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Abstract 

This research project aimed to conclude how teachers’ practice of Alternative 

Assessment for young EFL learners can align with the evaluative proposal of a 

bilingual private school in Colombia. In addition, it aimed to explore the teachers’ 

perceptions and experiences implementing Dynamic Assessment with young EFL 

students. The data for this qualitative grounded theory study was collected through 

online questionnaires, interviews, and classroom observations of the 16 teacher 

participants. There were two other participants who represented the institution, and 

they were interviewed in order to assess the School’s proposals and expectations. 

The data collected was analyzed with computer-assisted qualitative data analysis 

software, NVivo, and subjected to the three levels of analysis adopted from 

Urquhart (2013). The findings indicated that (a) primary EFL teachers in this 

institution have positive perceptions and experiences of their implementation of 

Dynamic Assessment as an Alternative Assessment approach to evaluation. (b) 

There is a partial alignment of the teachers’ practice of Alternative Assessment and 

the proposal of the institution, therefore, more training is required for new teachers 

to ensure that the School’s proposal is met by all the primary teachers. (c) 

Teachers are aware of the need to have more frequent and differentiated training 

sections to successfully carry out the school’s innovative assessment proposal.  

  

Key words: EFL, alternative assessment, traditional assessment, dynamic 
assessment 
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INTRODUCTION 

 
 
 In the last couple of decades, educators and students around the world 

have been witnesses of the need for changes in the way we assess learning. 

Assessment exists to gain an insight into the students’ level of knowledge or ability, 

but it can be an aggravating process for both students and teachers alike. 

Traditional assessment has been the most common method to evaluate students 

and it is usually implemented at the end of the learning process as it is focused on 

a final product. As indicated by Gould (1996 as cited in Nazari, 2012, p.4). 

Standardized testing, which is the most used evaluation method in traditional 

assessment, became popular in the United States and served to screen 

immigrants entering the country and to assess the capabilities of soldier recruits. 

Since then, standardized tests have made their way into other countries and 

contexts, including the educational setting.  

 
Considering the necessity to revolutionize education and shift assessment 

practices from traditional to alternative, dynamic assessment (DA), which is one of 

the forms of Alternative Assessment, is introduced as a way to assess students’ 

performance based on the whole learning process.  Rea-Dickins (2004) concluded 

in her research that language teachers often feel torn between being facilitators of 

language development or judges of language performance as an achievement. DA 

represents a paradigm shift toward a new way of assessment that focuses on 

helping students develop through intervention. In order for institutions and teachers 

to successfully implement this assessment practice, educators must be properly 
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trained for the challenges of developing appropriate assessment instruments and 

strategies when implementing DA in the language classroom.  

 

The present study begins by stating the historical framework and different 

approaches of dynamic assessment as an evaluation method, as well as the 

implications of DA in the second and foreign language classroom. The aim of this 

study is to analyze teacher’s knowledge and perceptions in relation to Alternative 

Assessment in the English as a Foreign Language (EFL) classroom and to 

observe the practice of dynamic assessment as a form of Alternative Assessment 

in the EFL classroom by the primary teachers at a private bilingual school in Cali, 

Colombia that currently professes this assessment method in its value 

proposition.  

 

 

 

 

 

 

 

 

 

 

 

 



9 
 

 

1. BACKGROUND OF THE STUDY 

 

1.1 Justification 

 

As language education evolves, the importance to move away from 

traditional testing and towards involving the students in their own learning progress 

has become more evident. As language teachers, many of the participants in this 

study have faced the challenges of this evolution and as teachers in this institution 

have also learned a great amount about dynamic assessment.  

The institution in this research study has been highlighted amongst all of the 

other bilingual schools in this city, mainly because of their evaluative proposal. This 

proposal is worthy of researching and protecting against the traditional assessment 

imposition from the outside.  

The purpose of this qualitative grounded theory research is to observe the 

Alternative Assessment (AA) implementation in the EFL classroom by primary 

teachers and to contrast it to the School’s proposed practice of this Alternative 

Assessment method in the School where this study took place. According to 

Tsagari et al. (2018), Alternative Assessment can be very beneficial to students' 

process. 

 This assessment method aids in the evaluation of the process and product 

of learning as well as the students’ learning behaviors. It can also enable the 

monitoring of instruction and supply meaningful results to all the team players 

involved in the learning process. Tsagari et al. (2018) believe that Alternative 
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Assessment can promote autonomous and self-directed learning and provide new 

roles for teachers, who no longer are considered to be transmitters of knowledge 

but as agents that provide students with opportunities to enhance their own 

learning. In order for Alternative Assessment to be an asset to the student’s 

learning processes, the teachers need to be well versed in this method and have 

the schools’ support and necessary teacher training.  

 

1.2 Statement of the problem 

 

A bilingual private school in Cali, Colombia has adopted a nontraditional 

assessment method which is defying the traditional traits of education in this 

country. In recent decades there has been a shift from teacher-centered classes to 

a more student-centered approach. This shift in teaching approaches and methods 

has called for a revolution in assessment practices moving away from traditional 

assessment and towards alternative assessment.  

According to Lochner, Conrad, and Graham (2015), teachers are central to 

whether a curriculum or proposal is delivered consistently, effectively, and with 

efficacy to enable the support of student progress and growth. This can also be 

said about implementing an evaluative methodology proposed by a school.  

Some of the teachers in this School have expressed the need for more 

training, especially for those teachers who joined the institution during the 

pandemic and were hired virtually. Concerns about the implementation of the 

School’s proposed evaluative methodology by the new teachers arise. The claim of 

transforming teaching and education altogether, is not an easy claim to upkeep. It 



11 
 

is necessary to study how this value proposal is currently being implemented by 

new and senior teachers in the EFL primary classrooms. As well as how can this 

be sustained through the changes that come with hiring new teachers who might 

not be well versed on the School’s pedagogy, in order to better support them and 

to ensure that the pedagogical proposal can withstand the test of time.  

 

1.3 Research question  

 
How can Alternative Assessment for Young EFL Learners as a Pedagogical 

Practice Match the Evaluative Proposal in a Bilingual Private School in Colombia? 
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2. OBJECTIVES 

 

2.1 General Objective 

 

To establish how teachers’ practice of Alternative Assessment for young EFL 

learners can align with the evaluative proposal of a bilingual private school in 

Colombia. 

 

2.2 Specific objectives 

 

 

1. To describe the teachers’ perceptions and classroom experiences in relation 

to dynamic assessment in the EFL classroom as the School’s proposed 

evaluative methodology.  

2. To examine the implementation of the pedagogical practice of dynamic 

assessment in the EFL primary classrooms. 

3. To analyze the consistency between the School’s proposal, in terms of 

evaluative methodology, and the classroom implementation.  

4. To determine, from the teachers’ perspective, if there are any areas that 

need to improve when supporting teachers towards applying the evaluative 

methodology proposed by the School.  
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3. LITERATURE REVIEW 

 

3.1 Assessment  
 

Assessment is a crucial part of language teaching and learning, most often 

regarded as a systematic process in which students’ learning is measured. Team 

players within the educational community have different ideas regarding assessment 

strategies. Many believe that the traditional assessment methods are superior and 

more effective than alternative assessment methods. 

As discussed by Tosuncuoglu,(2018) appropriate assessment selection can 

help teachers classify and grade their students' skills as well as give them feedback 

accordingly and adapt their own teaching strategies to supply the students' needs. 

Many language educators are becoming more interested in being part of the 

selection for assessment methods. Assessment affects teachers and students, 

which is why teachers should be considered when choosing or when advocating for 

certain types of assessment.  

According to Berry (2010), the evaluation process can provoke negative 

memories and feelings in students which can lead them to doubt their own abilities 

harming the students' performance greatly. Nasab (2015) argues that one of the 

most prominent issues associated with traditional assessment is the fact that it fails 

to capture the multidimensional aspects of what students know or have 

learned. Assessment is a powerful tool for language educators and students all over 

the world, and as such, should never be static, on the contrary, it needs to be 

constantly developing.  
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3.2 Traditional assessment 

 

Traditional assessment usually refers to all the conventional methods of 

assessment, which usually use written documents such as exams or quizzes. 

Another example of traditional assessments is the standardized test, which vary 

according to the country. In Colombia the most recognized standardized test is the 

“pruebas saber” (ICFES) and in the United States the SATs. These standardized 

tests are given to the students with one sole purpose, to measure how much the 

students have learned. Quite often, these tests include multiple choice questions, 

which consist of one or more sentences followed by a list of two or more suggested 

answers. According to Krnčević (2020), multiple choice questions are commonly 

used by teachers, schools, and assessment entities because they ensure the 

scorer's reliability since there is only one correct answer, which also makes grading 

an easier process. 

 

3.3 Arguments against traditional assessment  
 

As declared by Tzuriel (2021), the main argument against traditional 

assessment is the fact that they do not adequately reveal students’ cognitive 

capacities. Four main criticisms have been made towards the use of traditional 

assessments. The first states that this type of assessment does not provide 

meaningful information about learning processes or give an insight towards deficient 

cognitive functions that might be responsible for learning difficulties. As stated by 

Tzuriel (2021), teachers not only need to know the students’ actual level of 

performance but also what the students can achieve with the help of a peer or an 
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adult, the nature of their learning processes, and observe which strategies can 

facilitate learning amongst their students. Unfortunately, traditional assessment can 

only offer teachers the first criteria. 

The second criticism facing traditional assessment according to Tzuriel 

(2021) is the fact that many students perform poorly on standardized tests, these 

scores do not reflect the learning potential of children. Many students fail these 

standardized tests due to the lack of opportunities for learning experiences or even 

traumatic life experiences that have impaired their cognitive development. As 

addressed by Fanty and Cole (1990) children might have a high level of intelligence 

and abstract reasoning, but they perform rather poorly on different cognitive tasks, 

especially on those involving time limits. 

Thirdly, any traditional assessment practices aim to give a general description 

of students, mostly on their position within their peer group. They do not provide a 

clear and descriptive narrative on each students’ cognitive process. These types of 

narratives are important for educators to adjust their practices to meet all of their 

students’ particular needs. The final criticism against traditional assessment is the 

fact that it does not take into consideration non-intellective factors, which often 

influence students’ cognitive performance, factors such as intrinsic motivation, 

anxiety, frustration, tolerance, self-confidence, and more which are not less 

important in determining children's intellectual achievements than cognitive factors.  

 According to Fatemipour and Jafari (2015), traditional assessment can only 

measure the learner’s actual level of performance but does not care about the 

individuality of the students. It labels students without considering the development 
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of students’ performance. In response to these and many more of the disadvantages 

of traditional assessment, alternative assessment came to be.  

 

3.4 Alternative assessment  

  

Alternative assessment can be defined as an “umbrella” term to describe all 

efforts that do not comply with the traditional assessment practices. There are a 

variety of labels used to describe forms of alternative assessment, as stated by 

Krnčević (2020) some of these labels include performance assessment, dynamic 

assessment, portfolio assessment, informal assessment, authentic assessment, and 

more.  

Janisch et al. (2007, as cited in Tan, 2011), describe alternative assessment 

as being different from traditional testing in that it is situated in the classroom allowing 

teachers to make choices in the strategies used. Also as being based on a 

constructivist view of learning where the student, the materials and the context all 

impact the learning outcomes, and where the learning processes seem to be greater 

than the product. 

Another big difference from the traditional assessment is the fact that 

alternative assessment is only focused on asking students to show what they can 

do, while being evaluated on what they use and produce rather than just in what they 

are able to memorize and recall. The sole purpose of alternative assessment is to 

“gather evidence about how students are approaching, processing, and completing 

‘real-life’ tasks in a particular domain” (García & Pearson, 1994, p. 357).  
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Alternative assessment methods do not interfere with the class because they 

do not need additional time to implement them, as do traditional assessments. The 

everyday activities the students are engaged with are the basis for alternative 

assessment. Because alternative assessment is mostly based on daily class 

activities, it also reflects the institution's curriculum, unlike traditional assessment. 

 

3.5 Dynamic assessment  

 

As acknowledged by Naeini and Duvall (2012), dynamic assessment is one 

of the forms of alternative assessment that follows Vygotsky’s socio-cultural theory 

and its implications for assessment. According to Vygotsky (1978), high-level 

mental processes such as voluntary attention and memory, problem solving, and 

concept formation, arise through interaction with the environment, through daily 

activities and socialization. Language is the tool that helps students negotiate 

between cognition and their environment. Vygotsky’s sociocultural theory states 

that learning moves from being regulated by the environment and eventually 

arrives to self-regulation. The more regulated a process is, the more a student can 

learn in an independent manner. 

 

3.6 The concept of Zone of Proximal Development 
 

Vygotsky presented the concept of zone of proximal development or ZPD, 

which as he defines it, it refers to the distance between a child's "actual 

developmental level as determined by independent problem solving" and the 

higher level of "potential development as determined through problem solving 
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under adult guidance or in collaboration with more capable peers" (Vygotsky, 1978, 

p. 86). 

Dynamic assessment intends to explore a child’s zone of proximal 

development through their interactions with the more knowledgeable other in many 

cases the teacher or a peer who aids the student regulation and only offers 

assistance or mediation when needed. In this order of ideas, the concept of ZPD 

implies that aid should be provided to students during assessment in order to see 

what they are truly capable of. Vygotsky (1978) observed that it is what a learner 

can do in cooperation with others which indicates their future independent 

performance. 

Dynamic assessment invites educators to consider the students actual 

development level and potential level when trying to determine the student’s 

cognitive development. A student’s actual development level can be measured by 

observing their independent problem solving without any assistance from the adult, 

and the potential level can be observed after the student has been mediated on 

how to solve a problem. This potential development transforms into the student’s 

actual development level through the process of internalization. In Vygotsky's 

words: 

An essential feature of learning is that it creates the zone of proximal 

development; that is, learning awakens a variety of internal developmental 

processes that are able to operate only when the child is interacting with 

people in his environment and in cooperation with his peers. Once these 

processes are internalized, they become part of the child's independent 

developmental achievement. (Vygotsky, 1978, p. 90) 
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3.7 Alternative Assessment in the EFL classroom  
 

Learning a language is considered to be a social activity and it is enhanced 

when learners are engaged in meaningful social interactions and through 

interactions with more knowledgeable others. In recent decades, the teaching of 

English as a foreign language has shifted from being a teacher-centered process, 

towards being a student-centered process where the communicative competence 

is sought. This shift in foreign language instruction has also led a shift from 

traditional assessment methods to alternative assessment methods, which support 

new the student-centered nature of language teaching.  

 

Alternative Assessment, and Dynamic Assessment to be more specific, 

provide the language teacher not only with the students’ current proficiency level of 

the target language but also with the ability to measure the student’s potential, in 

other words, what the learner could do when using the target language. It also 

provides the information needed to alter or improve instruction to ensure that each 

student can meet an established target language goal. 

DA allows language teachers to focus on what the learner knows and builds 

upon that previous knowledge while focusing on the students’ performance rather 

than the learner’s ability to memorize and recall discrete items that can be taken 

out of context. As stated by Richards and Rodgers (2014), there is a need for new 

forms of assessment that can help teachers when building up a narrative of what 

students can do in the L2, to replace traditional ones, which tested lower-order 

skills.  
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Poehner & Infante (2017), describe DA as an integration of both assessment 

and instruction, which allows teachers to identify learner’s emerging abilities by 

offering feedback and prompts when learners encounter difficulties in tasks, which 

makes it possible to determine the learner’s understanding and control over a 

particular feature of the target language.  

 

3.8 Teacher's Role in Dynamic Assessment 

In DA the teacher becomes a mediator of the students’ learning process, by 

providing students with a scaffolding technique which supports their learning. As 

indicated by Tabatabaei and Bakhtiarvand (2014) the role of the teacher in DA is to 

be an observer who interacts with the learners to aid and mediate their process by 

using their higher knowledge of the target language. “In DA an examiner not only 

gives performance contingent feedback but also offers instruction in response to 

student’s failure to change or improve the student's attainment" (p. 9).  

A teacher who uses DA in their classroom, is also a teacher who promotes 

self-assessment and peer assessment as a tool to guide the student’s development. 

The teacher guides the student into developing an active role in their learning 

process and to also aid other students by using scaffolding techniques.  

3.9 Advantages and Disadvantages of Alternative Assessment 
 

 There are many advantages to implementing alternative assessment in the 

classroom. As indicated by Kutbiddinova (2021) this assessment method aids in 

measuring the proficiency of the learner based on their reasoning and thinking 
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skills, which results on students gaining a better experience and learning how to 

solve problems. Another advantage of alternative assessments is the fact that it 

allows teachers to recognize a learner’s unique set of abilities and understand 

better how to guide the learner towards success in an assigned task. 

 

Макаренко (2014), concludes that alternative assessment permits for the 

learner’s process of reaching the result to be assessed as opposed to the final 

product, as it is done in the traditional assessment, which from a point of view of 

the communicative approach, is neither authentic nor communicative. Furthermore, 

Alternative Assessment creates an assessment environment where instruction and 

evaluation are aligned, and where the leaner is familiar with what is expected of 

them, which allows for them to engage in self-assessment and peer assessment 

which also results in more autonomous students who can collaborate with peers.  

 There are certainly some disadvantages when carrying out Alternative 

Assessments. Kutbiddinova (2021) points out that the process can be time 

consuming for the teachers as it is a harder process to evaluate than a traditional 

assessment. Teachers must take the time to plan and create differentiated 

assessment tools, and to provide students with on-going feedback. Additionally, it 

can become difficult to grade students work as there are many acceptable 

answers, this can make it challenging for the teacher to also make trend 

predictions.  

Another obstacle that can occur when adopting alternative assessment has 

to do with reliability, since the interpretation of results can be highly subjective as 

the learners have different processes that involve different mediation levels from 
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the teacher. In addition, another weakness of alternative assessment methods 

implementation is the parental lack of support when it comes to this type of 

assessment. 

 As exposed by Demir et al (2018), parents often pressure the teachers and 

the institutions towards doing traditional testing because of their lack of knowledge 

on alternative assessment and because they desire to know their children’s level 

within the class, not to mention, that most parental figures have been assessed 

with the traditional method and change can be challenging to accept.  
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4. METHOD 

 

The general objective of this qualitative grounded theory study was to 

determine to what extent is the teacher’s practice of alternative assessment in the 

EFL primary classroom aligned with the school’s proposed evaluative 

methodology. In order to achieve this general objective, it was necessary to 

develop specific objectives which were sequential, in other words, they arise in a 

particular order and the development of each one allows continuing with the next.  

These objectives aimed to firstly describe the teachers’ perceptions and 

overall experiences in relation to dynamic assessment as the alternative 

assessment methodology proposed by the school. In addition, this study was also 

interested in the implementation of this pedagogical practice in the EFL primary 

classrooms and in exploring the consistency between the schools’ proposal and 

teacher’s application. Finally, the study aimed to determine if there were any areas 

that needed bettering in order to support the teachers when carrying out dynamic 

assessments in the EFL classrooms. 

 

 As stated by Stake (2010) when the aim of the research is to give an 

explanation to an event based on the experiences and or perceptions of a person 

then the most appropriate form of a study is a qualitative one. Because the 

purposes of this study were to examine teachers’ practices and experiences with 

both the implementation of alternative assessment with young EFL learners and 

their perceptions of the school’s curriculum, a qualitative approach was the most 

appropriate choice.  
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4.1 Qualitative Research: Grounded Theory  
 

 Charmaz (2014) states that grounded theory methods consist of systematic 

but flexible guidelines that aid in the collection and analysis of qualitative data to 

construct theories grounded on the data itself. The main aspect of the grounded 

theory is that it allows for the data analysis to start at the beginning of the data 

collection process which helps the researchers separate, sort, and synthesize the 

data through qualitative coding. Coding means that the researchers are able to 

attach labels to the groups of data that depict what each group is about. Coding 

sifts data, sorts it, and allows researchers to make comparisons with other groups 

of data. As this study has the main purpose to compare the real alternative 

assessment practices in an EFL classroom and the cohesiveness between that 

and the expectations of the school, the grounded theory makes sense as the main 

method for data collection and analysis.  

Grounded theory was first introduced in 1967 by Glaser and Strauss, as “the 

discovery of theory from data” (Glaser & Strauss 2017). The Grounded theory is a 

research approach that studies processes, interactions, and actions with the goal 

of developing theories of problems people experience. In a way, grounded theory 

methodology as stated by Stake (2010) helps move from individual knowledge to 

collective knowledge. The process of grounded theory consists of different phases, 

which are: Settling on a research problem, framing the research question, data 

collection, data coding and analysis, and theory development.  

Charmaz (2014) explains that grounded theory contains constructivist 

inclinations. As described by the author, human experience is relative to its 

paradigm, influenced by society, culture, and other influences. This research aims 
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to build a theory based on each participant’s experiences through coding the data 

from interviews and observations and build an argument based on the 

interpretation of their shared perceptions.  

Constructing Grounded Theory: A Practical Guide Through Qualitative 

Analysis by Charmaz (2014) guided the research for this study and the grounded 

theory methodology used in the collection and analysis of data. Charmaz (2014) 

writes about segments for a grounded theory such as coding, generating memos, 

analyzing data as it is generated to construct theory, selecting fundamental 

categories from coding, and finally generating a theory. All of these procedural 

steps aid the researcher in adapting their views and continually evolving to allow 

for new theories to emerge from the data collected. 

 

4.2 School Setting  
 

The study was conducted in the primary section of a private bilingual school, 

with more than 57 years of experience in bilingual education in Cali, Colombia. 

This private bilingual school has trademarked its pedagogy “open project” and as 

discussed in the newspaper El País (2019), the School is interested in changing 

education by changing the way the students are taught, always searching for 

meaningful ways to spark the students’ interest in their learning process. 

As shown in Table 1, the school is divided into four sections, Preschool with 

87 students in the grades of nursery and transition, Primary with 267 students in 

the grades of preparatory through fifth grade, Elementary School with 161 students 

in sixth grade through eighth grade, and High School with 149 students in ninth 
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grade through eleven grade. For the purpose of this study, the focus will be on the 

section of primary. 

 
Number of students enrolled in the school 

Preschool Primary Middle School High School 

Nursery 33 Preparatory 40 Sixth Grade 59 Ninth 
Grade 

48 

Transition 54 First Grade 51 Seven 
Grade 

50 Tenth 
Grade 

50 

  
Second 
Grade 

48 Eighth 
Grade 

52 Eleventh 
Grade 

51 

  
Third Grade 48 

    

  
Fourth 
Grade 

36 
    

  
Fifth Grade 44 

    

Table 1 - Number of students enrolled in the school 

The following information provides some insight on the School’s primary 

section and its teachers. The primary section is made up of two sub-sections, 

Primary I and Primary II. As Table 2 shows, Primary I is made up of 3-grade levels: 

preparatory, first grade, and second grade. Primary II is also made up of 3-grade 

levels: third-grade, fourth grade, and fifth grade. These grade levels generally have 

subdivisions labeled with letters, usually A, B, and C (e.g., First A). Primary I and II 

students attended classes every day from 7:30 a.m. to 2:35 p.m. 

 Number of students enrolled in primary 

Primary I 

Preparatory 40 

First Grade 51 

Second Grade 48 

Primary II 

Third Grade 48 

Fourth Grade 36 

Fifth Grade 44 

Table 2 - Number of students enrolled in primary 
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Students in Primary I have several classes in English, which are led by the 

homeroom teachers. Primary I homeroom teachers are in charge of leading 

content and language integrated classes for their students, this means that they 

teach English, Science, Math, and Social Studies in the target language. Primary II 

homeroom teachers have a slightly different teaching setup than Primary I 

homeroom teachers, with the exception of third-grade teachers who are also in 

charge of leading content and language integrated classes for their students. 

Fourth and fifth-grade homeroom teachers are in charge of teaching Science, 

Math, and Social Studies and there are two teachers who are solely in charge of 

teaching English in fourth and fifth grade respectively. 

 

4.3 Participants    

The present research is a qualitative grounded theory study centered 

around the alternative assessment practices inside the EFL classroom, therefore, 

the 16 participant teachers were selected taking into account two criteria. Firstly, as 

most qualitative data is collected through interactions with participants through the 

use of surveys, questionnaires, and interviews, the first criterion was to find 

participants who would volunteer to take part in the study.  

 Secondly, because the study is focused on EFL classroom practices, the 

second criterion was for participants that use English as the main instruction 

language in their primary classrooms. Another consideration taken when selecting 

the participants was to ensure the participation of both senior teachers and new 
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teachers in the primary section of the school. As part of this study, the pedagogical 

vice- principal and the academic coordinator of the primary section were also 

interviewed to get a broader view of the expectations on alternative assessments in 

the school.     

In this group, all the 16 EFL teachers invited to participate, confirmed their 

interest in being part of this study. Out of the 16 participants, 15 are female and 1 

is male. As seen in Graph 1- Age, 50% of the participants (8 teachers) are between 

the ages of 30 and 39 years old. Another 18.8% (3 teachers) are in the age range 

of 50 to 59 years old, 18.8% (3 teachers) are between the ages of 40 to 49 years 

old and 12.5% (2 teachers) are within the 25-29 age group. 

 

 

 

 

 

 

Currently, 2 of the teachers participating in this study teach only content and 

language Integrated areas (Math, Science, Social Studies) and 2 other teachers 

teach only English.  
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Graph 2 - Level of education shows that 50% (8 teachers) hold a bachelor’s 

degree in language teaching, that 18.8% (3 teachers) are certified to teach TEFL, 

that 12.5% (2 teachers) hold a master’s degree in education, and/or language 

education, that 12.5 % (2 teachers) are currently enrolled in a master’s program in 

education, and 6.3 % (1 teacher) holds an associate degree. 
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Graph 3 - Teaching experience shows the participants’ total years of overall 

language teaching experience and in contrast Graph 4 - Teaching time in the 

current school, shows the amount of time they have been working in this bilingual 

private school where the present study was carried out. It can be said that 31.3% 

of the participants (5 teachers) are new to this institution and the proposed 

methodologies. 

4.4 Research Design 
 

In the case of this research study, the first phase was focused in describing 

the teacher’s thoughts and experiences in relation to alternative assessment, 

specifically dynamic assessment. To achieve this, it was important to first obtain 

the School’s and teachers’ approval through the use of a consent letter shown in 

Appendix 1 which was signed by all the participants.  

Subsequently, the participants were screened by using a demographic 

questionnaire via google forms (See Appendix 3) to help the researcher document 
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the level of candidate diversity in the study, as well as verify that the participants 

met the second criterion set for this research, which referred to the teacher’s 

language of instruction being English. In the questionnaire, teachers were required 

to provide some general information that was considered useful for further 

analysis: age, gender, total years of teaching experience, years of work at this 

particular school, and educational level. 

The research design for this study was divided in four phases in relation to 

the four specific objectives established by the researcher. Table 3 displays the four 

phases of the research study and summarizes each phase’s intention to achieve 

the objectives set out by the researcher.  

 

4.4.1 Phase one - Teacher’s perceptions and experience in relation to DA 

As mentioned above, the first stage for carrying out this study aimed at 

describing the teachers’ perceptions of what alternative assessment is and their 

overall experiences with this evaluative method. This phase included the design of 
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an interview framework (See Appendix 4), where the use of open-ended questions 

was vital to the process of getting to know the teachers’ perceptions towards three 

main topics, alternative assessment, the school’s proposal for dynamic 

assessment as the evaluative method and their opinions on institutional support. 

More questions followed with the intent to get a broad view of the participants’ 

experience and overall perceptions. 

Each participant interview took place in a single session in person. Because 

of the nature of this study and the usage of open-ended questions in the 

interviewing process, some questions may change or be altered in each interview if 

there was the need to clarify or explore more on certain topics depending on the 

participant’s answers. The grounded theory allows for this type of event to happen 

since it allows for discovering the phenomenon during the research process 

(Charmaz, 2014).  

Lastly, participants were allowed to review the interviews one time before 

submitting them for analysis. Participants were encouraged to add any comments 

upon reflection on their individual interviews prior to the transcribing phase. 

Participants did not have access to any other interviews and were not told which 

other teachers were part of the study.  

4.4.2 Phase two- Teacher’s implementation of alternative assessment in the 

EFL classroom 

 

The second stage of this master’s report addressed the implementation of 

alternative assessment and especially dynamic assessment in the EFL primary 

classroom. The main data collection method in this phase was classroom 
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observation, because there were 16 participants, to interview and observe, it was 

decided to observe two non-successive classes where the language of instruction 

was English and where any type of assessment was taking place. Consequently, a 

total of 32 hours of class were observed for this study. During the observations, the 

observer took notes when any assessment activity took place and recorded the 

classes to better examine how the assessment activity was processed. 

The researcher also used an observation framework, as stated by Maxwell 

(2001), the advantages of prepared observation sheets include the opportunity to 

focus specifically on the desired field and provide the observer with a more 

organized way to record observations, which is beneficial to the analysis of data 

observed. As shown in Appendix 7, the observation sheet had several aspects 

related to dynamic assessment, which arose from the teacher’s individual 

interviews, which took place in phase two of this research study.    

All classroom interactions that took place in the class were audio-recorded 

by the observer. Therefore, a total of 32 lessons across all of the grades in the 

primary level were recorded so that classroom assessment practices could be 

analyzed in detail with the help of transcribed dialogues of both the teacher and the 

students during any assessment activity.  The observer took an un-obstructive role 

and took notes related to the assessment practices of the primary teacher team. As 

part of this observation, all documents related to assessment activities used in 

class were collected in order to analyze the teachers’ assessment practices.   
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4.4.3 Phase three - Correlation between the School’s proposal and the 

classroom implementation  

 In the third stage of this research, the correlation between the School’s 

proposal of the evaluative method, in this case, dynamic assessment, and the 

classroom implementation by the primary teachers was the main focus. In order to 

accomplish this analysis, it was needed to interview the primary academic 

coordinator and pedagogical vice-principal of the school to get acquainted with the 

school’s proposal in terms of assessment. As mentioned by Charmaz (2014), the 

grounded theory allows for questions to be changed or modified in each interview if 

there is a need to clarify or explore more on certain aspects of the participant’s 

answers.  

An interview framework was created to guide along with the conversation, 

as shown in Appendix 5. The questions in this interview were open-ended 

questions with the intention to get to know the participant’s views and knowledge 

on what is expected by the school to happen in the EFL primary classroom in 

terms of assessment. These interviews were also recorded in order to be 

transcribed and to perform further analysis. Both of these participants signed the 

consent form shown in Appendix 1 Lastly, the participants in this phase were also 

allowed to review the interviews one time before submitting them for analysis.  

The interviews in phase three helped to compare both narratives on the 

implementation of dynamic assessment in the primary EFL classroom from the 

teacher’s and the School’s perspectives in order to determine if they are in 

alignment.  



35 
 

  

4.4.4 Phase four - Determining areas that need to improve when supporting 

teachers towards applying the evaluative methodology proposed by the 

school.  

 With the information collected through the interviews with teachers, 

especially with the questions pertaining to “Part F” of the phase one interview 

framework as shown in Appendix 4, which referred to institutional support, an 

analysis was carried out aiming to determine areas of improvement when it comes 

to guiding teachers on the evaluative methodology proposed by the school.  

 It is important to mention, that the results from this phase part from the 

participant’s answers and in order to be seen appropriate as a conclusion, needed 

to be included in at least three of the participants’ interviews. That is to say, at least 

three participants had to express the same opinion in order for the answer to be 

part of the results of phase four which refers to areas of possible improvement. 

4.5 Data analysis  

 With the information collected through the answers participants provided in 

the interviews conducted in phase 1, the classroom observations described in 

phase 2 and the narratives from the interviews to the primary academic coordinator 

and pedagogical vice-principal of the school, an analysis was carried out. This 

analysis was aiming to describe teachers’ perceptions and classroom experiences 

in relation to dynamic assessment, to examine how the dynamic assessment was 

being implemented in the EFL primary classrooms, and to analyze how consistent 

the teacher’s practice of this alternative assessment method could be in terms of 
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the school’s expectation. Additionally, the data analysis attempted to determine 

from the teacher’s point of view, if there were any areas in need of improvement as 

regards institutional support to teachers when applying alternative assessment 

methods.  

The information gathered from this study was registered in different charts 

created in the Google Sheets tool where it was possible to consolidate the data 

provided by every single participant and which helped to develop a comprehensive 

understanding of the teachers’ answers and information gathered from classroom 

observations. The results of the diversity questionnaire were analyzed in a 

quantitative manner and provided the researcher with the level of candidate 

diversity in the study, in terms of seniority of the teachers in this particular school. It 

was important for the study to have teachers with a different range of experience 

with the School’s proposed assessment methods, in other words, senior and new 

teachers alike.   

The participants’ answers in the interviews, both the 16 participant teachers 

and the 2-administrative staff, were transcribed and coded adhering to the text by 

Charmaz (2014) regarding conducting a grounded theory study. As explained by 

Urquhart (2013), the process of coding interviews aids the researcher in 

understanding the perspectives of the participants and in analyzing their combined 

experiences. Coding of interview transcripts was completed in the same order that 

the interviews were conducted (See Appendix 6), and it was done in groups of four 

interviews at the time, this allowed the researcher to reflect and edit the interview 

questions as new theories began to emerge from the data being analyzed. 
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The process of coding helped to prevent the researcher from 

overemphasizing in the interviews the importance of any aspect early in the study 

and helped ensure a thorough analysis of the entire gathered data. Coding the 

transcriptions, or in other words, breaking them down into meaningful and 

manageable pieces of data, was a critical part of the data analysis in this research 

study. As defined by Urquhart (2013) and Birks & Mills (2011), the process of 

analyzing, reanalyzing, and comparing new data to existing data is known as a 

constant comparison, which was a critical aspect in lending credibility to the 

theories that emerged from the data. As each phase of coding began, it was 

important to continue reviewing the data in previous phases so that connections 

were constantly being made. Coding terms used for this research study were 

adopted from Urquhart (2013), who referred to the three phases of coding as open 

phase, selective phase, and finally the theoretical phase.  

 As explained by Urquhart (2013), open coding refers to the stage of the 

study where each line of transcribed interview text is coded line by line. This coding 

of line by line is said to be a critical part of grounded theory methods according to 

Charmaz (2014). In this present study, this method of coding aided the researcher 

in focusing on a thorough manner during each individual interview. Selective 

coding occurs when there are no new codes emerging from the data or when the 

code relates to categories already established during the previous coding. 

Selective coding in this research study was used in order to find prominent themes 

or categories within the data gathered in the participant interviews.  
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 Finally, theoretical coding, as Urquhart (2013) defines, occurs when the 

codes and categories that emerged during the open coding and selective coding 

phase are compared and relationships are found between them. The result of 

these possible correlations between codes and categories is said to be the theory 

or phenomenon.  

4.6 Qualitative data analysis software - NVivo  

For the purpose of aiding in the data management and analysis process of 

the present study, a computer-assisted qualitative data analysis software, NVivo, 

was used. The main coding source was led by the researcher, the data analysis 

software was used to find words for comparison with the manually coded 

categories. Due to the extensive amount of data collected during this study in the 

forms of interviews with 16 teacher participants in total, it was necessary to use this 

software for a thorough sorting of the data.  

4.7 Trustworthiness and validity 

The trustworthiness and validity of this qualitative grounded theory study 

were established by ensuring that there was no researcher bias and by interpreting 

the data in an unbiased way. Transcribing the teacher interviews and manually 

coding them aid in ensuring a meaningful understanding of the interview content 

and participant intent. Manually coding the interviews using grounded theory 

methodology helped ensure impartial interpretation of the data collected, which in 

turn helped to minimize bias.  
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The use of systematic comparisons as stated by Charmaz (2014) helped 

demonstrate the links between the analysis and the results. Constant comparative 

analysis was a critical aspect in lending credibility to the theories that emerge from 

the data as the researcher was able to specifically focus on those codes and 

categories that had the analytical weight to be used in the results and conclusions 

of this study (Charmaz, 2014). While the data for this research will be accessible 

for 2 years following the approval of the study, all transcripts and recordings will 

thereafter be disposed of. The unavailability of the data after 2 years, causes a 

potential limitation to the trustworthiness and credibility of this study in the future. 

4.8 Ethical considerations  

 

There were several steps taken by the researcher in order to keep ethics a 

top priority in this research study. The informed consent form, shown in Appendix 

1, was read to each participant before the interview process and a copy of the 

signed consent form was emailed to them in advance of said interview. This 

consent form follows the university’s guidelines including a short description of the 

study, an explanation of the procedures, the description of possible risks and 

benefits, and a notice to inform that the participants were free to withdraw at any 

time. The researcher sent an email, as shown in Appendix 2, welcoming the 

participants to the study, and giving them a brief description of what would happen 

at the different stages of this research study.  

All participants were informed that this process would be anonymous and 

that all the information provided would be used for academic purposes. The 

anonymity clause was also included in all the documents sent to the participants 
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and the questionnaire sent via email along with the welcoming letter.  Additionally, 

all recorded materials will be erased after 2 years after the present study has been 

submitted and approved by the research committee, minimizing any confidentiality 

risk.  
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5. RESULTS AND DISCUSSION 

 

In this section, the results gathered from the different sources: 

questionnaire, interview, and classroom observation regarding the teacher’s 

perceptions and the classroom implementation of alternative assessment for young 

EFL learners are presented and discussed, as well as the examination towards 

establishing an alignment with the school’s evaluative proposal. The results have 

been grouped in such a way that they respond to the general objective and the 

specific objectives established for this research study.  

 

5.1 Teacher’s perceptions and experiences - coding of data 

The process used to analyze transcripts from the 16 individual interviews 

conducted to uncover codes and themes is described in detail in this chapter. 

Coding means that the researcher can attach labels to the groups of data that 

depict what each group is about. Coding sifts data, sorts it, and allows researchers 

to make comparisons with other groups of data. As stated in the previous chapter 

the three levels of analysis adopted from Urquhart (2013) were the following: (a) 

open coding, (b) selective coding, and (c) theoretical coding. At each level of 

analysis, a constant comparison was used to distill the data further, until themes 

began to emerge from the data. Included in the chapter are figures and graphics 

used to present detailed code and theme data. 

Transcripts were uploaded into computer software, NVivo, for further 

analysis. Each interview was coded again manually using the software and then 
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compared to the manual coding initially completed during the interview collection. 

Coding the interviews again, having all 18 interviews to compare, aided constant 

comparative analysis techniques critical to grounded theory methodology. This 

process helped the researcher to remain consistent in emphasizing key points 

during coding. The open coding results included 46 codes from manual coding, as 

shown in Appendix 6.  

In the next analysis phase, selective coding, the researcher searched to find 

categories emerging from the similarities in the open codes. Additionally, during the 

selective coding phase the research was mindful to sort the emerging categories 

based on which research study objective they belong to, that is to say, if they were 

perceptions, experiences, or suggestions of alternative assessment and its 

implementation within this School’s context. Figure 1 includes the summary of the 

data and analysis process for open, selective, and theoretical coding. 

  

   

  

  

 

Figure 1. Data and Analysis Process.  
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Using NVivo software, the researcher used word-count queries to form word 

clouds as another tool in discovering selective codes from the data. In analyzing 

the prominence of codes, or the number of references assigned to a group of 

codes, selective codes emerged from the data. For the purposes of this study, the 

researcher defined prominence as having 8 or more references assigned to a 

code. Theoretical coding resulted from the relationships both within and across the 

open codes and selective codes. Relationships across the selective codes were 

analyzed. The selective codes with the most relationships formed the start of 

theoretical coding. 

Adhering to grounded theory methodology, some questions were asked of 

some participants but not of others. Constant comparison was exercised to ensure 

that additional weight was not added on a per code basis only. For example, every 

participant was asked questions regarding the implementation of alternative 

assessment in their classrooms, but not every participant was asked questions 

about the process of introducing alternative assessment as the evaluative practice 

in this School. The latter was a question only asked to 6 participants out of 16 

since this began to emerge as a code after interviewing the senior teachers in the 

study. The paragraph section headers that follow, indicate the selective codes that 

emerged and quotes from the interview transcripts that were chosen to elaborate 

on the main idea behind these codes. The researcher picked the quotes that best 

capture the essence of each selective code according to what the participants 

shared in the interviews. There were three distinctions in the selective codes: 
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perceptions on alternative assessment codes, experiences on alternative 

assessment codes, and institutional support codes.  

 

5.2 Perceptions on alternative assessment codes 

5.2.1 Starting point. One of the perceptions on alternative assessment 

open codes was that alternative assessment was a process and not a final product, 

with more than 10 references, and the second open code was alternative 

assessment that allows teachers to have a starting point with more than 11 

vignettes assigned. One of the ways a participant expressed this view was the 

following: 

To me, assessment is not an evaluation, it is not only a final product it is not 

only a stage. Evaluation is part of the process, so I am always evaluating my 

students. (Teacher 16) 

Another teacher expressed her view of alternative assessment as a starting 

point with the following statement: 

It is a way to know where my kids are and where my teaching is and where 

it needs to go. If I know what my kids are having trouble with or what my 

kids are achieving, I can go from there so it's like a starting point for my 

teaching. I can reorganize my teaching according to what I see in the 

diagnostic assessments. (Teacher 4) 

5.2.2 Strengths. Strengths is an umbrella term used in this research study 

that capsulizes some open codes that came up in the first process and that are 

now under this term, some of them are: rewarding, productive, promoting student’s 

autonomy, and fostering critical thinking. Over 10 open codes were assigned to the 



45 
 

umbrella term of strengths. One hundred percent of participants mentioned at least 

three of these descriptors for the umbrella term of strengths.  

Three participants notably captured the main idea of what the participants 

shared when asked what they believed to be an advantage of alternative 

assessment and more specifically dynamic assessment as the evaluative proposal 

in the School. One teacher heartily shared their perception of the advantages of 

alternative assessment in this context. 

 In my case, dynamic assessment allows me to get familiar with each 

student and their current moment in the learning process. It is very 

rewarding to see how the students get involved in their learning process and 

as young as these students are, it is great to see them take control of what 

they can achieve in the foreign language. (Teacher 8) 

Another participant shared the benefits of using diagnostic evaluation as 

part of the teaching practices behind dynamic assessment. 

Dynamic assessment gives me the tools to know where they are right now 

and their needs, their specific needs, because I feel like everyone in this 

classroom is completely different, but they have these very specific needs 

each one of them, so the dynamic assessment and the diagnostic 

evaluation help me know how much they are improving and how much I 

need to scaffold in order for them to reach those goals. (Teacher 1) 

Lastly, this participant shared why they believe alternative assessment is a 

more productive evaluative method for EFL teachers. 

 I think in the long run not that it makes it easier, it makes it more satisfying, 

or it makes it more productive because my kids are learning other skills that 
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I cannot teach them with the test on a paper, so I think that is more valuable 

to me. (Teacher 12) 

5.2.3 Lack of time. Over 15 references were assigned to this open code, 

elevating to a selective code. The participant responses when talking about their 

perceptions on alternative assessment as the proposed evaluative methodology 

were largely about having concerns about the lack of time; they have to implement 

such methodology. Teacher 4 discussed how lack of time can affect the 

implementation of alternative assessments in this context.  

We need more help, it is a lot of work, and we have a lot of different 

responsibilities, especially now after the pandemic. We do not really have 

that much time to plan a profound alternative assessment activity. 

 (Teacher 4) 

Participant 15 emphasized a similar sentiment about the lack of time to plan 

alternative assessment activities and brings up a new situation, which is the 

difficulty that the teacher team can face when having a new team member who 

might not be familiar with the dynamic assessment as the School’s alternative 

assessment proposal.  

I want to say that time is something that we do not have. We have always 

tried to help new teachers along the way, but I feel that it is not enough. It is 

not enough to say in a planning session we evaluate students in this way 

because, well that has a background, that is, the explanation of all that is a 

theory underneath that there is a whole theory and to the new teacher there 

is no time to explain what Vygotsky wrote. It is very hard in my case to plan 
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for four subjects in two hours, and if on top of that you add a new teacher to 

the mix, there will be even less time. (Teacher 15) 

 

5.3 Experiences on alternative assessment codes 

5.3.1 Alternative assessment implementation. Over 11 references were 

assigned to this open code, elevating the code to a selective code. Several 

participants discussed the implementation of dynamic assessment in their EFL 

classrooms. Several participants discussed the importance of creating an 

emotional bond with the students when implementing dynamic assessment. 

I try to get to know them, I try to see what they are like, what their interests 

are, where they come from, what type of family they come from, what is the 

family dynamic at home, etc. I think all these factors affect my students' 

behaviors in the classroom. The more I know about them the more I'm able 

to do for them and I think they really appreciate that. (Teacher 2) 

Other participants also discussed the importance of having a positive 

emotional bond with students and how this can aid in the assessment process. 

I like to assess their oral skills at any point during the class, for example 

when I ask them in the mornings how they are or how they feel. I can see in 

the oral part of their language when I ask them how they are doing. It is part 

of a normal relationship with my students. Sometimes I will say hello to 

them, and I see the one that always answers like a robot hi!  How are you? 

happy! and then there's the other one that tries the different words you teach 

them. If students feel like the teacher does not care for them, I feel like the 

learning process can fracture. (Teacher 3) 
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Some participants discussed the usage of rubrics in their implementation of 

dynamic assessment with their students. 

When they (the students) see for example, there were doing it as a game or 

that you are using a rubric that they helped create or that they understand 

where they are at, and they can measure the progress I think it is positive 

because they feel comfortable and know that they are taken into 

consideration on what they want to be evaluated with. (Teacher 14) 

 One participant described their strategy of using rubrics with young EFL 

learners in order to guide them through the self and peer evaluation process they 

will face later on. 

 I also work with rubrics; we create a rubric I show them what it is I help 

them position themselves on the rubric. Sometimes, I'm not going to say that 

I do this every time with every test with every class, because it's not it 

wouldn't be possible to do it takes a long time, but we started with their 

behavior in class or how they followed the classroom agreements. I think 

that makes it easier for them to self-evaluate and to peer-evaluation, which 

they will have to do in later grades, and which is also a big part of alternative 

assessment. (Teacher 2) 

 

5.3.2 Previous knowledge. Over 15 references were assigned to this open 

code, for some participants the use of the student’s previous knowledge in the 

learning process is fundamental. 

They (the students) see the regularities of what is being taught but that it 

begins from their previous knowledge and then analyzing the regularities is 
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key also because they get involved in the knowledge with the previous 

knowledge. (Teacher 5) 

 

We have a tool that mediates our learning and teaching actions, we refer to 

it as the index, this tool guides our process throughout the different periods 

in the school year. We create the index in all of the different subjects, and it 

basically tells us what we know, what we want to learn, and at the end of the 

period, we can go back to it and see if we reached our goal. This tool begins 

with the student’s previous knowledge. If we did not take that into 

consideration it would not be such a successful tool to mediate their 

learning. (Teacher 2) 

 

5.3.3 Self-correction. Another open code referred to several times by 

several participants, in 10 references to be exact, was self-correction. Two 

participants noted the advantages of implementing this strategy with their students 

as part of their alternative assessment practice.  

I like to use round tables to assess my student’s integrated skills. The round 

table activity allows them to build upon each other’s opinion or to argue 

against a classmates’ opinion, and ultimately it allows them to self-correct 

and to reflect on their communicative skills. (Teacher 11) 

 

 I also give my students a chance to look at their work before submitting it. 

To correct their mistakes to learn from what they did wrong and maybe 

solve it in a different way. This is something that would be a crime in 
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traditional assessment practice. This allows my students to realize that we 

can learn from our mistakes and that they do not define our 

abilities. (Teacher 7) 

 

5.3.4 Students' response. As we discussed the participants’ experiences 

with alternative assessment, the open code of student response had over 15 

references assigned to it. Participants mentioned how in their experience their 

students have responded to alternative assessments in the EFL classroom. 

The whole process makes the students take an active role in their own 

learning. They have to constantly be measuring themselves and their 

learning and seeing what they need to get to the finish line, and we set the 

finish line together as a group. Throughout the period we're always 

measuring how far we are from that finish line. (Teacher 5) 

 

 I think they enjoy being made part of the process and my kids are too young 

to really understand the difference. I think most of them come from being in 

preschool here at the school where this is the first year where they're doing 

assessments, so I don't think they have anything to compare it to. But I see 

them become very involved in the whole process of evaluating their work and 

I think they enjoy it. (Teacher 9) 

5.3.5 Parents' response. Over 10 vignettes included parents’ responses to 

alternative assessment, elevating this category to a selective code. The first 

reference below describes the process of reporting a student’s performance to the 

parents and the reaction this teacher often gets. 
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Sometimes parents only want to know results, like numbers, so when you 

start telling them about different activities and how the kids are responding to 

those, they're still expecting you to give them like a quantitative grade. They’ll 

say things like give me a number is Mikey failing or not? so they always expect 

you to do that. There is a tradition in our country so it's hard to change it. So, 

I think it's a matter of teaching the parents. (Teacher 4) 

Another participant emphasized the need for parent training in the school’s 

proposed evaluative method since they often become anxious because they 

expect to hear very traditional results on their children’s performance. 

I mean the parents I know it's one thing because they probably are very 

traditional and when you start talking about the process, especially in the 

way we teach Math, which is completely opposed to the traditional way we 

all learned math, the parents often get impatient and begin trying to teach 

students things at home, this hurts the process we have here at school. 

(Teacher 6) 

 

5.4 Institutional support codes.  

5.4.1 Fresh reminder. This selective code had 13 references assigned, 

several participants viewed the institutional training as a fresh reminder, one 

participant mentioned the importance of having constant training on the school’s 

proposed methodologies.  

It's always a fresh reminder of our methodology, how we need to work. We 

can get caught up in our things and sometimes get off track. This is how we 

do it, this is how we need to do it and we don't know. Independently of how 
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long we've been working here, training is necessary to ensure that we are 

fulfilling the school’s promise. (Teacher 1) 

Another teacher mentioned a similar idea to the previous participant but 

added the need for more time in order to attend the training sessions proposed by 

the school and to be able to take advantage of them.  

For me it is a refresher, but I think that we could always do more in 

terms of training. It all comes down to time. Sometimes we go into these 

training stressed for time to enter grades or write reports or do planning and 

we cannot really focus on what is being taught because we are anxious 

about what we are not currently doing in terms of admin work. (Teacher 6) 

 

5.4.2 Bilingual training. More than 10 references were assigned to the 

selective code of bilingual training. One participant’s perspective was that teachers 

who use English as the instruction language in the School need training in English. 

I think for the bilingual teachers, we should have this training in 

English, all the material that we receive is in Spanish and even though most 

of us speak Spanish as well, I think the way that we could learn more about 

the theories and all the technical language would be if they were in English. 

Also, the process of acquiring a second language is not being taken into 

account in the training and this is essentially what we do. (Teacher 7) 

When asked about the support received by the institution in terms of training 

in bilingual education, one participant emphasized the need for change in this 

aspect. 
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In terms of English coordination, there have been many changes because it 

has been a necessity to learn in English for bilingual teachers. But one still 

feels in a certain way abandoned because most of our training is in Spanish 

and directed towards the process of acquiring the first language.  Also, I 

think it is important to see what is being studied at the moment, what new 

theories are out there in terms of bilingual education. (Teacher 6) 

 

5.4.3 Teacher training focused on specific needs. A participant described 

the desire for the teacher training session to be more regular and to be focused on 

teacher’s specific needs when attempting to implement the School’s evaluative 

proposals.  

 I like to point out that if you don't know something they are (coordinators) 

just helping you out, they know that every teacher is in a different moment 

just like the students are. I would like the training to be much more regular, 

maybe we should have more spaces where we are trained by other 

teachers. Sometimes, the way she (trainer) gives a training is at a level that 

many teachers are not used to because of their level of education so, in a 

way, it could be like starting a little lower depending on the public’s previous 

knowledge. (Teacher 14) 

 

Another participant spoke about their process as a new teacher in the 

School and how the training session could be intimidating since they were done 

with all of the teachers at the same time. This participant expresses that they did 
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not know much in terms of the School’s proposals and that in the training it was 

consistently the same teachers participating.  

 I am going back to when I first started her, I feel very intimidated to speak 

or to say I don't get it, or I don't know what you're talking about. Everyone 

else seemed to know where we were at, but I didn’t, and I don't know if 

anyone else felt this because no one really said that. I feel like the training 

needs to be I don't know maybe separated, you know with the teachers that 

are new, the teachers that know these things in different groups to allow the 

new teachers to learn more. Because if you put them all together in a group, 

I think it's hard. It's hard for those teachers that are just trying to learn, and 

this is not an easy subject. This is very hard. This is changing our teacher's 

DNA, so you need that space. (Teacher 2) 

 

The School opted for a different training session structure while this 

research was taking place, One of the participants mentioned this change in the 

training style of the institution. During this training session, the School chose 

several senior teachers who they considered “experts” in the different proposed 

methodologies by the School to give seminars to other teachers. The teachers had 

to sign up for the seminars that interested them the most. 

During the break (semana de recesso) in October they (the School) offered 

different seminaries with different approaches or different ideas and you get 

to choose where to go because sometimes we go to the meeting with the 

same thing repeatedly, but this way you learn, you choose what you want to 
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learn and you learn different things, but also you can see what you really do 

your needs really are in focus on that. (Teacher 4) 

 

5.4.4 Smaller groups with more practical exercises. Over 9 references 

were assigned to this open code, elevating to a selective code. The participant 

responses when talking about the training sessions also led to this code being 

prominent. One participant expressed that they sometimes had training sessions 

by grade levels and that these meetings were much more helpful since they felt it 

was more personalized and structured to help them with practical exercises based 

on the students in their grade.  

We have had group-level meetings and I think those meetings are a better 

space to talk about the proposals in terms of evaluation and to really focus 

on the students in each grade. It also helped me express myself without 

feeling self-conscious because the session was with my co-workers, and I 

felt comfortable expressing my needs or asking for clarification. Those 

meetings are not regular meetings and I think they should be. (Teacher 9) 

Participant 7 suggested that the training should be more dynamic, given that 

they are often repetitive, and it could benefit from using smaller differentiated 

groups based on the teacher’s experience level with the School’s proposals. 

Maybe if the teacher training were a little bit more dynamic and a little more 

focused towards what we actually want to do and if maybe things didn't 

repeat themselves all the time, we would be looking forward to all these 

types of training sessions. I want to make a suggestion, maybe there should 
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be different training based on different groups of teachers, like a more 

dynamic way of teaching things. (Teacher 7) 

5.5 Theoretical Coding 

As stated by Charmaz (2014), theoretical coding is a sophisticated level of 

coding that follows the codes the researcher has selected during focused coding. 

Theoretical codes specify possible relationships between categories developed 

during the selective coding phase. These codes help the research tell an analytic 

story that has coherence. 

Three main factor themes emerged from the NVivo analysis. The themes 

resulted from the theoretical coding. The selective codes with the most 

relationships formed the start of theoretical coding. The three themes that resulted 

from theoretical coding included: (a) perceptions on alternative assessment codes, 

(b) experiences on alternative assessment codes, and (c) institutional support 

codes. 

The first theme summarized many of the different perceptions participants 

had when implementing Alternative Assessment in the primary EFL classroom. 

The overall concept of implementing Alternative Assessment was a positive one as 

the participants were able to see the strengths from using this evaluative method. 

However, participants also expressed under this theme, the lack of time to properly 

implement dynamic assessment, especially for the homeroom teachers who 

oversee several subject and logistics in the classroom.  
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The second theme described the experiences of implementing DA by the 

participants in their classrooms. As a result of reviewing the relationship between 

the open and selective codes in this category, the findings show that teachers have 

had both positive and negative experiences. The results from this theme give room 

to the suggestions for improvement found in the third theme. 

Finally, the third theme reviewed the support provided by the institution to 

train teachers. The participants expressed strengths and weakness of the support 

supplied by the School in terms of trainings. These three themes emerged from the 

analysis in the NVivo software and helped the researcher reach three of the four 

specific objectives in this research study. 

5.6 Implementation of the pedagogical practice in the EFL classrooms 
 

To examine the implementation of the pedagogical practice of dynamic 

assessment in the EFL primary classroom, classroom observations were made.  

The observation guidelines were created in accordance with what the participants 

mentioned in the previous interviews. The observation sheet included the following 

parameters that according to the participants were implemented in their EFL 

classrooms as part of the evaluative method of dynamic assessment. The criteria 

for the classroom observations are described in Table 3 below.  
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Table 3 - Classroom observation guide 

Graph 5 shows the results from the classroom observations made by 

the researcher and provided the study with the results to the specific 

objective to examine the implementation of the pedagogical practice of 

dynamic assessment in the School’s EFL primary classrooms. 

 

 

 

 

 

 

 

 

 

 

 

Graph 5 - Results from Classroom Observations 
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5.6.1 Feedback- The teacher provides information about both the 

strengths and weaknesses of students. This criterion was met by 56.25% (9 

teachers) of the participants in the classroom observations. One participant went 

around the classroom, giving individual feedback to each student while assessing 

their skills. From what was observed by all the 9 teachers who adhere to this 

criterion in their classroom observations, feedback took several forms depending 

on the students who were receiving it.  

 Another participant provided students with written feedback while they were 

doing classwork. This participant explained that because the students in this grade 

are so young, they have a feedback system with different colors which allows the 

students to understand the feedback given by their teacher. It was observed that all 

the 9 participants in this criterion used feedback with students before the students 

handed each particular assessment activity.  

5.6.2 Scaffolding process. 81.25% (13 teachers) of participants met this 

criterion during their classroom observations. Scaffolding was the criterion most 

fulfilled by the participants of this study during their classroom observations. When 

asked about this process, one participant explained the importance of scaffolding 

for the students' process. 

Scaffolding is the base of what we do here in the School, as teachers we 

support our students' learning by offering assistance throughout their 

learning process. This support is removed in stages until the students can 

do the task without the assistance of the teacher or the assistance of a more 

knowledgeable peer. (Teacher 2)   
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One participant used scaffolding between peers. During an assessment 

activity, the teacher paired up students based on their English level, making pairs 

with one student who was struggling and one who was more knowledgeable in the 

task at hand. This participant described the process and the thought behind this 

scaffolding strategy. 

Every year we have students who have different levels and different abilities 

with the foreign language. For me as their teacher, it is important to 

acknowledge this and to use it in order to guide their learning. The more 

advanced students thrive while explaining to the other students what they 

already know and the lower-level students learn by seeing their peers do the 

task at hand, much more than if I were to just model the task. I think this 

goes hand in hand with social constructivism which is a pillar in this School’s 

pedagogy. (Teacher 3)     

5.6.3 Use of rubrics. The use of rubrics was a criterion which came up in 

several of the participant interviews. During the classroom observations it was 

noted that 43.75% (7 teachers) of participants used this method during the 

observed classes. One participant used rubrics created with the students to 

mediate their writing process. Students would self-assess their written productions 

in the draft stage with the rubric before handing in the final copy to be assessed by 

the teacher with the same rubric. 

Another participant opted for rubrics when helping their students assess 

their own behavior in terms of the classroom agreements they had previously 

created at the beginning of the year. According to another participant, rubrics help 

students take an active role in their learning process.  
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When you introduce rubrics to the students, they measure 

themselves and know where they are and where they need to go. As 

teachers we guide them, so this process is not a competitive one but a self-

awareness process where each student measures his/ her own process and 

sets his/her own goals. (Teacher 7)     

5.6.4 Cooperative work is promoted. A total of 12 teachers which is 

equivalent to 75% of the participants used cooperative work in their observed 

lessons. Cooperative work was observed in different activities throughout the 

observations. Three participants used cooperative work in their Math classes. One 

of these three participants described the process of cooperative work in the 

student’s Math lessons.  

In Math, we use something called “situaciones problema” which is basically 

learning Math through the use of problem-solving techniques. As language 

teachers we are often in charge of other subjects, but the alternative 

assessment does not stop with English class, it is a transversal tool. The 

students learn to solve problems which are often games created by the 

teachers and they learn together as they solve the problem at hand, so 

cooperative work is fundamental in this process. (Teacher 15) 

Another participant used cooperative work in science class as students did 

research on their project about bees. The evaluation of this task is a self-

assessment that students have to do at the end of the project and that reflects their 

own learning process during the project.  

Every period we have a project where we integrate the areas, in this period 

we are learning about bees. This period has been worked on with Science 
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and English. The students have been researching in groups and we have 

read several texts on bees. We also had a visit from an expert beekeeper 

and the students were able to strengthen their knowledge with this visit. The 

assessment process with this project is a self-assessment where students 

evaluate their own process and a writing activity where they blend both 

English and Science to write about their learning on the subject. (Teacher 6) 

   

5.6.5 Self and peer assessment. A total of 50 % of participants (8 

teachers) used self and peer assessment as part of their implementation of 

dynamic assessment in their classroom observations. This strategy, according to 

the participants who applied it, allows students to be mindful of their process while 

also promoting their argumentative skills when assessing other peers. One 

participant who used peer assessment in their class, described the process as a 

way to promote self-awareness and metacognition in the students.  

When we begin introducing the students to the process of peer assessment, 

we first model it as to guide them in terms of what words they can use to 

describe what works and what needs work. Eventually we want students to 

internalize the characteristics of quality work by evaluating the work of their 

peers. Finally, to become aware of their own learning process and to be 

able to evaluate it in an honest manner. (Teacher 8)  

 

5.6.6 Tools that allow students to track their progress. The use of tools 

that aid students in tracking their progress was evidenced with 50% of the 

participants (8 teachers) in the classroom observations. This criterion was closely 
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linked with the use of rubrics to mediate the students' learning. It was listed 

individually because it was also evidenced that the teachers used what they refer 

to as the “index”, which as one participant describes it, is the institution's tool to 

mediate the learning of students.  

Every period we introduce the students to the index, there is a general index 

that groups together all the areas taught in English and is made up from all 

of the subject’s indexes. The index is a tool that guides both the teacher and 

the student in the path to a goal set by both players. The students determine 

what they want to know within each area, and this goes in the index. 

Throughout the period the teacher must review the index with the students 

to see if they are on their way to the goals they set at the beginning of the 

year. If I have to describe it is like a KWL chart of sorts where we list what 

we know, which is our previous knowledge, what we want to know, the goal 

we all set as a group and at the end we decide if we met this goal and talk 

about what we learned. (Teacher 3) 

  

5.6.7 Emotional link with the teacher. This criterion was observed with 5 

participants out of the 16 in the study, roughly 31%. One participant described the 

importance of emotional bonds in the assessment process.  

This year, due to the pandemic and the whole situation with Covid- 19, we 

began to work with emotions and mindfulness in the classroom. Our English 

project this period is about emotions, and the reason is that emotion is a 

factor that can alter the student’s assessment process. For me as a teacher, 

it is important to know how my students are feeling before I begin to assess 
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them, because a bad day can mean a different grade from a student. We 

work with the students in the zones of regulations where they have to 

identify how they are feeling and what they can do to control that emotion in 

order to continue their day at school in the best way possible. (Teacher 1) 

Other participants were also using the zones of regulation to guide students 

through emotions that could harm their learning process. The participants who met 

this criterion also expressed the importance of the students being able to confide in 

their teachers with other aspects besides the academic. In the interviews, 100% of 

the participants spoke about the importance of having a positive relationship with 

their students as part of their teaching practice.  

 

5.6.8 Interactions between students and teachers. This criterion referred 

to the interactions that took place between teachers and students amidst an 

evaluative activity. During the classroom observations, several interactions were 

recorded, 75% of participants engaged in interactions in the assessment 

process.  One participant illustrates the necessity for interaction while students are 

being assessed.  

I must guide my students through this process, it is not enough to hand 

them a paper and expect them to answer my questions. I need to go around 

making sure they understand the instructions and that they can express 

their knowledge in the activities. (Teacher 11) 

 

5.6.9 Information and Communication Technology to promote learning. 

A total of 62.5% of the 16 participants (10 teachers) used Information and 
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Communication Technology (ICT) to promote learning in the classroom 

observations. One of the participants described the usage of a reading platform in 

her English classes. 

In the School, we use Raz kids, which is a platform that allows students to 

improve their reading skills in a foreign language. The platform provides the 

students with leveled books and with tools like recording themselves to 

listen to their own reading and self-assess. The platform also provides the 

teachers with benchmark passages to assess the students reading level and 

fluency. (Teacher 4) 

Another participant used technology tools to assess students during a round 

table discussion about the narrative text the students read in English. The teacher 

used a technological platform to first collect suggested questions from the students 

and to then assign the students talking prompts and questions which assessed 

their knowledge of the story they read this period. Another participant uses a video 

recording platform to assess the students’ oral skills when asking them to record 

video journals every week with the tablets provided by the School. 

5.6.10 Teacher models for students. This criterion was met by 18.75% of 

the participants (3 teachers). The participants who modeled for the students in the 

observed lessons are the teachers with the youngest students in the primary 

session. One of the three participants explains that this is a type of scaffolding that 

the teacher does with the youngest students who are still getting used to following 

instructions in the foreign language. 
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Because of our students’ English level, we must model for them, this is the 

first year of formal education for these children and by modeling, we are 

able to show the students what we expect their work to look like or how we 

expect them to accomplish a task. It is a great technique to guide them 

along with their learning. (Teacher 15) 

5.6.11 The teacher provides accommodations for the students’ 

different levels of English. This criterion was met by 12.5% of participants a total 

of 2 teachers. The participants who met this criterion, design different assessments 

based on specific cases of students who are new to the school and do not possess 

the same level of English as their peers. The assessments cognitively demand the 

same for all students but the assessment for new students had different strategies 

to help the student understand the questions better. One of the participants 

described this process. 

We agreed as a group that we will have two types of assessment based on 

the student’s exposure to the foreign language. The second assessment 

was designed as an instrument to facilitate the development of 

competencies. (Teacher 9) 
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5.6.12 The teacher promotes cultural awareness. One participant 

promoted cultural awareness during the classroom observations for this study. The 

participant assessed the students in relation to a text about Chinese traditions and 

had the students relate this information to their own culture by asking the students 

thought-provoking questions. Students were assessed on their oral skills, but the 

assessment activity also promoted critical thinking as well as cultural awareness in 

students.  

 Another participant assessed the students’ grammatical knowledge through 

the creation of a recipe book. The aim of this activity was to first discover the 

uniqueness of the cuisine in this country and then to share this information in a 

recipe book. During this activity, the students became self-aware of their own 

culture and were interested in discovering where the ingredients came from and 

why people cook this way in their country but use different ingredients and 

methods in other cultures. This activity promoted cultural awareness while 

implementing dynamic assessment activities.  

 

5.7 School’s Proposal 
 

 As mentioned previously the main focus for phase 3 of this research study 

was to find the correlation between the School’s proposal of the evaluative method, 

in this case, dynamic assessment, and the classroom implementation by the 

primary teachers. To accomplish this analysis, it was needed to interview 

coordinators of the School to get acquainted with the School’s proposal in terms of 

assessment. 
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During the analysis of these interviews, six themes emerged. The analysis 

of these two interviews was different than the previous coding stages due to the 

number of participants for this phase (2). The six themes that emerged were: the 

School’s history in terms of pedagogical decisions, the School’s methods, the use 

of project-based learning, the Alternative Assessment process, the teachers’ 

learning process and the classroom observation process. 

 

5.7.1 School’s pedagogical history. The School has three main pillars 

also referred to as the School’s three main lines of research. These three pillars 

influenced all of the School’s decision in terms of pedagogy. One of the 

participants described these three pillars: 

We began basically with 3 lines of research, we worked on psychogenetics 

because the studies of Piaget had a lot of influence on the entire cognitive 

line. We worked a lot on the training of teachers in the Information 

processing and later on all the cultural historical work. We decided to have a 

spiral curriculum because the same theory taught us that students had to go 

up the levels of performance and that it was not necessary to teach so much 

content but basically to create axes for each area of knowledge that will 

articulate the conceptual and procedural contents and that is how we were 

putting together the design from preschool to grade 11 (Participant 17) 
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5.7.2 The School’s methods. The School prioritizes the comprehension 

and textual production in both languages and this is the main guideline for the 

bilingual teachers when planning their lessons and projects. Most of the homeroom 

teachers in the School teach several subjects in English as explained by participant 

18, the School has chosen different globalizing methods for subjects like Math and 

Science.  

The method is the reflection of that pedagogical thought, so the method 

could not be a traditional method but a globalizing method. In English we 

have the textual practice of the seven linguistic levels and that textual 

practice changed the way we teach reading and writing in both languages. 

Each area has been developing its own methodologies, so in Mathematics 

we have the problem situations (Situaciones problema). In Natural Sciences 

the Scientific Method and thus we blend the globalizing method with special 

methods for each area of study and that will always guarantee that we do 

not work in a traditional way. (Participant 18) 

5.7.3 The use of project-based learning. Another key aspect of the 

School’s methodology is the use of project based learning (PBL). The teachers are 

expected to use projects for the treatment of information to regulate the students’ 

learning. Participant 18 describes the process that the teachers follow when 

implementing PBL in their classrooms:  

We studied quite a few globalizing methods and we chose one a classroom 

project for the treatment of information. This type of project begins with a 

procedural thread. This thread should consistently reflect the relationship 
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between the learners’ needs and the school’s pillars. Another tool that 

teachers use is an index which allows the children and the teachers to 

observe the development of the project. The discussion remains throughout 

the project because it has to do with what the children talk about and 

discuss. (Participant 18) 

5.7.4 The Alternative Assessment processes. The School has been 

working towards implementing Alternative Assessment as the evaluative method 

for over 5 years. As described by participant 17, the School began this process and 

followed the works of Vygotsky with the Zone of real and proximal development. 

The evaluation process has three moments, the initial evaluation, formative, and 

the summative evaluation. 

We arrived 4 -5 years ago to the subject of evaluation. The concept of 

creating a formative evaluation has 3 moments, the diagnosis of the 

process, the summative and dynamic evaluation. We apply it more with the 

concept of a zone of real and proximal development when it is one to one. 

The formative is more for the group and the dynamic more so. We have 

already documented experiences of teachers who have done the dynamic 

evaluation with the children, where the children especially have participated 

at the beginning to examine where they themselves are and where they 

need to go. (Participant 17) 

Both participants in this phase highlight the importance of the students being 

active in the assessment process. Participant 18 discusses the significance of 

including the students in this process:  
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It is very important in what we are learning that this evaluation results are 

public, that is, because it is necessary to break like that paradigm of 

competition among children. We strive to change that conception that 

evaluating is to classify the children; we evaluate to know the learning 

processes of our children. (Participant 18) 

5.7.5 The teachers’ learning process. Participant 18 states the importance 

of the teachers’ learning process for the School, in order to successfully follow the 

vision for an educational revolution. The School advocates for the teachers’ to be 

trained in learning theories, in order to grasp the influence that their practice has in 

the students learning process.  

There are teachers who have already gotten on their feet because their 

vision of education has changed, so everything has to do with that, it has to 

do with the fact that the teacher already has a different representation of 

what learning is and of how their teaching affects that process. We cannot 

change evaluation if there is not a deep knowledge of how the students 

learn and how the strategies used by the teachers get that child to save that 

information, to build that knowledge. Everything has a lot to do with the 

vision that the School has of education, which is reflected in a practice 

towards an alternative evaluation. (Participant 18) 

The School’s coordinators are aware that there are new teachers who may 

come into the institution with experience in other methods that differ from the 

School’s proposed methods. It is encouraged that teachers begin their learning 

process much like the students; as participant 17 expresses, this process must be 
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done in a cultural setting and following the School’s approach to learning just like in 

the classrooms. The school also encourages that fellow teachers with more 

experience guide the new teachers when needed.  

The knowledge of the teacher, as it happens with the students, occurs in the 

culture. We ask that new teachers who enter, let's say a new culture, a new 

organization like this School, where they face a change in methods to be 

then mobilized by this disruption of what they previously bring. There are 

those teachers who find aids so that they can continue to communicate and 

learn this new “speech”. The teacher who desires to also change their 

perception of education and evaluation frequently begins to reach out first to 

colleagues to ask for help, and we encourage that. (Participant 17) 

5.7.6 The classroom observation process. The pedagogy office is in 

charge of periodically conducting classroom observations. Participant 18 explains 

the process of observing teachers in the School and mentions the classroom 

observation report created for this purpose (See Appendix 8). 

 

This pedagogy office must fulfill 2 objectives. One is the classroom 

observations that relates to the teacher's practice by verifying the 

pedagogical proposal in the classroom. In the class observation report, 

there are many points that have to do with the proposal but of course we 

don’t expect the teacher to do it as it is, or to fulfill them all in the class 

observed. What we seek is that to see a teacher who keeps moving and 

desires to learn more about the proposal, we are aware that some teachers 

will learn faster than others, as the same applies to the children, and that is 
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acceptable. The second objective we seek is the level of argumentation 

behind the teachers’ planning of lessons. (Participant 18) 

 

5.8 Consistency with what the school proposes 
 

As the general objective of this study was to establish if the teachers’ 

practice of Alternative Assessment could be in alignment with what the School 

proposed in their method, for this final part of the results the School’s classroom 

observation report criteria was used to analyze the researcher’s classroom 

observations. The observation report provided by the School (Appendix 8) has as 

purpose to “verify if the sequencing of contents and strategies is being carried out 

in the classroom through a contemporary pedagogical proposal”. 

The report has different headings pertaining to the nature of the different 

pedagogical proposals of the school. These headings were: Classroom 

management strategies, Tools to track students’ process, Cooperative work, 

Emotional environment, Dynamic assessment implementation, Feedback 

strategies, Use of ICT and Compliance of the pedagogic proposal.  
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5.8.1 Classroom Management Strategies. This section related to the 

teacher’s decisions in the classroom. Some of the items within this section included 

the teacher’s ability to create situations where the students faced cognitive 

imbalance. As described by Kibler (2011), cognitive imbalance refers to Jean 

Piaget’s theory of cognitive development that describes cognitive disequilibrium as 

a state of cognitive imbalance that individuals face when encountering information 

that requires them to develop new schema.  

Throughout the classroom observations carried out in this study, it was 

found that 62.5% of the participants (10 teachers) successfully achieved this 

cognitive imbalance in their observed classrooms. Most of these participants relied 

on the project’s “problematic question”. Problematic questions, as their name 

implies, are questions that pose problems in order, not only to attract the attention 

of students because they are outlined in a striking or interesting way, but their main 

objective is to encourage constant investigation and generate new knowledge. 

5.8.2 Tools to Track Students' Process. This section compiles four items 

that refer to the use of tools or strategies for the teachers and the students to track 

the process. The items make reference to the use of the mediating tool “index”, 

which many participants mentioned in their interviews. As expressed by several 

participants before, the School relies heavily in the use of this tool to carry out the 

processing information projects proposed as part of their method.  

It was observed that 100% of the participants use the index as a mediating 

tool to track the learning process of students. It was also observed that the 

participants evoked the students’ previous knowledge in order to stablish a “start 
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line”. The “start line” allows the students to be conscientious of their own process 

and measure their own learning at the end of each academic period. It should be 

noted that all participants had the index tool publicly exposed in the classroom 

allowing students to have the possibility of making an insight into the road ahead 

before reaching the proposed goal. 

5.8.3 Cooperative Work. This category describes the use of organized and 

structured activities which allow the students to work in small groups to enhance 

student learning. One of the items in this section refers to the teacher allowing the 

construction and reconstruction of knowledge among peers. 

The School follows a socio-cultural model which is heavily influenced by the 

work of Vygotsky. This approach states that what learners can accomplish on their 

own is less indicative of their intellectual development than what they can do with 

peers’ assistance in a social context. Vygotsky (1986) stated that concept 

formation initiates through social relationships and then culminates with the 

individual learner internalizing that concept. The School also proposes that the 

teachers role in the classroom is no longer as a dispenser-of-knowledge but that it 

changes to a facilitator of learning and cooperative work allows for this change to 

take place.  

It was observed that 68.7% of participants use some type of cooperative 

work in the observed classes. One participant (Teacher 11) assessed the students 

during a round table, which was a cooperative work activity in English class, where 

students build upon the opinions of others. In this activity, the teacher gave clear 

instructions and expressed the expectation for the activity so that the students 



76 
 

understood how they were being assessed. The students enjoyed the activity, and 

the teacher was able to assess the different foreign language skills in an integrated 

cooperative activity.  

 

5.8.4 Emotional Environment. This segment of the observation report 

provided by the School, refers to the emotional environment that promotes 

learning. The School expects the teachers to promote social behaviors in the 

classroom, as one of the key points of their mission is to develop the students’ 

character. Teachers are expected to encourage students to treat each other with 

respect and use appropriate communication when in class. Students are motivated 

to perform well in a class that is perceived as emotionally safe, free from negative 

emotions and stress. 

One of the items in this category is the teachers’ ability to maintain a good 

atmosphere within the class that allows the construction of meanings. It was 

observed that 100% of the participants were mindful of the students’ emotions and 

ensured that there was a positive environment suitable for learning in the classes 

observed. It is worth noting that 100% of the participants in their interviews 

mentioned this aspect to be a vital one in their students’ learning process. It is also 

important to highlight that all of the participants had visual aids in the classroom 

about emotional awareness and management for the students to follow. The 

participants mentioned that this was also a key part of their project, and that the 

students were being educated on what they referred to as the zones of regulation. 

The zones of regulation, according to Kuypers (2011) is a systematic, 

cognitive-behavioral approach used to teach students how to regulate their 
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feelings, energy, and sensory needs in order to meet the demands of the situation 

around them and be successful socially.  

 

5.8.5 Dynamic Assessment. The fourth category in the observation report 

was the most important criterion for this research study. This section referred to the 

teachers process of dynamic assessment as the alternative assessment practice 

proposed by the School. The two items in this section described the use of an 

initial evaluation or diagnosis of the students as a starting point in the learning 

process. As well as the use of an evaluation of the process of the students and not 

just of the final stage in their learning.  

It was observed that 100% of the participants conducted an initial 

evaluation. And more than that, they used that initial assessment to help their 

students to place themselves at the starting point of the learning process guided to 

the proposed goal. It was also discovered that 100% of the participants also 

conduct an evaluation of the process of each student. The student is the center of 

the process evaluation, showing that self-evaluation and peer evaluation 

strengthen the development of their abilities and skills. 

 

   



78 
 

5.8.6 Feedback Strategies. This category refers to the usage of feedback 

strategies in the classroom. In the classroom observation it was noted that 62.5% 

of participants (10 teachers) used quality feedback strategies. Quality feedback as 

described by Shute (2008) focusses on addressing what is working and what is not 

working in a student’s task. It should motivate learners by acknowledging what has 

been done well and expressing in a sensitive manner what needs to improve while 

encouraging the students to persevere.  

For the feedback to be effective, learners need to act on the information to 

improve their work. Students need to develop an appropriate understanding of 

what is expected of them in a task. It was observed that 7 of the participants 

guided the students through the creation and internalization of rubrics to assess 

their own work and the work of others. It should be noted that 8 of the participants 

relied on self and peer assessment as a feedback strategy. 

5.8.7 Use Of ICT. This section refers to the use of technology integrated 

strategies during the learning activity. To the School the use of ICT should have a 

relationship to the proposal, in which teachers’ and students’ roles evolve as 

learners are no longer dependent on solely the teacher as main source of 

information.  

The use of these tools was also evidenced in the application of the scientific 

method by 10 teachers, where the students pose hypothesis and must carry out an 

investigation using the technological tools presented by the teacher. Another use of 

technology observed, was when the teachers used the tablets provided by the 

school to strengthen the literacy process through an application called Raz kids. 
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This strategy went hand in hand with the proposal of the seven linguistic levels 

which is carried out to lead students to oral and written comprehension and 

production of different types of texts in the foreign language.  

5.8.8 Pedagogic Proposal. This section specified the teacher’s general 

knowledge and implementation of the School’s pedagogic proposal. One of the 

administrative participants in this study expressed the following referring to this 

item in the observation report: 

 We are aware that the teachers are in different moments in their learning 

process, and it is not an easy task to come to the School and start applying 

the methods that have taken us 10 years to hone. When we do these 

observations, we keep this in mind, and look for other clues beside the 

lesson observed to find the School’s proposal, for example we will interview 

a student or look at the notebooks to find evidence that the pedagogical 

proposal is taking place in this classroom. (Participant 18) 

One of the items in this category refers to the teacher’s knowledge of the 

subjects discussed in class as the teacher must provide scaffolding and play the 

role of the more knowledgeable peer in this process. According to the observations 

and to the statement by participant 18, it was observed that 100% of the teachers 

had general knowledge of the School’s proposals and implemented at least one of 

the criteria in this observation report.  

Nonetheless, it is important to note that there was a correlation between the 

number of years in the School and the consistency with which the teachers applied 
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the School's proposal. This was observed in first the interviews conducted to the 

newer teachers and their classroom observations.  
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6. CONCLUSIONS 

 

Main findings on teachers’ perceptions and experiences.  
 

 Some conclusions were made after the discussion of the findings of this 

research, which aimed at describing the teachers’ views and experiences with 

Alternative Assessment. It can be concluded that teachers have a clear 

understanding of the concept of Alternative Assessment and that they are aware of 

the benefits of implementing this assessment practice in their classrooms. The 

findings also showed a significant concern on the lack of time teachers have in 

order to implement and learn more about dynamic assessment as the School’s 

proposed evaluative methodology.  

 It can also be concluded that the teachers had positive experiences when 

implementing this assessment practice with the students and saw positive 

outcomes in their learning process and overall personal growth. However, it was 

also indicated that the teachers had different experiences with the parents around 

the practice of alternative assessment and the demands the parents make based 

on their traditional assessment background.  

Implementation of dynamic assessment in the Primary EFL classrooms. 

Based on EFL primary teachers’ implementation of Alternative Assessment and 

more specifically the School’s proposed methodology of dynamic assessment, the 

findings showed a strong emphasis on 4 of the main criteria in the observation 

guidelines created by the researcher. The results showed that the strongest points 

observed by all participants were: the process of scaffolding to support the 

students’ learning process, the use of cooperative work to reinforce the social 
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aspect of learning based on the works of Vygotsky’s socio-cultural theory, the 

teachers’ strategies to ensure a proper emotional environment for learning and the 

use of technology integrated strategies during the learning activities. 

Consistency with the proposal. 

The findings showed that there is a partial alignment of the teachers’ practice of 

Alternative Assessment and the proposal of the institution, therefore, more training 

is required for new teachers to ensure that the School’s proposal is wholly met by 

all the primary teachers.  

The results showed that the strongest points of consistency with the proposal 

were: the execution of an initial, a formative and summative evaluation of the 

students’ learning process, also the teachers’ positive emotional bond with 

students which allows for a positive learning environment, the use of the “index” as 

a mediating tool for the students’ learning process and finally the implementation of 

ICT strategies and cooperative learning strategies in accordance with the social 

construction of knowledge guided by the works of Vygotsky.  

 

Possible areas of improvement 

Teachers gave a lot of importance to the pedagogical component, and the 

benefits of having professional trainings in order to refresh and enhance their 

previous knowledge. Even though, teachers expressed how the institutional 

support has been helpful, the findings show that teachers deem necessary the 

implementation of bilingual trainings alongside with the usual Spanish professional 

development trainings.  
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According to the teachers’ views on institutional support, the findings show that 

teachers consider that there should be a more structured support system for new 

teachers entering the institution as well as training for specific needs depending on 

what teachers struggle with in terms of the School’s proposal. All in all, the School 

has contributed to its teachers’ professional development with different trainings 

and has steered them toward the school's pedagogical goal of revolutionizing 

education.  

6.1 FINAL REMARKS 

 

Based on my own role as a teacher of this institution and the role of 

researcher in this study, the development of this thesis has meant a great 

opportunity to analyze, reflect and improve on my own teaching practice. The 

process of interviewing and observing my fellow teachers has also helped to build 

a bridge that was not existent before, where the institution is open to hear about 

the teachers’ views and ideas without the teachers being fearful of any 

consequences.  

Secondly, this research has given me a more comprehensive view of the 

institution’s mission to revolutionize education and the important role that we, the 

teachers play in achieving this mission. It has helped me as a teacher to feel more 

confident in the decisions I take in the classroom and the objectives behind them. I 

am thankful that I was able to live this process and to realize that I am a teacher 

who dares to dream about the revolution of education. 
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Finally, as a researcher, this study has given me a meaningful academic 

view of my context and the challenges in regard to the understanding of the 

teachers’ perceptions and implementations of alternative assessment and the 

influence the institution has had on the teachers’ professional growth. It has also 

provided me with concrete elements to guide the institution in the aspects that 

need to be improved.  

  

6.2 RECOMMENDATIONS  

 

Professional development training can help teachers to become proficient in 

many different topics but can also be used to educate teachers in the proposed 

curriculum and School's methodologies. Avidov-Ungar (2016), considers that 

professional development allows teachers to find a balance between the needs of 

the school, the needs of the students while promoting knowledge, skills, and 

values. Teacher training can make teachers more efficient but can also be 

intimidating for new teachers who might not be adept in the methodology proposed 

by the school. If there is a set proposal in certain methodologies that revolves 

around revolutionizing education, then it makes sense to constantly train teachers 

who might join the school with different beliefs and experiences.  

It can be more beneficial to group teachers and to address their particular 

needs in separate training sessions than to group all of the teachers, senior and 

new teachers, and teach the same topic to all of them. Some of the senior teachers 

might already know this and be familiar with the content while other teachers might 

need an introduction course to be able to move forward in their development. The 
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school might need to adapt its training accordingly to better guide teachers towards 

what is expected to happen in the classrooms. 

 

6.3 LIMITATIONS  
 

The potential limitations in this present study include the fact that it solicited 

the perceptions and experiences of a representative but relatively small sample of 

the whole population of EFL School teachers. Also, results cannot be generalized 

to preschool, middle school and high school teachers, and teachers of other 

subjects different from English, Math, Science and Social Studies. Another 

possible limitation includes the covid-19 restrictions for students and teachers, 

these new regulations may have altered the regular interactions in the classrooms 

between the students and teachers. 

 Additionally, another limitation to this study was the possible inaccurate 

responses to the questionnaire and interviews as participants may seek to provide 

responses that would be acceptable to the interviewer. Finally, the limited time 

spent in the field could also have had an impact in the classroom observations.  
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8.2 Appendix 2 Welcome Email 
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8.3 Appendix 3- Teacher Questionnaire 
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8.4 Appendix 4 Interview Framework 
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8.5 Appendix 5 Administrator’s Interview Framework 
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8.6 Appendix 6 Open Coding Results 
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8.7 Appendix 7 Class Observation Format 
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8.8 Appendix 8 Class Observation Report 

 



104 
 

 


