with the emergence of 21st century skills, today’s students and teachers must have
a better knowledge of digital technology as it grows more prevalent (computers, electronic
white boards, GPS, etc.). Despite the advancement of Information and Communication
Technologies (ICT), there had not been a significant shift in language assessment practices, at
least not until the COVID-19 began its worldwide assault. It is probable that such a dramatic
shiftin assessment practices reveals how difficult it has become to assess students’ performance
on online platforms. Under these conditions, language instructors must embrace digital literacy
as well as alternative assessment modalities that are suitable for the new reality. Despite the
fact that a pandemicis transient and the education system’s evolution after a crisis is unpredictable,
the COVID-19 pandemic triggered a digital revolution in academic and higher education that
has continued to this day and heralded the beginning of the post-COVID-19 era (Alhat, 2020).
After COVID-19, the teaching and learning environment, curriculum, and teaching practices
will undergo a period of transition as a result of the new challenges it will bring about. This
transition will culminate in the introduction and adoption of digital tools to support teaching
and learning, despite the possibility that classrooms will return to face-to-face settings.
Therefore, it is essential to investigate lecturers’ digitally-mediated language assessment
practice (D-LAP) in order to ensure that they are appropriately prepared for the post-COVID-19
era. Surprisingly, many recent research studies (e.g., Jan-nesar et al., 2020; Sultana, 2019; Xu
& Brown, 2017) have found that assessment literacy among language instructors was still
undeveloped, necessitating more studies on language teacher assessment literacy in many
contexts. Moreover, the circumstances caused by COVID-19 have raised significant concerns
regarding assessment among students, parents, and teachers (Duraku & Hoxa, 2020; Maaoui
et al., 2023). In line with such concerns, Astiandani and Anam (2021) demonstrates that EFL
instructors need assistance with technological issues and socialising with digital devices for
their assessment.

Also informed by the aforementioned discrepancy, such issues could possibly hamper the
appropriate assessment practice aimed at promoting students’ learning. It would be more
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beneficial to investigate lecturers’ digitally-mediated language assessment practice in order
to establish a more comprehensive view of lecturers’ digitally-mediated language assessment
practice, which could broaden a comprehensive understanding and hopefully promote students’
language learning. Despite the breadth of literature on assessment literacy on instructors,
scant attention has been paid to investigating Thai EFL university lecturers’ language assessment
practices, particularly in terms of digitally-mediated language assessment. Therefore, this study
attempted to investigate the Thai EFL university lecturers’ digitally-mediated language assessment
practice.

In light of its relevance, it is envisaged that this study will contribute to the EFL and language
assessment research literature. Significantly, this research may assist instructors, educators,
and trainers in providing effective support and encouragement for their assessment practice,
especially in terms of digitally-mediated assessment, so as to improve students’ long-term
learning. In addition, the results will give illuminating information on teachers’ perspectives
and practices that may be used to enhance and support teacher professional development
programs as necessary.

LITERATURE REVIEW
Digitally-mediated language assessment

Assessment quality is an essential aspect of instructors’ assessment literacy since the primary
goal of assessment literacy should be to improve assessment quality and maintain that
assessments are utilised appropriately for their intended purposes. Given the connection
between teaching and assessment, instructors need to acquire assessment principles in order
to enhance their teaching and assessment abilities. Initially, the term assessment literacy
emerged in Stiggins’s work (1991). Stiggins (1995) emphasised the significance of assessment
literacy to the quality of teaching and learning and urged for research in this area. Moreover,
he emphasises that instructors are not just users of assessment data, but also need more
sophisticated skills and knowledge to differentiate between high-quality and low-quality
assessment practices. Since then, throughout the preceding three decades, a number of experts
have focused on enhancing teachers’ assessment literacy (Brookhart, 2011; Inbar-Lourie, 2008;
Popham, 2009). Although there have been different definitions of assessment literacy, it is
commonly agreed that assessment literacy requires teachers to be able to connect testing and
assessment theory with the practice of testing and assessment. This includes their understanding
and knowledge of the theoretical issues of assessment, as well as the appropriate application
of assessment practices. Simply described, assessment literate instructors not only comprehend
the theoretical issues of testing and assessment, but also understand how to put them into
practice. Focusing on language teacher assessment literacy, Popham (2011) defines AL as “an
individual understanding of the fundamental assessment concepts and procedures deemed
likely to influence educational decisions” (p. 267), which implies that teachers should be able
to make inferences and draw conclusions about students based on their behavioural repertoire
as well as their covert knowledge and skills. When drawing from general assessment literacy,
Language Assessment Literacy (LAL) refers to stakeholders’ familiarity with assessment practices,
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as well as their application of this knowledge to classroom activities in general, and especially
to concerns of language assessment (Taylor, 2009).

Furthermore, Brookhart (2011) presents a comprehensive and updated inventory of knowledge
areas and skills that educators should acquire to proficiently and professionally undertake
assessment-related tasks. The constituents of this list are grounded in the 1990 Standards,
albeit significantly updated to reflect the evolving field of formative assessment. This compilation
furnishes educators with a robust understanding of educational assessment principles that
align with modern teacher assessment standards. These include: 1) Appreciating the dynamics
of language learning and teaching, 2) Establishing and communicating clear learning objectives,
3) Conveying learning outcomes to students, alongside devising tasks that accurately embody
these outcomes, 4) Utilizing various assessment methods and understanding their purposes,
validity, fairness, and reliability, 5) Employing critical thinking skills, understanding cognitive
levels, analyzing test items, and making informed instructional decisions based on student
performance, 6) Articulating and disseminating constructive feedback, 7) Grading, performing
item and quantitative analyses, and making informed decisions based on these assessments,
8) Administering and interpreting results from external assessments for informed decision-
making, including interpreting scores from large-scale assessments and managing institutionally
mandated assessments, 9) Communicating effectively with parents and colleagues about
educational reforms, 10) Understanding the intricate relationship between assessment, student
motivation, perception of authority, and self-management, as well as facilitating students in
evaluating, planning, and monitoring their academic progress, and 11) Developing tests,
maintaining confidentiality, and adhering to ethical assessment practices. This encompassing
list of competencies is intended to support educators, professional development specialists,
teacher trainers, and other individuals responsible for evaluating teachers’ assessment knowledge
and skills, bolstering their efforts in this critical undertaking.

In addition to possessing language assessment literacy, with the utilization of digital technology
in education, itis required that language instructors should possess a so-called “digital assessment
literacy” to be able to utilise a range of applications and technological systems to improve
students while using a number of assessment strategies. Prior to 2012, the term “digital
assessment literacy” had not been used in academic literature until Eyal (2012) invented the
term, but it may have been suggested to refer to the role of the teacher as an assessor in a
technology-rich environment. Eyal (2012) focuses on a particular aspect of assessment literacy:
digital assessment literacy. On a three-tiered continuum, Eyal (2012) proposes the following
abilities and skills that teachers must possess in order to achieve digital assessment literacy:
basic, intermediate, and advanced. They were characterised as follows (Eyal, 2012, p. 45):

1) Digitally-mediated assessment literacy is a continuum, beginning with the most
basic level, which involves the use of LMSs (Learning Management System) in
conjunction with more traditional assessment processes, such as computerised tests.

2) In addition to traditional processes in assessment practice, the intermediate level
involves the administration of examinations, tasks, and projects in a digital environment,
with performance indicators created in collaboration with students.
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3) At the advanced level, estimation approaches are constructed around constructivist-
social learning and the growth of self-directed learning, while teachers must also
understand how and when to delegate assessment processes to students.

In conclusion, the term “digitally-mediated language assessment” has been operationally
defined in this research as a measure of assessing a one’s language proficiency by utilizing
technology and digital tools. However, there is an evident lack of research (e.g., Brown, 2013)
that investigates practical skills of language instructors when it comes to utilizing technology
for language testing in their classrooms, let alone investigating the use of computers in testing
as part of a digitally-mediated assessment practice. Thus, further studies are needed to
determine how each level of digital assessment literacy might be implemented in classroom
practices.

Language assessment practices

Although Black and Wiliam (1998) demonstrate that classroom assessment is commonly
understood to involve a variety of activities that teachers and students engage in to gather
data that can be used diagnostically to improve teaching and learning, classroom assessment
practices are widely believed to be multifaceted and multidimensional (Rodriguez, 2004). Prior
to that, itis necessary to define the term “teachers’ assessment practices”. Stiggins et al. (2006)
propose the following five characteristics of effective classroom assessment practices: “Clear
purposes, Clear targets, Sound design, Effective communication, and Student involvement”
(p. 27). To support Stiggins et al. (2006) regarding student involvement, Black and William
(2009) also demonstrate that innovative language learning theories emphasise how students
learn based on formative assessment information they receive and their interpretation, enabling
them to make effective learning decisions. In light of this, student involvement in the use of
assessment information necessitates an expansion of teachers’ assessment knowledge and
skills, as this will require teachers to be adept at articulating and sharing learning intentions
and success criteria with their students, as well as providing meaningful opportunities for
students to act on assessment information they receive (Cheng et al., 2004).

Subsequently, Brookhart (2011) proposes a set of assessment competences based on the
distinct requirements that instructors must fulfil while doing assessment tasks: 1) Prior to
completing assessment tasks, instructors must have both content and pedagogical knowledge,
2) Instructors should be able to describe the goals and objectives of their instruction and, by
extension, their assessments, 3) Instructors should be able to communicate with students and
colleagues on success criteria, especially when it comes to formative assessments, 4) Instructors
must be aware with the purpose and use of various assessment techniques from either published
coursebooks or teacher-developed techniques (Hosseini & Azarnoosh, 2014) and skilled in
their application, 5) Instructors should be able to analyse classroom questions, test items, and
performance assessment assignments to determine whether or not students have the essential
knowledge and critical thinking skills, 6) Instructors must be able to offer students with effective
and constructive feedback on their work, 7) Instructors must be capable of creating scoring
systems that transform student performance into actionable data, 8) Instructors should be
able to administer and interpret external assessments in order to make appropriate placement
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decisions for students, 9) Instructors should be able to articulate their interpretations of
assessment data and their justifications for making sound judgements, 10) Instructors should
be able to support students in making sound educational decisions based on assessment
information, and 11) Instructors should be aware of their legal and ethical obligations during
allassessment procedures. Within this context, “assessment tasks” denote the explicit activities
that students are mandated to undertake within the parameters of the assessment process.
Such activities may encompass a spectrum of tasks, ranging from drafting an essay to delivering
an oral presentation. Conversely, “assessment methods” pertain to the tactical strategies or
methodological techniques leveraged by instructors to scrutinize and quantify student learning.
It is crucial to understand that a singular assessment method may encapsulate multiple
assessment tasks. For instance, within the context of a project-based assessment method, the
embedded assessment tasks could potentially include a preliminary phase of topic research,
followed by a written report, culminating in a presentation of the acquired findings.

In light of the profound digital disruption catalyzed by the COVID-19 pandemic, the integration
of digital tools in instructional methodologies, pedagogical approaches, and assessment
procedures has surged significantly. The transformational effect of technology on educational
assessments can no longer be disregarded in the epoch of digitalization (Yu & Zhang, 2017).
This evolving landscape has necessitated educators to acquire and develop novel competencies
to navigate the challenges inherent to digital language assessment (Eyal, 2012; Taylor & Harding,
n.d.). These challenges have been further amplified in the context of the COVID-19 pandemic.
Notably, there remains an absence of terminologies specifically crafted to elucidate the practice
of language assessment utilizing digital platforms. Nevertheless, Eyal (2012) proffered the
concept of “digital assessment literacy,” which alludes to the strategic employment of a myriad
of applications and technological infrastructures to foster student progress. This concept
encapsulates a broad spectrum of assessment strategies adapted to the digital milieu.

The degree of digital assessment literacy is construed as a continuum. At its nascent stage, it
involves the incorporation of Learning Management Systems (LMS) into conventional assessment
procedures, such as computerized examinations. Ascending along the literacy continuum, one
encounters a more sophisticated degree of literacy. This entails, beyond traditional methods,
the execution of tests, tasks, and projects within a digital framework. Performance indices for
these tasks are collectively formulated with student input, underscoring a participatory approach.
Culminating at the apex of this continuum is the integration of progressive evaluation
methodologies premised on constructivist-social learning and the fostering of self-directed
learning. This requires educators to possess a keen understanding of the opportune moments
and effective strategies to delegate the assessment procedures to their students. Such a multi-
faceted approach encapsulates the full range of digital assessment literacy, highlighting its
essential role in the contemporary educational landscape.

Related studies
There have been a numerous studies investigating language assessment practices in several

contexts. To begin with, Babaii and Asadnia (2019) examined five EFL teachers’ reflections on
their research-based language assessment knowledge (reflection-on-research), current language
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assessment practice (reflection-on-action), and future language assessment plans as they
progressed through their professional development (PD). Qualitative approaches included
online discussions, reflective narratives, interviews, and scenario creation. Concerning a social
networking platform for teachers to discuss the practical significance of new research articles
to build community and professional development. Teachers were also asked to write three
focused narratives on pair work, LAL, and diagnostic assessment in reflective narratives, which
encouraged them to move beyond their pedagogical performance and emphasise their
assessment practices. Finally, the researchers built the scenarios to assess how instructors use
theories and reflect-for-action. Teachers were interviewed for LAL improvement suggestions
in semi-structured interviews. Their findings demonstrated that instructors’ comments on
theories and language assessment practices were comparable, which may contradict previous
literature suggesting discrepancies. Supervisors might also hold workshops and discussion
panels to assist instructors improve their LAL and provide constructive assessment feedback.
This study suggests that teachers’ reflective journals can help them improve their classroom-
based assessment practices and that familiarising them with digital language assessment
technologies like mobile- and computer-assisted language assessment can help them improve
their LAL.

While attempts have been made to investigate teachers’ language assessment practice, language
teachers have been confronted with several challenges, including the forced transition to online
teaching (i.e., emergency remote teaching) in response to the COVID-19 pandemic. As a result,
it is critical to review studies on online/digital language assessment practices. To begin with,
Nam (2021) examined 124 graduate teaching assistants’ (GTA) online assessment practices.
The findings showed that online teachers used open-book examinations, video recording, and
written and audio-recorded feedback. However, teachers reported that they wanted more
hands-on language teaching and assessment training. In addition, Chung and Choi (2021)
examined an English language program in South Korea to discover how the abrupt shift to
online language instruction has affected 32 full-time language teachers’ teaching and assessment
practices. They conducted a speaking-intensive course to help students enhance their English
communication skills and prepare them to utilise English long-term. Teachers assigned multimodal
projects to generate sustainable assessments in which students may actively use target language
forms and structures. In addition, Al Bahlani (2019) utilised mixed methods to investigate EFL
teacher assessment literacy in Omani colleges. This study assessed EFL teachers’ assessment
literacy by examining their perceptions of their assessment competence and practice, their
performance on an assessment knowledge test, their performance on a language test’s
assessment evaluation task, and their actual assessment practices in the language classroom.
Self-assessment surveys, a language assessment knowledge test, an assessment evaluation
task, classroom observations with a focus on teacher-created assessment activities, and teacher
interviews were used to measure teachers’ digital assessment literacy. The study’s context
enabled the use of cutting-edge technology in language classrooms, but digital assessment
literacy was poor.

According to a review of recent literature, a number of studies on language assessment literacy

have been conducted from the perspective of instructors and at various teaching levels and
in a variety of circumstances. Studies on lecturers’ digitally-mediated assessment practices
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(D-LAP) have received scant attention, and none have focused on Thai EFL university lecturers
in Thailand. This creates a clear research gap that will be addressed by this study. The purpose
of this study is to explore the digitally-mediated assessment practice of Thai EFL university
lecturers in order to fill in gaps in the literature and to acquire insights into instructors’
assessment practices in the hopes of further enhancing students’ language learning in the
digital age. In order tofillin the gaps, below is the research question: How do Thai EFL lecturers
employ digitally-mediated assessment practices in their classrooms?

RESEARCH METHOD
Research design

In order to gain insight into Thai EFL university lecturers’ digitally-mediated language assessment
practices, the qualitative case study approach through classroom observations with stimulated
recalls was espoused in this study. This is because “case studies are the preferred strategy
when ‘how’ and ‘why’ questions are being posed, when the investigator has little control over
events, and when the focus is on a contemporary phenomenon within some real-life contexts”
(Yin, 1994, p. 1). Although this case study approach can be criticised for its lack of generalizability
from one case to another due to the different contexts (Creswell, 2013; Patton, 2002), it enabled
researchers to zoom in on the real-world context of language classrooms in order to comprehend
and transfer how Thai EFL university lecturers assess their students to their own contexts.
Since the concept of ‘transferability’ does not imply broad claims, the purpose of this case
study research is to allow readers to make connections between the findings of this study and
their own experiences and contexts.

Participants

A sample of four EFL university lecturers was selected using purposeful sampling. The four
participants were chosen by using purposeful random sampling, which placed an emphasis
on choosing “information-rich cases” (Patton, 2002, p. 46), providing ‘in-depth’ understanding
and insightsinto the finding instead of empirical generalisation (Liamputtong, 2009). Qualitative
research often makes use of purposeful sampling to choose and select samples that include
a substantial amount of information on the topic of interest (Palinkas et al., 2015). More
specifically, purposeful sampling, even with tiny samples, can significantly increase the credibility
of research studies (Patton, 2002). The selection criterion for recruiting the participants in this
study was based on the assessment knowledge test scores from the Phase 1 study (Imsa-ard,
2023). Significantly, the four participants participated on a voluntary basis. Thus, the participants
in this study included two lecturers whose test scores were higher than a mean score, and two
lecturers whose test scores were lower than a mean score.

The following table presents an overview of each participant, including their personal information,
work experience and their context. To assure their confidentiality and anonymity, the participants’
names were pseudonyms. The participants included two male lecturers (50%) and two female
lecturers (50%). Their teaching experience ranged from 5 years to 13 years. Three of them
(75%) hold master’s degrees, while only one participant (25%) holds a doctorate degree.
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Table 1
Demographic information of participants

Personal information Experience University context
No. of
Years of i
. students in
teaching in a
Name Gender Age Degree i Course observed the
tertiary
observed
context
class
Suda F 35  M.A.in English as an 10 English for Oral 20
International Language Communication
B.A.in English
Chain M 34 M.A.in English 5 English in the Digital 35
Language Teaching Era
B.Ed. in English
Mali F 41 Ph.D.in Applied 13 English for University 38
Linguistics Life
Petch M 44 M.Ed. in Teaching 8 English Skill 28
English as a Foreign Development
Language

In this section, all of the four participants were described as follows.

1) Suda was a university lecturer who graduated her master’s degree in EIL (English
as an International Language) from a university in Bangkok, Thailand. She was
responsible for teaching English foundation courses and English for Specific Purposes
courses for undergraduate students. She has been teaching for 10 years.

2) Chain was a university lecturer who holds his master’s degree in English Language
Teaching from a university in Bangkok, Thailand. He was responsible for teaching
English foundation courses for undergraduate students. He has been teaching for
five years. At his university, most students have digital gadgets such as iPads or
laptops. At the stage of data collection, students mostly studied through an online
platform. Thus, most students are familiar with using digital tools for their study.

3) Mali was an assistant professor who holds her PhD in applied linguistics from a
university in the United States. She was responsible for teaching English foundation
courses and English for Academic Purposes courses for both undergraduate and
graduate students. She has been teaching for 13 years.

4) Petch was a university lecturer who holds his master’s degree in Teaching English
as a Foreign Language from a university in Thailand. He was responsible for teaching
English foundation courses for undergraduate students at one public university. He
has been teaching for eight years.

Context of the study

This study was conducted in the university context of Thailand, all of which are public universities
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ranked in both the QS World University Rankings 2022 and the SCImago Institutions Rankings
as the top 10 universities in Thailand. In general, there are two types of universities in Thailand,
namely public and private universities. To elaborate on public universities, which is the focus
of this study, there are two types of public universities, namely government universities and
autonomous universities (Kantabutra & Tang, 2010). In response to the advent of the COVID-19
pandemic, numerous higher education institutions instituted policies pertaining to the
incorporation of technology in language instruction and learning. Notwithstanding the
improvements in the pandemic crisis, the perpetuated usage of technological platforms within
classroom settings remains evident. Predominantly, universities have gravitated towards
platforms such as Google Classroom and Microsoft Teams for pedagogical purposes, whereas
Zoom has been predominantly harnessed for the facilitation of virtual meetings. Given the
context, it is pertinent to delineate the specifics of the present investigation, which was
conducted across four public universities. Consequently, detailed descriptions of these
universities, their characteristics, and the specific deployment of technology within their
educational environments are warranted to better elucidate the scope and findings of this
study.

First of all, the university where Suda works is thought to be one of the most prestigious in
Thailand, and it seems that students who obtain a good rank on their university entrance exams
can be admitted. Moreover, this university is a comprehensive and research-intensive public
and autonomous university. At this university, most students have digital gadgets such as iPads
or tablets, and buildings are well-equipped with digital tools and internet connections.

Secondly, the university where Chain works is thought to be one of the top public universities
in Bangkok. At this university, most students have digital gadgets such as iPads or laptops. At
the stage of data collection, students mostly studied through an online platform. At his university,
most students have digital gadgets such as iPads or laptops. At the stage of data collection,
students mostly studied through an online platform. Thus, most students are familiar with
using digital tools for their study.

Thirdly, the university where Mali works is thought to be a public research university in Bangkok,
where it has expanded its subject areas to cover life sciences, science, engineering, social
sciences, and humanities. At this university, most students have digital gadgets such as iPads
or laptops, and buildings are well-equipped with digital tools and internet connections.

Finally, the university where Petch works is thought to be one of the leading Asian academic
institutions in Thailand, with a world-class standard in producing graduates and creating bodies
of knowledge. At this university, most students have digital gadgets such as iPads or laptops,
and buildings are well-equipped with digital tools and internet connections. Thus, most students
at the university where he works are familiar with using digital tools for their studies.

Research instruments

In this study, there are two major instruments to address the research questions, namely the
classroom observation protocol (Appendix A) and the stimulated recall protocol (Appendix B).
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Classroom observation

For the purposes of the questions in this study, the researcher carried out three lesson
observations and took on the role of a non-participant observer, meaning the researcher
observed every situation without ever intervening in what was being observed. To support
the number of observations, van der Lans et al. (2016) demonstrate that three lesson observations,
in particular, should be very beneficial for researchers who are interested in connecting
classroom observations of teaching with other variables in their research, and three lesson
observations are very applicable to school assessment practices. Observation literature (e.g.,
Bryman, 2008; Robson, 2002) has emphasised the significance of developing an observation
schedule for recording the events of each observation. Thus, an observation schedule (See
Appendix A) was developed that outlines a number of categories that are the focus of the
observations based on concept-driven information from quantitative data about the types of
assessment purposes and strategies utilised in the classroom by teachers. Also, they were
developed based on the concepts of formative assessment theories (Black & Wiliam, 2009)
and Brookhart’s (2011) framework. However, it is crucial to acknowledge the potential pitfall
of observer bias within observational research. To mitigate this risk, the implementation of a
stimulated recall technique is often recommended. This technique can counterbalance the
inherent bias by prompting the observer to recall and reflect on the observation with increased
objectivity, enhancing the accuracy and reliability of the collected data.

Stimulated recalls

A video-stimulated recall (VSR), a method in which the researcher shows the participants a
video of their own behaviour in order to prompt and boost their subsequent recall and
interpretation of the event, was used in this study during the post-teaching interview (See
Appendix B). Moreover, stimulated recalls help to uncover the reasoning and thinking processes
behind their activities (Gass & Mackey, 2016). The use of stimulated recalls not only assists in
the elaboration of teacher digitally-mediated assessment practices, but it also improves the
validity and reliability of the data obtained. During the post-teaching interview, the stimulated
recalls were used to clarify the classroom events and the interviews were audio-recorded to
facilitate transcription and data analysis. Throughout the post-teaching interviews, the application
of stimulated recall techniques served as a tactical instrument to explicate and interpret
classroom dynamics. To bolster precision in transcription and augment thorough data analysis,
the interview sessions were meticulously audio-recorded, thereby enhancing the accuracy
and completeness of the collected data. The interviewees were presented with video excerpts
serving as stimuli, aimed at aiding them in recollecting their digitally-mediated assessment
practices in the classroom milieu. In the pursuit of responding to the third research question,
and to uncover the salient themes discerned during observational sessions, the researcher
probed the interviewees with a series of questions. These questions were targeted at unearthing
key insights pertaining to (a) the sources of the assessment task, (b) the explicit objective of
the assessment, (c) the degree of student engagement incorporated, (d) the provision of
educator feedback post-assessment, and (e) the subsequent utilization of the assessment data,
among other thematic points of interest.

413



Aé"“‘ rEFLections
Vol 30, No 2, May - August 2023

Data collection

The data collection process began in August 2022. Qualitative data were collected from
classroom observations with stimulated recalls during August-November 2022 (i.e., the first
semester of Academic Year 2022). Following verbal consent from participants, an information
sheet and consent form were created for each. Prior to initiating any data collection procedure,
a short discussion with each participant was held to explain the steps of the method and the
purpose of each step. They were advised that data collection involved four appointments,
once every two weeks, with each meeting lasting no more than an hour. The meeting time
and venue were determined by the participant’s preference, availability, and convenience.
Each participant was invited to schedule an observation and interview at a time and location
that was convenient for them (Arksey & Knight, 1999). Accordingly, an interview appointment
schedule was prepared and communicated with participants; they were notified that, two
days prior to each session, a reminder was issued. To avoid any inconvenience, planned times
were adjusted according to their availability.

As shown in Figure 1, each participant was observed three times during weeks 3—4, 6—7, and
9-10 of their undergraduate English language courses. All class instructions were meticulously
recorded to support comprehensive data analysis, given their substantial duration of three
hours each. These recordings were duly deleted once the data analysis phase was concluded.
Importantly, all participants were adequately informed and consented to these recordings
prior to their commencement. Following each observation in the three-hour session, stimulated
recalls were used to facilitate the interpretation of classroom events. It should be noted that
stimulated recalls should be done as soon as possible to maximise what the participants can
remember and avoid memory decay (Gass & Mackey, 2016). Thus, in this study, stimulated
recalls were adopted right after the class observation or within the week of observation.

Week 3-4 Week -7 Week 9-10

Figure 1 Data collection
Data analysis

In this study, content analysis was utilised to examine all qualitative data, including classroom
observations and stimulated recalls with university lecturers. Firstly, the qualitative data
gathered from classroom observations was analysed deductively using the observation schedule
guided by the literature (Brookhart, 2011). This type of analysis was carried out to illustrate
how Thai EFL university lecturers conduct assessment practice in their classes in aspects of
1) sources of assessment tasks, 2) purposes of assessment tasks, 3) assessment methods,
4) involvement between students and teacher, and 5) feedback in assessment practice. In
addition, a part of the qualitative data was converted into quantitative data to provide descriptive
statistics regarding assessment tasks used, methods, kind of feedback in the form of the
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frequency of usage of teacher participants. Secondly, the analysis of stimulated recalls was
then conducted by using content analysis. The data was inductively and deductively analysed.
First, a deductive analysis was conducted to investigate Thai EFL university lecturers’ digitally-
mediated assessment practices in their classrooms in terms of sources of assessment tasks,
purposes of assessment tasks, assessment methods, involvement between students and
teacher, and feedback in assessment practice. To ensure the coding process is of high quality,
the researcher should do inter-coder reliability analysis, which is regarded as a standard
methodological requirement in content analysis (Krippendorff, 2011). In this study, the analysis
was conducted by three coders, each of whom holds a minimum qualification of a master’s
degree in language education and possesses relevant research experience. Despite their high
level of academic achievement, it is noteworthy that in order to minimize the potential for
human error and subjectivity, they were provided with specific workshops centered on the
study’s objective.

Data obtained through stimulated recalls were integrated and triangulated with data collected
through classroom observations, first with each individual lecturer and then collectively, to
identify similarities and differences in their digitally-mediated language assessment practices.

FINDINGS AND DISCUSSION

To address the research question, the researchers looked at how Thai EFL university lecturers
practised language assessment in their language classrooms. To be more specific, this qualitative
case study approach was employed to look at the type of assessment purposes, strategies
(methods and student involvement) that teachers practised in their language classes. The
qualitative case study method was employed through structured classroom observations with
stimulated recalls with four Thai EFL university lecturers. Albeit the analyses of classroom
observations and interviews utilised an inductive method to identify emerging themes, they
were primarily deductively analysed using categories derived from formative assessment
theories (Black & Wiliam, 2009) and Brookhart’s framework (2011): sources of assessment
tasks, purposes of assessment tasks, and assessment methods, student involvement in the
assessment task, and type of teacher feedback given on the task. In this part, the results will
be presented and discussed according to the categories previously mentioned.

Sources of assessment tasks

To indicate the sources of each assessment task, stimulated recalls after each observation
revealed that all lecturers developed their assessment tasks from a published coursebook used
by their institutions. Suda indicated that all assessment tasks in her course were developed
based on those in the coursebook. To elaborate, she also adapted some activities in the
published coursebook to suit her students in the course as she stated:

“Since the course | am instructing is a foundation course for university undergraduates,

I must rely on the published coursebook provided to each section. To make it appropriate
for my students, | must adapt and modify the activities, that is to say the difficulty
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level, to their proficiency level while maintaining the course’s objectives. This is to
ensure that students could achieve the course outcomes.” (Suda)

This is also similar to what Petch and Chain mentioned:

“The bulk of my assessment tasks for this course have been based on the coursebook
that every instructor uses. | avoid using my own assessment tasks since it may not be
fair to my students if shared assessment tasks are used and modified for the exam.
Utilising assessment tasks from published coursebooks would familiarise students with
the assessment.” (Petch)

“Because every student in every section will have the same activities, | am compelled
to use the assessment tasks from the published coursebook.” (Chain)

However, Mali added some teacher-developed tasks to supplement the course as follows:

“In fact, | rely mostly on the assessment tasks provided in the coursebook. However, |
add certain teacher-developed and contextualised tasks to ensure that students have
additional authentic practice opportunities.” (Mali)

From the aforementioned findings, it suggests that Thai EFL university lecturers mainly used
an assessment task source from their coursebooks. This finding suggests that lecturers prefer
to utilise the assessment tasks included in published coursebooks rather than create their own
assessment tasks for their courses. This finding may be explained by the fact that the observed
course is a required general education course for all first-year students; therefore, to ensure
the reliability of instruction, lecturers must rely primarily on the assessment tasks provided in
the coursebook, despite the fact that some lecturers also assigned supplementary tasks. It
seems to corroborate Hosseini and Azarnoosh’s (2014) findings demonstrating that the majority
of the assessment tasks used by instructors were retrieved from published textbooks. Nonetheless,
it seems to contradict Al Bahlani’s (2019) results that EFL instructors used a range of assessment
sources, particularly teacher-created assessment tasks were substantially more prevalent than
coursebooks. This discrepancy is explained by the fact that participants in his research received
a training session on how to better design assessment tasks that correspond to the level of
their students and their intended goals, leading participants to develop their own assessment
tasks. Significantly, it should be noted with caution that teacher-created assessment tasks may
have issues with regard to task instruction clarity, validity, authenticity, and digital application.

Purposes of assessment tasks
In order to identify assessment purposes, each observed task was examined according to the
assessment purposes given by lecturers during observations and stimulated recalls, because

the majority of participants did not convey the purposes of the tasks overtly and directly during
classroom observations.
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Table 2

Purposes of assessment tasks

Assessment Purpose No. of Tasks Percentage
e Evaluating 48 38.71
* Diagnosing 35 28.23
* Reporting (feedback for students) 23 18.55
* Preparing for a coming class 10 8.06
e Evaluating previous learning 8 6.45

As demonstrated in Table 2, Thai EFL university lecturers mostly assessed and evaluated student
learning through assessment tasks. In her stimulated recalls, for instance, Suda said that she
utilised and adopted assessment tasks to “mostly evaluate their learning in each lesson” (Suda).
This specific purpose was utilised in 48 (38.71%) of the 124 activities conducted by all participants.
35 tasks (28.23%) were administered to diagnose students’ knowledge, while 23 tasks (18.55%)
were administered to provide students with feedback. Early in the semester, for example, when
Petch was asked about his assessment purpose, he said, “I need to conduct some diagnostic
assessment tasks to diagnose students’ knowledge so that | can plan the lessons more effectively
and students could know how much and what they know.” (Petch). This finding is partially
consistent with the findings of Cheng et al. (2004), whose participants similarly reported
utilising assessment for more student-centred purposes. In a similar vein, Mali noted, “Each
assessment task could provide students with feedback so that they could recognize their own
learning” (Mali). Lesser proportions, 8.06 and 6.45 percent, represented the number of
assignments that prepared students for upcoming classes and evaluated prior knowledge,
respectively. A potential reason for such assessment purposes, e.g., evaluating and diagnosing
students’ knowledge, could be the lecturers’ intentions to prepare their students to pass their
summative exams at the end of the course, according to the stimulated recalls. This conclusion
confirms Alkharusi’s (2021) and Xie and Tan’s (2019) arguments that the primary goal of
classroom assessment is to evaluate and diagnose student performance in order to enhance
their learning.

Assessment methods

The analyses used to establish the findings of this section were based on the observation
schedule filled out by the researcher during observations and stimulated recalls for each
observation. The assessment methods in this study were initially drawn from the scholarly
literature (Black & Wiliam, 2009; Brown & Abeywickrama, 2018). The findings revealed that
lecturers used a variety of assessment methods. Table 3 depicts the number and proportion
of the various assessment methods used.
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Table 3
Assessment methods

Assessment Methods No. of Tasks Percentage Notes

* Fill-in-the-gap 47 37.90 Mostly, this method was adopted in

listening and vocabulary tasks.

* Short answers 39 31.45 Sometimes, this method was employed
with oral discussion to stimulate students’
thinking.
* Oral discussion 26 20.97 Mostly, this method was utilised in group

work and accompanied by short answers.

Mostly, a presentation was in the form of
* Presentation 12 9.68 pair work and groupwork. However, for
some participants, each student had one
individual presentation at the end of the
course.

According to Table 3, fill-in-the-gap tasks and short-answer tasks were the most prevalent,
accounting for 37.90% and 31.45% of all items, respectively. Many lecturers said that they
mostly used fill-in-the-gap tasks in their listening and vocabulary tasks. For example, Suda said,
“Fill-in-the-gap tasks may assess students’ listening ability whether or not they can understand
the listening texts. Additionally, such tasks might assess students’ vocabulary skills. If they are
able to finish the task, they are proficient in vocabulary.” (Suda). Moreover, some lecturers
reported using short-answer tasks to stimulate students’ thinking. For instance, Petch stated,
“Once students have mastered the language content, | also encourage them to think by assigning
short-answer tasks. This may also provide students with feedback and evaluate their
understanding.” (Petch). Additionally, oral discussions (20.97%) were used mostly in group
work to enable students to collaborate and gain knowledge from others. As Chain said, “/
adopted oral discussions among student groups frequently. This is to diagnose and evaluate
learner understanding. They may not be confident enough to share with the whole class at
first; thus, enabling them to work in groups would increase their confidence.” (Chain). Finally,
presentations (9.68%) were also adopted mostly at the end of the course. In support of this,
Mali stated, “Students have final projects, so they have the opportunity to give presentations.
I may assess their comprehension and language proficiency, mostly in the areas of listening
and speaking, evaluate their prior learning, and provide them with feedback.” (Mali). Based
on classroom observations, the lecturers’ primary responsibilities were that of facilitators. To
elaborate, lecturers mostly provided students with cues for their assessment tasks rather than
directly helping them. Significantly, most of them adopted assessment practices on digital
platforms in which every student could get access to the tasks easily.

According to these findings, the concept of practicality (Diaz et al., 2021) may explain the
predominance of the adoption of fill-in-the-gap and short-answer tasks, since they are simple
to develop and to grade. In addition, these assessment methods were easy to adopt when
evaluating and diagnosing students’ learning and understanding. This finding appears to
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corroborate Frodden et al.’s (2009) assertion that this practice may be related to teachers’ lack
of time. Thus, instructors must seek for objective items that are simple to correct and develop
rather than subjective tasks. Significantly, less adopted methods are oral discussion and
presentation respectively. This appears to contradict what Dunbar et al. (2006) demonstrate,
i.e., that one of the most important soft skills that higher education students should acquire
prior to graduation is the ability to share information publicly, clearly, and eloquently in
accordance with various academic and professional contexts. With this disparity, consequently,
Chan (2011) asserts that many undergraduates enter the labor market with severe deficits in
oral communication skills in English. To provide some solutions to this issue, it is necessary
that students have more opportunities to observe and participate in relatively frequent oral
discussion and presentation practices and receive explicit,immediate, and constructive feedback.
This might include videotaping the oral presentations (e.g., Dupagne et al., 2007) and using
peer assessment strategies (e.g., Murillo-Zamorano & Montanero, 2018) in order to overcome
time restrictions.

Student involvement in the assessment task

Since Black and Wiliam’s (1998) seminal publication, the effectiveness of formative assessment
learning has been well established. Current ideas of formative assessment emphasise student
involvement in assessment (Brookhart, 2011; Wiliam, 2011). This research also investigated
this aspect of formative assessment by examining the utilisation of self- and peer-assessment
in EFL classrooms.

Table 4
Student-involvement in the assessment task

Student-involvement tasks No. of Tasks Percentage
¢ Self-assessment 2 1.61
* Peer-assessment 3 2.42
¢ Class reflection 9 7.26
s None 110 88.71

According to Table 4, the analysis that categorised each observed task according to the kind
of student involvement (self-assessment, peer-assessment, and class reflection) revealed that
class reflections accounted for 7.26 percent of all teacher assessments. During 88.71%, most
lecturers did not pay attention to any predetermined types of student-involvement, although
some of them used self-assessment (1.61%) and peer-assessment (2.42%) in some tasks. These
findings on student-involved language assessment mirrored those of prior research (e.g.,
Alkharusi et al., 2012), indicating that EFL instructors reported developing student-involved
assessment less often than other assessment practice. Moreover, digital contexts may pose
several challenges; for example, there is less interaction among learners and lecturers in the
digital contexts (Madhubhashini, 2022). Contributory explanations that may have led to these
findings include: 1) The teaching context promotes teacher-centred instruction and assessment
where the teacher is the sole assessor as they might believe that students could not share
effective feedback to their peers due to trust and expectation issues (e.g., Carlsson et al., 2022),
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2) Teachers may have insufficient training on how to conduct self- and peer-assessment
appropriately in the classroom (e.g., Bennet, 2011; Arrafii & Suhaili, 2018), and 3) Teachers
may believe that allowing students to engage in self- and peer-assessment could negatively
impact classroom management, particularly with regard to time constraints (e.g., Havard et
al., 2023). The application of explicit measures, i.e., scoring written reports on a given scale
and not merely offering comments and facilitating interpretation of student assessments, is
one way to combat certain unfavorable perceptions of self- and peer-assessments. Some
instructors and students might also benefit from introductory tutoring sessions that elaborate
on the shift from instructor to student assessment responsibility.

Types of teacher feedback given on the task

In this study, feedback is categorised into 1) immediate/non-immediate, 2) written/verbal, and
3) digital/other. According to the observation, most lecturers adopted digital gadgets/applications
(e.g., Powerpoint, and Google Docs) to give feedback. Mostly, concerning in-class assessment
tasks, they provided immediate feedback right after the end of the task. Suda mentioned that,
for instance, “I like to give them immediate feedback because my students still focus on the
task; thus, they could gain more understanding about the assessment task.” (Suda). This is
supported by Brookhart (2011) indicating that instructors should be able to give feedback to
their students. In contrast, Mali stated that “Sometimes, | give students feedback in the next
class due to the class time, but | assign them to figure out about the task for their homework.
Then in the next class, we could discuss feedback and the task together.” (Mali). This finding
of Mali mirrored the finding of Al Bahlani (2019) emphasising class-time management. Also,
lecturers provided students with both written and verbal feedback, which is consistent with
Hosseini and Azarnoosh (2014).

All in all, based on digitally-mediated language assessment practice (D-LAP), most lecturers
were at the intermediate level in digital literacy (Eyal, 2012) since they mostly involved the
administration of examinations, tasks, and projects in a digital environment, with performance
indicators created in collaboration with students.

CONCLUSION

As a case study, this study examined the digitally-mediated language assessment practices of
four Thai EFL university lecturers. The majority of lecturers demonstrated an intermediate
level of digital literacy, as they delivered their assessment tasks in a digital environment,
developed performance indicators in collaboration with students, and provided students with
feedback. In addition, their assessment tasks were designed based on those in the coursebook
in order to maintain the instructors’ reliability throughout all course sections. The majority of
their assessment duties consisted of evaluating students’ learning and diagnosing their
knowledge using a range of assessment methods, such as fill-in-the-gap tasks and short-answer
tasks.
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IMPLICATIONS AND RECOMMENDATIONS

Since the purpose of our research was to explore the digitally-mediated language assessment
practices of Thai EFL university lecturers, we obtained data and insights that would enable us
to follow this issue in more depth in future large and longitudinal studies. However, there are
a few limitations that must be considered. First, cautions should be taken when interpreting
the results, since we relied only on case studies from four lecturers. Due to the qualitative
nature of our research, we were unable to locate a large sample that is representative of the
population of Thai EFL university lecturers. This limits the generalizability of our results;
nevertheless, this study enabled readers to zoom in on the real-world context of language
classrooms in order to transfer how Thai EFL university lecturers test and assess their students
to their own contexts through the concept of ‘transferability’, allowing readers to make
connections between the findings of this study and their own experiences and contexts. Case
study research with sufficient information to obtain context-specific findings and discern
linkages between individual factors, personal experiences, and social and institutional contexts
may be more appropriate for addressing the issue. In addition, more incorporation from other
stakeholders such as university policy makers, deans, or course developers is needed as they
might be able to provide more insightful information in relation to language assessment literacy
of lecturers. Furthermore, additional multiple assessment measures, such as an evaluation of
instructor-created assessment task documents, could provide a more comprehensive view of
instructors’ language assessment, thereby fostering more targeted language assessment
professional development programs.
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Appendix A

An observation classroom schedule

Observation Checklists Describing Tasks Motes

Source of the assessment task
* Teacher developed

+ Coursebook

* Other

Purposes of the Assessment
Tasks

s Diagnosing

* Grading

* Evaluating

* Reporting feedback

s Improving instruction

* Other

Assessment Methods
+« MCQOs

* True-False

# Fill-in-the-gap

* Short answers

+ Oral discussion

* Presentation

* Other

Student-Involvement in the
Assessment Tasks

+ Self-assessment

* Peer-assessment

+ Class reflection

s None

* Other

Teachers’ Feedback

+ Immediate / Non-Immediate
s Written / Verbal

+ Digital

* Other

Role of the Teacher

+ Directly helping students
* Giving cues

* Other
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Appendix B
A stimulated recall protocol
Potential questions for stimulated recalls:

1. What is the purpose of this particular assessment task? (design)

2. Did you develop this assessment task yourself? Whys so? (design)

3. What is the purpose behind making this assessment task? (delivery)

4. Did the assessment task succeed in achieving the purpose? How do you know?
(decision-making)

5. If you have the opportunity to redesign this assessment task, what would you do? Why?
(evaluating the task).
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