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The events of recent years have produced unique circumstances for the development
of the Russian scientific and educational community, requiring significant changes in the
topics, subjects, and methods of study. Numerous issues persisted in this field despite
the rapidly rising number of educational studies, most of which were caused by their
inconsistency with the demands of current educational practice. The excessive theorizing,
passion for Russian pedagogy’s history, compilation, and other negative aspects of
research are signs of its declining quality. Contrarily, when educational conditions
changed quickly, there was a corresponding rise in the demand for pertinent research, the
materials and outcomes of which have become crucial to the current educational process.
This is especially important when it comes to the need to make decisions and adjustments
regarding educational policy based on data obtained from scientific study.

This approach has emerged as a dominant trend in the change of educational research
throughout the globe, particularly in advanced countries that were the first to establish
such systems, gradually overcoming the traditional conservatism of our field. The growth
of human and technological capabilities in the area of high-quality educational research
has seen significant investments in Russia and other nations. We are referring to state-
funded initiatives, grants, technological advancements, IT solutions and platforms
intended to create a new, effective, and sustainable pedagogy based on science in the
digital, post-COVID, and multipolar modern world.

By gathering a substantial amount of data on the various education actors, its
ecosystem, technologies, and interdisciplinary knowledge, educational research can
significantly contribute to the development of a sustainable society in the country. It can
also improve the quality of education and upbringing. All of this will enable Russia to
create an efficient educational strategy. Multidisciplinary research universities that have
started to prioritize teaching as one of their top scientific goals may be at the epicenters
of such a revolution. An extensive state program to reform higher education served as
the catalyst for this process, and it was within its framework that a number of higher
education institutions came to realize the value of pedagogical science for changing
university culture and transformation of higher education.

Kazan Federal University, which only started to develop its own teacher training
systemin 2011, is one of the most effective examples in the establishment of multifunctional
university complexes executing educational research. A new university model of teacher
education was created with the addition of two pedagogical institutions to KFU, and this
model has since emerged as one of the most effective methods for modernizing this field

6 Creative Commons by the Authors is licenced under CC-BY



O6pasoBanne u camopassurue. Tom 17, Ne 3, 2022

both domestically and globally. KFU is now the only university in Russia due to a variety
of metrics, consistently ranks highly in the top four worldwide and national rankings for
the field of Education (THE, OS, SCImago Institution Ranking, RAEX).

A program of topical research in teacher education has developed here since 2015,
when it was designated as one of the four primary goals of KFU within the “Project
5-100”. At the first stage, a focus was made on learning from advanced international
expertise, enlisting the best foreign techniques, and working with renowned overseas
academic institutions and researchers. As the new state program “Priority 2030” was put
into effect in 2021, the main difficulty was integrating the gathered scientific potential
into Russian educational practice. The current tasks of research in education at this stage
include choosing relevant and useful topics, adhering strictly to one research technique,
and ensuring the objectivity of methodologies. Conducting meta-studies and compiling
reviews are significant points. Today, there are a substantial number of surveys
conducted on small samples using the same item and subject and following the same
protocols. Their combined findings must be presented, along with broad generalizations.
In this regard, university scientists are developing a number of platform solutions for
systematizing and monitoring such disparate studies by combining individual scientists
into research groups on the platform of the International Community of Researchers in
Teacher Education (ICRTE).

Working with big data is a task that has a lot of potential. First, there is a wealth of
data available on students and schoolchildren nowadays, including information about
their performance, instructors’ qualifications, and the education methods they employ.
We must learn to put forward the right hypotheses and interpret the results, formulate
specific recommendations and offer solutions, both for managers and for practicing
educators. Second, we are beginning to develop regional platforms for data collection
differentiated by topics in science and education. On their foundation, a nationwide
network might be established in the future to assist the educational process for many
kinds of educational institutions and student groups, such as in the area of inclusive and
multicultural education. The creation of a digital platform for gathering, analyzing, and
interpreting data on accompanying children with ASD, as well as a digital platform for
supporting a teaching career, are examples of the initial efforts of KFU in this area.

The coordination of the efforts of Russian and international scholars is the most key
necessity for the realization of current projects. Modern research infrastructure today
is crucial for new approaches to an effective research organization. It is becoming more
open, accessible and allows the maximum participants involvement within the national
scientific community and beyond, as well as within various research fields. There are
numerous successful examples of digital infrastructure for scientific collaboration
worldwide, varying from general to highly specialized (OECD, 2017).

The field of “Education” is a major study topic that merits the attention of experts from
a variety of disciplines, including pedagogy, psychology, sociology, physiology, computer
science, etc. Additionally, there is a need to forge a strong link between educational
research and practice, as part of an evidence-based approach to education that relies on
decision-making based on factual education activity and scientific data (Diery et al., 2021;
Fischer et al., 2020; Mandinach & Schildkamp, 2021). It is time to develop a useful digital
tool for scholars dealing with education, especially teacher education.

This current issue contains research findings from academics who collaborated
on academic initiatives through the digital platform “International Community of
Researchers in Teacher Education” (ICRTE, https://te.kpfu.ru), and who presented their
research results at the VIII International Forum on Teacher Education (IFTE-2022, May
25-27,2022).
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The mission of the ICRTE portal is to become a multifunctional platform for free
interaction of researchers from different fields of science around common interests and
joint projects for the advancement of education. With the help of other partners, not just
those in the education area, one may start his own research projects and supervise their
continued realization due to the opportunities offered by this digital tool. Each project’s
page is filled with relevant info, links, and research findings. Any registered user can join
an ongoing project by submitting an entrance form, on which he specifies his function
and outlines how he could help the cause.

Scientific projects on the ICRTE platform are its main essence, but not the only one.
Important sections are also “Scientists”, “Publications” and “Research Groups”. After
registering, each user’s personal page is added to the list of scientists, where they provide
detailed information about themselves so they may be recognizable by their scientific
interests, areas of expertise, and keywords. The list of papers provides details on all
the research findings related to projects. The “Research Groups” part, which includes
researchers engaged in a single large subject, is the next crucial element. Research groups
can merge several projects established on the platform and provide user-free engagement
within the confines of a shared topic.

As of this writing, the platform has over seven hundred registered users from over
one hundred universities around the world, over eighty initiated projects, and about
thirty research groups.

In turn, the VIII International Forum on Teacher Education (IFTE-2022) once
again became the largest event of the year in the life of the scientific and educational
community in Russia. About 12,000 participants representing 214 universities and
research organizations from 29 countries came together in a hybrid format for event,
titled “Education, Professional Development, and Health Maintenance of Teachers in
the 21st Century”. 203 activities, including plenary sessions, panel discussions, open
podiums, open lectures, pitch sessions, symposiums, round tables, breakout sessions,
and much more, took place during the course of the Forum’s three days. It is notable
that the primary agenda for these events was defined by the projects and research
groups registered on the ICRTE. Projects on the research of primary education,
comprehensive support for kids with ASD, preventing cyber risks among kids and
teens, and inspiring future teachers to choose careers in education are a few of them.
“Preschool Education”, “Inclusive Education and Special Needs”, “The Educational
Environment Safety”, “Education at University Schools”, and “Digital Solutions in
Education” are some of the most popular Forum subjects brought together members
of the ICRTE research groups.

Thus, the International Forum on Teacher Education IFTE-2022, being integrated
with the digital platform “International Community of Teacher Education Researchers”,
is a large-scale experiment in moderation of research activities, which allows
coordinating and supporting groups of researchers studying similar problems in the field
teacher education. ICRTE is the first specialized Russian platform promoting research
collaboration on a wide range of issues related to teacher education. We expect that the
persistent effort of its content producers and the addition of a variety of services will raise
research to a qualitatively new level, eliminating disciplinary and international borders to
address the most urgent issues in modern education.

8 Creative Commons by the Authors is licenced under CC-BY
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CoObITHsI TIOC/IEIHUX JIET CO3ZAMN 0COOble YCTOBMA IS PasBUTHsI POCCUIICKOTO
Hay4YHO-TIearOTM4eCcKOro coo0IecTBa, MOTPeOOBaB Cepbe3HBIX M3MEHEeHMIT B Ipobie-
MaTHKe, COlep>KaHNN U OpTaHM3aALNY UCCIe0BaTeNbCKOI feaTenpHocTn. HecMoTpst Ha
3HAYMTENbHO YBeJIMYMBILIEECs] YVCIO TIearOrNIecKuX MCCIefOBAHNIL, B 9TOI 06/1acTn
ocraeTcsi HeMano mpobnem. CHIDKeHMe KauyecTBa MCCIeLOBATENTbCKOI MIesTeTbHOCTH
BBI3BAHO IIPEXJe BCErO B ee HeCOOTBETCTBUY IIOTPeOHOCTSM COBPEMEHHOI 06pasoBa-
Te/IbHOI TPAKTYUKY, B U3/IMIIHEN TEOPETU3ALNY, B YBI€UEHUN MIPOLUIbIM I1eJarOTUKI,
B KOMIVWIATUBHOCTHU. B yCTIOBUSIX GBICTPO MEHSIONIErOCsi 06pa3soBaHms BO3PACTAET 3a-
IPOC Ha aKTyaJIbHbIE MCCIETOBAHNS, PE3YIbTATHl KOTOPBIX HEOOXOVIMBI COBPEMEHHO-
My ydeOGHOMY Tporteccy. TpeOyercsi HAXOANUTh IPUHIUNINATLHO HOBBIE PElLIeHNs, OCy-
I[eCTB/IAAsA KapAVMHATbHbIE N3MEeHEeHIsI B 060pasoBaTe/IbHON IOINTIKE U IPAKTHUKe.

[IpaKTHKO-OpMEHTNPOBAHHBII IIOAXO0/, CTl TPEHOM TpaHChOPMAIM IIearory-
YeCKIX JMCC/IeIOBAHMIT B TeX CTpaHaX, KOTOpbIe yKe Havamy (popMuUpoBaTh MIPUHIININ-
QIBHO HOBBIe 00pa3oBaTe/IbHbIE CHCTEMBI, LIAT 3a IIATOM IIPEO0/IeBas TPALNIVIOHHYIO
KOHCepPBAaTUBHOCTD 9T0i1 cepbl. [ToKkasaTe/bHbI B 3TOM OTHOIIEHIU 3HAUNTEIbHbIE MH-
BecTuiyy Poccyn U APYIuxX CTpaH B pasBUTHE KAJPOBOTO VM TEXHOIOTMYECKOTO IIOTEH-
I1ana B 0671aCTH BHICOKOKAQUeCTBEHHBIX ITeJarOTMYeCKIX UCCIefoBaHuit. Peus et o ro-
CyApCTBEHHBIX IIPOTPaMMax, IPAHTaX, TEXHOIOTMYeCKNX, IT pemrennsix u miarpopmax,
HAIIpaBJIeHHBIX Ha (opMupoBaHue Gornee 9¢PEeKTUBHON U YCTONYMBON IMEATOTUKIL,
MMeEIOIIell KPEIIKyIo JoKasaTe/lbHyI0 6a3y, MO3BOJLALIYIO IPMHUMATh HAyYHO 000CHO-
BaHHbIE PeIlleHNs B [U(PPOBOM, TOCTKOBUIHOM 1/ MHOTOIIOISIPHOM MIUpe.

I[Temarormyeckue MCCIeTOBAHNS CIIOCOOHBI BHECTY 3HAUMTENbHBII BKIAJ B CO3/5a-
HII€ B CTpaHe CTAabMIBHOCTH, IIPEXJe BCero 3a CYET MOBBIMIEHNUS KadecTBa 00ydeH s
M BOCIIMTAHUS, aKKYMY/IUPYsl 3HAYUTENbHBI 00beM JaHHBIX 00 yIacTHMKAX 00pa3o-
BaTEe/IbHOTO MPOLIeCca, ero 9KOCUCTEME, TEXHOMIOTVAX, MEXXANCINIUINHAPHBIX 3HAHMSX,
KOTOpbIe I03BOMAT copmupoBath B Poccun apdexTuBHy0 06pazoBaTeIbHYIO HON-
TUKYy. lleHTpamMu Takoit TpaHCHOPMALINU MOTYT CTATh MHOTOIPO(UIbHBIE CCTIE0Ba-
Te/IbCKIE YHUBEPCUTETHI, KOTOPbIE BCe aKTMBHEe CTa/IV BBIABUIATh 06Pa30BaTeNbHYIO
cepy B KauecTBe OHOTO U3 MIPUOPUTETOB CBOEI HAYIHOI AEATENBHOCTU. DTOT MIPO-
1ecc 6BUT MHUIMVPOBAH MaCIITAOHON rOCYyAapCTBEHHOI IIPOrpaMMoli pepopmMmpoBa-
HuA Bbicuiell WKojbl — «IIpoekrom 5-100», B paMKax peanmsanuy KOTOPOro MHOTUE
BBICIINE yueOHbIE 3aBeleHNsI OCO3HAIM BAKHOCTDb IeJAarOrNIecKoll HayKu Jyisi BCeil
YHUBEPCUTETCKOI KY/IbTYPBbL.

10 Creative Commons by the Authors is licenced under CC-BY
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B nocnennee gecstuieTrie ofHNM 13 HanborIee YCIEUIHbIX IPUMepOB GOPMIPOBa-
HMsI MHOTOIIPOMW/IbHBIX YHMBEPCUTETCKUX KOMIUIEKCOB, PelTU3YIOIIVUX Mefarorude-
CKyie uccIefoBanus, siBsiercs: Kasanckmit defepanbHbIil yHUBEPCUTET, KOTOPDI HAUaI
CO3flaBaTh COOCTBEHHYIO CUCTeMY ITOATrOoTOBKM yumteneit B 2011 ropy. [Ipucoennuenue
ABYX CIeL[MaTN3MPOBAHHBIX [IEarOTMYeCKMX BBICIINX yueOHbIX 3aBefennit K KOY namo
CMHepreTudecKuit 3pQPeKT B IOCTPOEHNN HOBOJ YHUBEPCUTETCKON MOJIENN ITIefarory-
4eCKOro 06pasoBaHus, CTaBLIEN OZHOI U3 JIyULINX IPAKTUK MOAEPHM3ALNH 3TOI ce-
PBI HE TONBKO Ha POCCUIICKOM, HO M Ha MEX/IyHapOJHOM ypOBHe. B HacTosmee Bpems
KDY aBnseTcs e[MHCTBEHHbIM POCCUIICKMM YHUBEPCUTETOM, 3aHMMAIOIUM BBICOKIE
HO3VIIMM IO IIMPOKOMY CIIEKTPY MHAMKATOPOB B YETHIPEX BEAYLINX MEXTYHAPOIHBIX 1
OTe4eCTBEHHBIX PeITIHTIAX B IIpegMeTHOIt obmactu «O6pasosanne» (THE, OS, SCImago
Institution Ranking, RAEX).

C 2015 roga, xorza B xofe peammsanun «I[Ipoekta 5-100» megarormdeckoe o6paso-
BaHIe BOLIIO B YMC/IO YeThIpex npuopuretos KOV, snech Hauana GpopMupoBaThcs Ipo-
rpaMMa aKTya/lIbHbIX B [IelarOrM4ecKoM obpasoBaHuy uccnegosanuit. Ha mepsom starme
aKIIeHT OBUI CIeTaH Ha M3ydeHMe ITepeJoBOr0 MeXK/[YHapOIHOTO OIIBITA, Ha IPMB/IeYeHIe
JTy4LIMX 3apYOeKHBIX METORMK U IIPAKTUK, Ha KOJTA00PALMIO C BeAyIMMI 3apyOesKHbI-
MM YHUBEPCUTETaMU U YIEHBIMIL.

C navanom peanusanyu B 2021 rogy HoBoii ['ocygapcrBenHoi nporpammbl «IIpuo-
puret 2030» OCHOBHOJI 3afadell CTa/I0 BHEAPeHVe HapabOTaHHOTO HAyYHOIO ITOTEHI[N-
ajla B POCCUIICKYI0 00pa30BaTe/IbHYIO IPAKTHUKY. B KadecTBe TeKyIux 3afjad Ha JAaHHOM
aTalle pPacCMaTPUBACTCA BBIOOP MPUKIATHBIX M AKTYaJbHBIX MCCIEOBATEIbCKNUX TEM,
JeTKOe C/IefJOBaHNe eINHOMY UCCIefOBATE/IbCKOMY IIPOTOKOJTY U 0OeCIiedeHne YMCTOThI
nporenyp. Ocobyio Ba)XHOCTD PV STOM IPHOOPETAIOT MeTa-UCCIeOBaHNUA U 0630PBI.

CeropHst MHOTUE U3BICKAHUS, NMes UEHTUYIHBI 00beKT U MPefMeT, IPOBOATCS
TI0 CXOKMM IIpoIleffypaM, Ha HeOomblmx Bi6opKax. CTala 0ueBMIHOI HEOOXO[UMOCTD
06 beMHATD Pe3y/IbTaThl TAKUX PabOT I IpefCTaB/IATh 06061IeHHbIe BBIBOADL. Perre-
HieM npobinemsl B KOV cranma paspaboTka mraThopMbl, Ha KOTOPOI paspo3HEHHbIE
MCCIEIOBAHNS MOTYT OBITh CHCTEMATU3MPOBAHBI U OLEHEHbI. JTa 1fesl B HACTOsIee
BpeMs peannsyeTcs IMyTeM O0beVHeHMsA OTHENbHBIX YYEHBIX B JMCCIIef0BaTeNbCKIe
rpymmnsl Ha mraTgopme «MeXayHapoIHOE COOOIIeCTBO UCC/IefOBaTe el efarornde-
ckoro obpasoBanysi» (MCHUIIO), koTopas MO3BONIAET AKKYMY/IMPOBATh UMEIOLYIOCS
B Pa3IMYHBIX MHPOPMALMOHHBIX CHCTEMaX MH(OPMALMIO O MIKOJbHUKAX I CTY/[EH-
Tax, VX YCIIEIIHOCTY, KBaTU(PUKAIUY YIUTeIell ¥ BbIOMPaeMbIX VIMU TIefJarOTUYeCKIX
crparerusx — 060 Bcelt 6ase megarornIecKx MCCIefOBaHMIl. A 9TO JaeT BOZMOXHOCTb
MaKCHMAaJIbHO TOYHO VHTEPIPETUPOBATD MOTyYaeMble pe3yabTaThl, POPMYINPOBATH
KOHKpeTHbIe PEeKOMEHIALMI 1 IpefIaraTh pelleHns, Heo6XoAMble KaK yIIpaBIeH-
IjaM, TaK I IeJjaroraM-InpaKTuKaM.

Hamu cosparorcst Takke JOKa/mbHbIe IIAaTGOPMBI A1 cOOpa JaHHBIX, Anddeper-
IMPOBAHHBIX IT0 HAYYHO-00pa3oBaTe/IbHBIM IpobieMaM. B mambHelieM Ha UX OCHOBe
BO3MOXXHO IOsIB/IEHNE HAIMOHATBLHON CETH, HAIPABIEHHOI Ha IOJEP>KKy obpasoBa-
TeIbHOTO Mpoljecca B y4eOHbIX 3aBeIeHUAX PA3TNYHbIX TUIIOB, C Pa3HBIMIU KaTeropyAMI
06y4aroIXCsl, HAIpUMep B 06/1aCTY MHKIIO3MBHOTO, CIEIVa/IbHOTO, MY/IbTUKY/IbTYP-
Horo obpasoanus. Ilepsbie pesymbraTel yeumuit KOY B sToM HampapneHMn — paspa-
6otka undposoit wrarhopmsl Ay cbopa, aHaIM3A U MHTEPIIPETALIUI JAHHBIX 10 COIIPO-
BoxpeHmo fereit ¢ PAC n mmdpoBoit m1athopMbl COPOBOXK/EHNS MeJarorndecKon
Kapbepbhl.

BakHermmm ycoByeM peannsalyiy IpoeKTOB ABJIAETCA 00 beIMHEeHNe yCUuii poc-
CUMIICKUX 1 3apy0exxHbIX ydueHbIX. COBpeMeHHas MCCIeoBaTeNbcKasi MHPPACTPYKTypa
UTPAET K/IIOYEBYIO POJIb BO BHEAPEHMI HOBBIX IIOAXO/IOB B OPTAHM3ALMIO PE3yIbTaTIB-
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HOTO HayYHOTO IIPOLiecca: OH CTAHOBUTCS 00jIee OTKPBITHIM, TOCTYIIHBIM U TI03BOJISIET
BOBJIEYb MAaKCMMYM YYaCTHMKOB BHYTPM HallMOHAJIbHOTO HAyYHOTO COOOIIECTBa, 3a
ero IpejenaMy, Ha CTBIKe U IIepecedeHn N HayIHbIX 06/1acTeil. B Mupe yxxe ects npume-
PBI yauHON opraHmsanyy 1y@poBoil MHGPACTPYKTYPHI /A KOIabopanyy yIeHbIX
Pa3HOI TeMaTUYECKOI HAallPpaBJIEHHOCTY — OT YHMBEPCAIbHON [0 Y3KOCIEMalIN3upo-
BanHoii (OECD, 2017). [TpegmetHas o6mactb «O6pasoBaHue» UrpaeT 3HAYUTENIbHYIO
poJib B I7I06aIPHOM MCCIEOBATE/IbCKOM IIPOCTPAHCTBE, IPUBJIEKas BHUMAHUE MIPefi-
CTaBMTeJIell MHOTYX HAay4HBIX cep, TAKMX KaK Mefarornka, ICUX0oM0rnsA, COIMOOTNA,
¢usuonorns, nupopmarnka u np. CoBpemernas uudposas mwiatrpopma fenaer Hosee
TECHOJI CBA3b MEXJy Iejarorn4ecKoil HayKoi 1M IPaKTUKOM, OCYIeCTB/IAA J0Kasa-
TE/IbHBII [OXOJ B 00pasoBaHMY, TO3BOJISASA IPUHNMMATD PEIIeHNsI Ha OCHOBE IIPOBe-
PEHHbIX TaHHBIX KaK HayKW, TaK ¥ pealbHOll Mefarorndeckoit gestensHoctu (Diery et
al., 2021; Fischer et al., 2020; Mandinach & Schildkamp, 2021). [Tpumio Bpems co3pathb
QpoBOIT pecypc A MCcCIefoBaTeNell, 3aHMMAIUXCA pobneMaMy 06pasoBaHu,
0COOEHHO IIeIarOrN4ecKoro.

Breimmyck »KypHaa, KOTOPBbIii BbI Iep>KUTe B PyKaX, BKII0YAeT Pe3y/IbTaThl MCCIe0Ba-
HIIT YYeHBIX, OObeINHEHHBIX B HAayIHbIE IPOEKTHI Ha Lu(poBoil IwaTdopme «Mexmy-
HapofiHOe COOOLIEeCTBO JCCIeoBaTeNell Iefarorndeckoro obpasosanus» (MCUIIO,
https://te kpfu.ru) u npencraBrennsix Ha VIII MexayHnapogaoM ¢opyme MO Ie[aroru-
gyeckoMy o6pasosanuio (IFTE-2022, 25-27 mas 2022 roga). Ha MOMEHT TOATOTOBKM JaH-
HOTO BBIIYCKa Ha IU1aT¢opMe ObUIO 3aperiucTPUPOBAHO HoJIee CeMICOT MIO/Ib30BaTeIelN
u3 6ojIee YeM CTa YHMBEPCUTETOB MUPA, MHUIMNMPOBAHO 60JIee BOCBMUMIECATI IIPOEKTOB
1 OKOJIO TPUALIATH UCCIeR0BATeIbCKUX IPYIIIL.

Muccusa nnargpopmbl MCUIIO - craTb MHOTO(YHKIIVOHATBHOM IUIOIIAKOI IS
CBOOOJHOTO B3aMMOJEIICTBIIS UCCIEOBATEIEN Pa3HbIX 00/IacTell HayKu BOKPYT 00IInX
MHTEPECOB ¥ COBMECTHBIX IIPOEKTOB BO 611aro 06pasoBaHmsA. Bo3sMOXHOCTI 9TOTO M-
POBOTrO pecypca IHO3BOIAIOT MHUIUIPOBATh COOCTBEHHBIE MCCIEHOBATENbCKIE TIPOEKTHI
M CONIPOBOX/ATh UX JA/JbHENINYIO peann3aluio, IpUBJeKas JPYyruxX COMUCIIOMHUTENIEN,
B TOM 4ucie He U3 obmactu meparoruky. CTpaHMIA KaXXAOTO MPOEKTa HAIOMHIETCS
COOTBETCTBYIOIIVMMI MaTepyaNaMy, CChUIKAMY M pe3y/IbTaTaMI MccnefoBanuit. /o601
3apeTrMCTPUPOBAHHBII II0/Ib30BATENb MOXET BCTYIIUTD B yXKe CYLIeCTBYIOIIMII IPOEKT
Jyepe3 3aIl0/IHEHNe 3asABKM Ha BCTYIIIEHME, T/l YKa3bIBaeT CBOIO POJIb U OMNMCBIBAET I10-
TEHIMA/IbHBII BK/IAJ, B obliee Aero.

PasBuTye u mpopBIDKeHNe HaYYHBIX IPOEKTOB — IIaBHas Iienb mnatdopmer MCH-
I1O, Ho He exMHCTBeHHAst. BaXKHbI TaKxoKe paspernsl «YdeHble», «[Tybmuxarym» u «Vccre-
TOBaTeNIbCKIE TPYIIEI». [lepcoHaIbHbIE CTPAaHNIIBI ITOTIb30BATEIel COTepKaT MHPOpMa-
L10, KOTOPYIO YIEHbIE CINTAIOT BAXKHOIT 1 KOTOPAsi [IOMOTAeT UM OBITh «y3HABaeMBIMIL»
IO X HayYHBIM MHTepecaM, CIelVialTn3aluy ¥ KIodeBbIM cnoBaM. [lepeueHb mybmmka-
LIMIT OTCBUTAET K pe3ynbTaTaM uccnenoBanmit. Pasgen «VccmenoBaTenbcKye IPyIIIb» MO-
Kas3bIBaeT, KTO 13 yYEHBIX 3aHMMAeTCA JaHHOII pobaeMoli. VccnenoBaTenbcKue IPYIIIbI
MOTYT OOBEIMHATh HECKOIbKO MHUIMIPOBAHHBIX HA IIAT(GOPMe IMPOEKTOB U CIyXKAT
I CBOOOHOTO B3aVMOJIEVICTBIIA TIO/Ib30BATENell B paMKaxX 0OIIeil TeMbI.

VIII MexpynaponHsiit popym mo mepmarormdeckomy obpasosanumio (IFTE-2022)
B OYepeJHOIT pa3 CTa/l KPYIHEIIIM COOBITVIEM IOfla B >KU3HM HAayYHO-IIfJarOTMIEeCKOTO
coobmectBa Poccnn. Ilpoxomst mon HasBanueM «O6pasoBaniie, mpodeccCuoHaIbHOE pas-
BUTHE V1 COXpPaHEeHMe 3[0poBbA yuntens B XXI Bexe», oH cobpain B rubpuaHoM opmare
0K0710 12 000 yJaCTHMKOB, IIPENCTABAAMNX 214 YHMBEPCUTETOB M HAYYHBIX OPTaHM-
3anuit u3 29 crpan. 3a Tpu fHA B paMkax Popyma 6510 mpoBeneHo 203 MeporpuATHA,
Cpeiy KOTOPBIX IUICHApHBbIE 3acelaHNs, NaHe/IbHble NUCKYCCUU, OTKPBITBIE IOAMYMBI,
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OTKPBITbIE JIeKL[UY, IINTY-CECCUY, CUMIIO3MYMBI, KPYIJIble CTOJIbI, CeKIIMIOHHBIE 3acefja-
HJA U MHOTOE JIpyTOe.

ITokasaTe/bHO, YTO MMEHHO IIPOEKTBI M MICCIeIOBATe/IbCKIIe IPYIIIDI, 3aPerUCTpPU-
posannble Ha MCUIIO, 3aganu moBecTKy 3Tux MeponpuATuii. Cpeay HUX IIPOEKTHI,
HOCBSAIIEHHbIE M3YYEHUI0 HAYA/JbHOTO 00pa3oBaHIsl, KOMIUIEKCHOTO COIMPOBOXK/ECHII
mereit ¢ PAC, npodumaktyke Kubep-pruckoB y fieTeit ¥ MOTOAEKH ¥ MOTUBALIUY ITpodec-
CHOHAIbHOI Kapbepsl Oyayimux yunrerneit. CaMble momy/sipabie TeMbl Dopyma, BOKpYT
KOTOPBIX 00beVHIMINCD YWIEHBI McCIefoBaTenbckux rpynn MCHUIIO, - ato «Mccneno-
BaTe/IbCKY OPVMEHTMPOBAHHAS MOJIE/Ib II€arOrNM4ecKoro 00pasoBaHmsi», «loIIKoIpHOE
obpasoBaHIe», «/[HKTIO3MBHOE 00pasoBaHue U 0COOBIe MOTPEOHOCTY, «Be30ImacHOCTD
obpasoBaTenbHOIL cpefbl», «O6pasoBaHIe B YHUBEPCUTETCKUX MIKOTax» U «I{n¢posbre
peleHNs B 06pa3soBaHMU».

Takum o6pasom, MexayHapogHblil (GOPyM IIO IefarorndeckoMy o6pasoBaHUIO
IFTE-2022, nnterpupoBaHHbii ¢ 1udpoBoil mraTdopmoit «MexayHapogHoe cooblre-
CTBO JICCTIEIOBATEIEN IEJArOTNYeCKOr0 00pasoBaHmsi», caM 110 cebe ABIAETCSA MacIITad-
HBIM 9KCIIEpYMEHTOM II0 pean3aluy HOBOI (pOpMbI OpraHM3aINU UCCIEOBATETbCKOI
IeATeNbHOCTH, NTO3BOJLAIIEl KOOPAVHUPOBATD U MOAAeP>KUBATh IPYIIIBI YICHDIX, 13-
YYAIOLIMX CXOXMII Kpyr IpobreM megarorudeckoro obpasosanus. MCUIIO - nepsas
CIlel[MaNM3NpPOBaHHAsE POCCUIICKast IIATGopMa, COCOOCTBYOIIast IPodeccnoHanbHOIMN
KOMMYHMKAIMM 1O IIMPOKOMY KPYTY IpoOJIeM, CBA3aHHBIX C IIOJATOTOBKON ydYMTesNA.
Hapeemcst, 4TO esATeNIbHOCTD pa3paboOTUMKOB II0 €€ COiep)KaTe/IbHOMY HAIIOJTHEHUIO 1
BHEJIPEHNIO Pa3/IYHbIX CEPBICOB ITI03BOUT BBIBECTH MeJlarorndeckiie MCCAefOBaHNA Ha
Ka4eCTBEHHO HOBBIII YPOBEHb, CTUPasA Me>KHALMOHA/IbHbIE 1 MeXXAVCHUIUIMHAPHbIE Ipa-
HMIIBI B LIEJIAX PellleHNs Harbosiee aKTyalIbHbIX TP0o6JIeM COBPEMEHHOTO 06pa3oBaHMA.
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Abstract

This study aims to examine the implementation of quality management principles and service
quality in higher education institutions (HEI’s) based on student responses. This study involved
570 students from public and private universities in Bangka, the province of Bangka Belitung,
Indonesia. This is a quantitative study with a correlational research design. The results showed that
the implementation of quality management principles in universities had a very high correlation
with service quality (r = 0.88). The results of this study prove that improving the implementation
of quality management principles, such as development of cooperation, HR (human resources)
focus, continuous development, process approach, leadership, process focus, and goal consistency
of higher education will improve the quality of service rendered to students.

Keywords: quality management, service quality, higher education, student responses.
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AHHOTAI[USA

Ilenb faHHON pabOTBI — Ha OCHOBE OIPOCA CTY[CHTOB MCCIEOBATh Pealn3alMio IPUHIUIIOB
YIpaB/IeHNs KaueCTBOM B BBICIINX 06Pa30BaTeMbHBIX yUPEXK/IEHVAX ¥ PeaTbHbIN YPOBEHD KauecTBa
YCIIyT, IpeOCTaBAsAeMbIX Bysamu. B nccnenopanum npunsamm yyactue 570 CTyleHTOB U3 ToCyfap-
CTBEHHBIX ¥ YaCTHBIX YHMBEPCUTETOB ocTpoBa banka npouuiym Banka Benurynr (Muponesns).
ABTODBI IIPOBE/M KONMYECTBEHHOE MCCIEN0BaHMe C TIPUMEHEHNEM KOPPENAMOHHOTO aHa/n3a.
Ilonyyennble JaHHblE [MOKA3a/ly, YTO B YHMBEPCUTETAX CTEIeHb BHEJPEHMs NMPUHLUIIOB yIIPaB-
JTIeHVA Ka4eCTBOM MMeeT BBICOKYI0 KOPPeNAIMIO C KaueCTBOM IIpeflocTaBAeMbIX ycryr (r = 0.88).
PesyanaTm uccnenoBanmA MOATBEPAVIIN, YTO UEM JIydIle PEAIN30BaHbI IPVHINIIDI YIIPABICHNA
KayecTBOM (pasBUTUE COTPYAHIYECTBA, Ka/[POBbIE PECyPChl, HEPEPLIBHOE Pa3BUTIIE, TPOIIECCHBIN
MIOIXO/ K YIIPaB/IEHUIO, TUIEPCTBO, OPMEHTALIMsA Ha IIPOLECC U IIOCTIE/[0BATE/IbHOCTD 11e/1eil BhICIIIe-
r0 06pa3OBaHMsA), TeM BBILIE Ka4eCTBO YCIIYT, IPEOCTaBIAEMBIX CTy/IeHTaM.

KimroueBble coBa: ypas/ieHye KauecTBOM, Ka4ecTBO YC/IyT, BhICIIee 06pasoBaHIe, OTBETHI CTy-
JIEHTOB.

Tum MuLeHsNPOBaHMs aBTOPOB — IMIIEH3Ns TBopueckoro coobiectsa CC-BY 15



Education and Self Development. Volume 17, Ne 3, 2022

Introduction

Globalization has created an increasingly tangible climate of competition between
nations. The boundaries between nations have been lost by the integration of the
economy, information, culture, and other aspects of various interactions (Gaffar, 2012).
This means that globalization brings new challenges for each nation to improve the
quality of its human resources to be consistent with the path of competition. Based on the
UNDP report, Indonesian human resources still lack competitiveness in the Southeast
Asian Region (Rencana Strategis Kementerian Riset, Teknologi Dan Pendidikan Tinggi
Tahun 2015 - 2019, 2015). This is a serious problem that needs special attention from the
government and universities as the shape of the nation’s human resources.

The problem of human resources in Indonesia is very close to the quality of education,
especially higher education. According to Hayat, it has become a problematic paradox
in the nature of globalization (Hayat &Yusuf, 2010). This requires the development and
improvement of the quality of education with a strategy aimed to evaluate the quality of
education in general. However, evaluating the quality of higher education is a complex
matter because of the various definitions used such as quality, theory, models, and
performance indicators (Turner, 2011).

Quality evaluation that has been running in Indonesia (including in Bangka) to
measure the quality of higher education is performed through accreditation which is
carried out regularly by the National Accreditation Board for Higher Education (BAN-
PT). Based on the results of institutional accreditation released on the official website
(www.banpt.or.id), the majority of universities in Bangka receive a sufficient score
(C / score 200-300 out of a maximum score of 400) which means that higher education
services are not of good quality. This quality service problem is caused by the university’s
efforts not being maximal in perfecting the process, working hard, and learning from
mistakes (Hoy et al., 2000). The quality of higher education services will ultimately lead
to the creation of stakeholder satisfaction (for example, students, lecturers, educational
staff, and others) (Dinh et al., 2021; Misra, 2006). This means that service quality is
positively correlated with student satisfaction (Khoo & McGregor, 2017). Based on this
concept, students are customers or direct stakeholders from universities who can provide
information regarding the quality of the services they receive. Information related to
higher education quality services can be used as input to the effectiveness of plans and
their implementation (Fuchs & Fangpong, 2021).

Improving service quality and higher education competitiveness can be seen from
how well the implementation of quality management is (Molina-Azorin et al., 2015).
In line with that, the implementation of quality management principles can improve
the quality of services in higher education, and indirectly increase the competitiveness
of graduates. In addition, the application of quality management principles can also
improve organizational performance. The results also show that ISO-certified institutions
perform better than non-certified ones (Gustafsson et al., 2003; Mohamed et al., 2020;
Sharabati et al., 2019). Some of these studies have proven that service quality is related
to the application of quality management principles. In addition, service quality also
has implications for graduates’ satisfaction (Sharabati et al., 2019). Furthermore, the
quality of higher education services can also affect student loyalty (Shurair & Pokharel,
2019). Therefore, service quality and student satisfaction are important factors in higher
education management.

From the above-mentioned research, it can be concluded that quality is how well the
service provided by the university to its customers (especially students). This means that
student satisfaction can only be achieved with the good service quality. At the same time,
service quality depends on the extent to which higher education institutions apply the
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principles of quality management properly. This research aims to prove that the principles
of quality management can improve the service (quality) of higher education rendered
to its stakeholders, especially the student services. Quality service has implications
for student satisfaction. Based on several theoretical studies and literature review, the
hypothesis of this research is:

H1: there is an influence of the implementation of quality management principles in
higher education on service quality.

Literature review

Principles of Quality Management

Sallis (2002) argues that realizing the quality of education output based on certain
standards is not easy. One of the reasons is the difference in the output between education
and products in the industrial world. Therefore, quality is an effort to meet customer
demands (Noronha, 2002). Furthermore, the quality mentioned by Kenneth H. Rose is
very close to customer requirements. Guaranteeing the quality of the process is the first
step towards the quality of the product or service produced (Rose, 2005).

The development of the concept of quality has inspired efforts to improve quality
in various organizations including educational organizations. Juran et al. (1999) offers
three quality steps called the Jurantrilogy, which includes quality planning, quality
control, and quality improvement (Rose, 2005). Crosby (1979) emphasized that quality
was a zero defect condition supported by technical and economic perfection (Zairi, 1991).
We know that Crosby is one of the most successful in selling ideas through consultation
and training, unlike his predecessor, who focused on statistics (Rose, 2005). Meanwhile,
Ishikawa, being the successor of Crosby, emphasized the importance of training and
education of workers as the basis of quality (Rose, 2005).

The development of quality concepts by the above-mentioned scholars underlies
various trends related to the modern quality concepts known as quality management.
The concept of quality management is developed and implemented in various fields
including education. The main challenge of implementing quality management in
the field of education is the difficulty in operationalizing the phenomenon of “quality
education” (Sallis, 2002). A success in achieving or realizing educational goals is the result
of perfecting the process, working hard and learning from failure (Hoy et al., 2000). This
means that efforts in realizing the quality of education need to be managed properly and
comprehensively based on the principles of quality management.

Historically, quality management has developed since the late 1970s and early 1980s,
inspired by Japan’s ability to integrate various quality control concepts from America
into their own systems, known as total quality control (TQC). The evolution of the
quality system can be divided into four stages, namely inspection, quality control, quality
assurance, and Total Quality Management (TQM) (Noronha, 2002). These developments
have influenced the principles in quality management. According to ISoraité (2008), Sallis
(2002), Rose (2005), Bollaert and colleagues (2007), Armstrong (2006), the principles of
implementing quality management include:

a. Consistency of objectives (result-oriented)

b. Focus on customers

c. Leadership

d. Process approach (process management)

e. Involving people

f. Continuous development

g. Systems approach and strategy

h.HR Focus
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i. Development of partnerships

j. Automation and communication.

The implementation of the main principles of quality management is the basis for
the success of higher education institutions in realizing their quality. Assuming that by
applying the principles of good quality management, service quality can improve and
satisfy customer needs.

Higher Education Service Quality

The quality of higher education services is an important part of the quality of output
of graduates. The characteristics of the quality of education services are more difficult
to explain than the quality of products in physical form. This is caused by the quality of
services containing many important elements that are subjective. These elements can be
in the form of leadership, attention, training, and care which can be a disruptive service
(quality of service) (Sallis, 2002).

Kruger and Ramdass (2011, p. 1176) try to describe the dimensions of the quality
of education services and classify them into five dimensions of quality abbreviated as
TERRA, described as follows:

a. Tangibles - a physical appearance in terms of facilities, equipment, personnel, and
communication materials.

b. Service reliability is the ability of service providers to perform services that have
been promised reliably and accurately.

c. Responsiveness is the willingness of service providers to assist in providing services.

d. Assurance is the knowledge and courtesy of employees and their ability to inspire
trust and confidence when dealing with customers.

e. Empathy is the individual attention given to the customer (Kruger & Ramdass,
2011).

Completing the above concepts, Owila and Aspinwal (1997) describe the quality of
service in 12 quality dimensions that can be used in measuring higher education services,
(Table 1) (Sudha, 2013).

Table 1. Service Quality Dimensions

Service Quality Dimensions Descriptions

Responsiveness the willingness and readiness of the staff to help students.
Reliability degree of truth, accuracy and novelty of education.
Understanding customer | the level of staff availability to guide and supervise.

Access understand students and their needs.

Competence theoretical and practical knowledge from staft and other abilities.
Courtesy positive feelings and attitudes towards students.

Communication how well students and lecturers communicate in class.
Credibility degree of trustworthiness of the institution.

Security degree of trustworthiness of the institution.

Tangible conditions, adequacy and availability of equipment and facilities.
Performance basic knowledge or abilities that graduates must possess.
Completeness additional knowledge and abilities, using computers
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The Relation among Implementation of Quality Management Principles and Quality
Services

The implementation of Quality management principles in higher education occupies
animportant position to improve and develop quality services provided to its stakeholders.
The application of quality management in higher education has an effect on innovation
in higher education services through people and management processes (Sciarelli et al.,
2020). The Total Quality Management (TQM) approach in universities can improve the
quality of their electronic administrative services (Papanthymou & Darra, 2018). More
specific research shows that quality management practices affect the quality of service
received by students (Soria-Garcia & Martinez-Lorente, 2020). Quality services provided
by universities to students can have an impact on their satisfaction (Dinh et al., 2021).

Methods

This study aimed to examine the relationship between two variables: implementation
of the principles of quality management and service quality. Influence testing is used
to test the relationship or influence between variables by using statistical associations
(Lodico et al., 2006; Postlethwaite, 2005).

This research was conducted at universities in Bangka Island. The sample of this study
included 570 students from public (state) and private universities in the Bangka Island.
A public university is a university organized by the government, while a private university
is a university organized by the community or community organizations. The sample
was random, and students were not distinguished by their attributes. The distribution of
research respondents by universities is shown in Table 2:

Table 2. Respondents

Types
No. University Public (Pb ))/ Private (Pv) Total Respondents
1 TAIN Syaikh Abdurrahman Siddik Pb 150
Bangka Belitung
2 Universitas. Bangka Belitung Pb 200
3 STKIP Muhammadiyah Bangka Py 100
Belitung
4 STMIK Atma Luhur Py 70
5 STISIPOL Pahlawan Pv 50
Total 570

Questionnaires were used to collect the data. The questionnaire was first piloted in
several universities in East and Central Java that have the same characteristics in order to
guarantee its reliability and validity (Muhadjir, 2011). This research uses a 5-point Likert
scale. For data analysis product moment correlation techniques were used. Then, the
influence between variables was tested using regression analysis to test the significance of
the influence between variables. SPSS was used to run statistical data analysis.

Results and Discussion

Students’ Responses to the Implementation of Quality Management Principles
The ten criteria illustrate the average description of respondents regarding the
application of quality management principles (Figure 1).
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Figure 1. Implementation of quality management principles

Figure 1 shows that on average, respondents stated that the application of quality
management principles in higher education institutions (HEI's) was high (on a scale
of four). The ten observed characteristics show the highest average of goal consistency,
meaning that the existing HET's has maintained its direction or is consistent with its goals
or visions.

In addition to consistency in objectives, the principles were also high. These are
process focus, leadership, process approach, HR (Human Resources) focus, sustainable
development, and collaboration development. This research has supported what
Wolfgang Kersten and Jan Koch also found, namely that factors such as HR development,
leadership commitment, continuous development and process orientation are quality
management factors that support influence on service quality (Kersten & Koch, 2010).

The lowest average in the implementation of quality management principles were
in automation and communication. This means that universities have not seriously
developed an automation system that supports ease of communication. In addition, the
principle that is also low is not yet the maximum use of the system-strategy approach and
does not involve campus stakeholders effectively.

Students’ Responses to the Service Quality of Higher Education

Higher education service quality is measured by 12 criteria (dimensions). They
are responsiveness, reliability, customer understanding, access, competence, courtesy,
communication, credibility, security, tangible, performance, and completeness. Students’
rating of these criteria is shown in Table 3.

These data suggests that 43.9% of students agree that higher education services are
in accordance with the indicated quality criteria. Meanwhile, 21.5% of students strongly
agreed, 21.3% of students were neutral, 11.4% disagreed, and 1.9% strongly disagreed.

Table 3 shows that higher education institution carrying out their programs are in
accordance with good service quality criteria, although not sufficiently.
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Table 3. Students’ Response to Quality Service

Quqlity Service R Students’ Response (percent) —

Dimensions disa fei Disagree Neutral Agree disa fe)e/
g g
Responsiveness 3,5 12,3 14 49,1 21,1
Reliability 0 8,8 26,3 47,4 17,5
Customer understanding 0 12,3 21,1 45,6 21
Access 1,8 19.12 26,3 45,6 17,5
Competence 1,8 10,5 28,1 36,8 22,8
Courtesy 0 15,8 17,5 45,6 21,1
Communication 3,5 8,8 14 45,6 28,1
Credibility 1,8 15,8 22,8 35 24,6
Security 1,8 7 14 439 33,3
Tangible 3,5 8,8 29,8 40,4 17,5
Performance 1,8 10,5 24,6 439 19,2
Completeness 3,5 17,5 17,5 47,4 14,1
Mean 1,9 11,4 21,3 43,9 21,5

The Effect of Implementation of Quality Management Principles on Service Quality

The implementation of quality management principles at tertiary institutions and
their effects on service quality are analysed using regression analysis (Table 4).

Table 4. Model Summary

. Std. Error Change Statistics
Model | R | RSquare A%’;:Z‘Z R of the RS F S F
Estimat. quare ig.
smare Change | Change 41| df2 Change
1 .882° 779 775 4.78785 779 193.640 1 [568| .000

a. Predictors: (constant, the implementation of quality management principles

Based on the model summary table above (Table 4), the R-value (correlation) is 0.882,
which means that the implementation of quality management principles to the quality
of higher education services has a very high relationship (Rifa’i, 2019). While R Square
(coefficient terminated) is 0.779, which means that 77.9% of the service quality variable
is influenced by the implementation of quality management. While other variables not
examined, contributed to the quality of service were only 22.1%. Furthermore, to ensure
the effect of the implementation of quality management on service quality, the ANOVA
was run, and the results are presented in Table 5.

Table 5. ANOVA"®

Model Sum of Squares | df Mean Square F Sig.
1 Regression 4438.925 1 4438.925 193.640 .000°
Residual 1260.795 568 22.924
Total 5699.719 569
a. Predictors: (Constant), the implementation of quality management principles
b. Dependent Variable: the quality of higher education services
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The ANOVA analysis showed that the calculated F value of 193.640 with a significance
level of 0.000 <0.01, the regression model can be used to predict the quality of higher
education services. The coefficient regression equation is presented in Table 6.

Table 6. Coefficients

Unstandardized | Standardized Collinearity
Model Coefficients Coefficients t | Sig. Statistics
B Std. Error | Beta Tolerance | VIF
1 (Constant) 6.469 2.812 2.300 |.025

The implementation 1.024 .074 .882(13.915(.000 1.000 1.000
of quality
management
principles

a. Dependent Variable: the quality of higher education services

Based on the output (coefficient), the regression equation becomes: Quality Service
(QS) = 6,469 + 1.024 IQMP (Implementation of Quality Management Principles). The
equation implies that for every 1 increase in the value of the implementation of quality
management principles (IQMP), the value of quality service (QS) will increase by 1.024.
The results of this study are in line with what has been found by Soria-Garcia and Martinez-
Lorente (2020) who conducted the research in 56 secondary schools in the Murcia Region
(Spain). They showed that quality management has an effect on perceptions of service
quality. Kersten & Koch (2010) also concluded that quality management has a positive
effect on service quality and business success. Furthermore, service quality of HEI’s can
increase their customer satisfaction (Farooq et al., 2018; Teeroovengadum, 2020) and
customer loyalty (Fida et al., 2020).

In the context of service quality, education quality management can increase student
satisfaction (Jabbar et al., 2019). Quality management is essentially an effort in improving
quality, while improving quality plays an important role in organizational performance
(Arumugam et al.,, 2011). In line with that, higher education institutions need to have
targets on improving the quality of teaching and learning, management and leadership
as well as overall educational standards in the existing education system (Kinjawan et al.,
2020).

Conclusion

The descriptive analysis based on student responses related to the application of
quality management principles showed that the highest average was in the dimension
(criteria) of consistency to goals (mean 45.6), while the lowest dimension was automation
and communication with an average of 33.3. While student responses to quality services
are based on 12 criteria, the results show that 43.9% of respondents agree that higher
education institutions have provided quality services.

Based on the analysis and discussion of the research results, it can be concluded
that the implementation of quality management at tertiary institutions is an important
aspect that is essential to continuously improve to support the realization of the better
quality of higher education services. The principles of automation-communication and
systems approach need to get more emphasis so that it supports the creation of improved
service quality. A very high correlation number indicates that the application of quality
management principles is an important variable that must continue to get the attention
of university managers and leaders.
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Abstract

The widespread prevalence of dynamic tools to assess English language achievement has led to
burgeoning research on exploring different aspects of teachers' beliefs toward Dynamic Assessment
(DA). In the educational system of Iran, experts and researchers who have undergone second
language education may verify that there is very little, if any, attention given to the perceptions held
by instructors and teachers regarding Dynamic Assessment (DA). In an attempt to remedy this gap,
the current study aimed to investigate the familiarity with DA of Iranian EFL teachers working in
two educational settings (e.g., language institutes and universities). The study also set out to explore
the teachers' attitudes toward the practicality of DA in the two settings. To address the research
questions, a sequential explanatory mixed methods design was employed. The instruments of this
study comprised a questionnaire and an Email interview with 12 ELT assessment experts in order
to have their interpretations of the research findings. The results of the t-tests showed no significant
difference between the two groups of teachers in terms of their familiarity with DA and their
attitudes toward the practicality of DA in the two contexts. In addition, content analysis of the Email
interview data revealed that the ELT assessment experts' primary arguments for the insignificant
difference between the two groups in terms of the two variables related to the fact that DA has
remained at the theoretical level, that there is a lack of teacher training in DA and the strict rules of
Iran's educational system which prohibit teachers from applying DA principles and procedures in
their classes. The implications of the findings for teacher education, materials development as well
as for program administrators, EFL teachers, and learners will be discussed.

Keywords: Dynamic assessment (DA), teachers' beliefs, familiarity, practicality.
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AHHOTAIIUA

Illupokoe pacmpocTpaHeHye AMHAMUYECKMX MHCTPYMEHTOB /Il OLEHKM YCIIeBaeMOCTM IIO aH-
I‘]'II/[I;ICKOMY A3BIKY IPUBEIO K POCTY I/ICCHeI[OBaHI/Iﬁ[, MOCBAIICHHBIX OTHOMICHNIO y‘{MTe}IeI;I K oun-
Hammueckomy onenuBanmio (JJO). B o6pasosarenbHoli cucreme VipaHa aKcrepThl U McCeioBare-
T, VIMEToTINe A3BIKOBOE 06pasoBaHIe, MOATBEP)KIAIOT, YTO BOIPOC BOCIPUATHA TNHAMITIECKOTO
OLIEHMBaHMA MIPENOJABATENAMU U YINTENLAMU Mao u3ydeH. Llelb HACTOALIETO MCCIEOBAaHUA —
BBIABNTD, HACKO/IBKO MpaHCcKue npenopaBareny EFL n3 1Byx o6pasoBaTenbHBIX cdep (A3BIKOBbIE
VIHCTUTYTBI 1 yHI/IBepCI/ITeTI)I) 3HAKOMBI C AMHAMWYECCKMM OLEHNBAHNEM. MCC}IeHOBaHI/Ie TAK)KE Ha-
IIPaB/IeHO Ha M3yYeHMe TOT0, KAK OTHOCATCS MeJJaroTH K 11e71eCO00PasHOCTH IMHAMMIYECKOTO Olie-
HMBAHNUA B BbIIIEYKA3aHHBIX YUPEKACHNUAX. [/ pellleHns IIOCTaBIeHHBIX 3ajja4 OblIa MCIIOMb30-
BaHa CMEIIaHHaA CTPpATETMA UCCIEeNOBaHMA — aHKETA I MHTEPBbIO, IIPOBEIEHHDIE I10O SJICKTPOHHOIZ
noyre ¢ 12 akcnepramu ELT. PesynbTaThl t-TeCTOB He IOKA3aly CyIeCTBEHHO PasHMIIbI MEX/Y
ABYMA I'pyIIIaMn npenonaBaTeneﬁ[ B UIX OCBEIOM/JIEHHOCTY O JUHAMUWYECKOM OLICHMBAHUI I OTHO-
IIEHNN K ero IenecoobpasHocTu. KoHTeHT-aHaNmu3 JaHHBIX, COOPAHHBIX BO BPeMs MHTEPBBIO IIO
37IEKTPOHHOII [I0YTe, IIOKA3a/I, YeM OODbACHAIT sKcIepThl ELT He3HauMTeNbHYI0 PAsHUIYY MEXIY
IOBYMA TPyIIIaMM TIperojiaBaTesieil B UX OljeHKe obenx nepeMeHHbIX. COITIACHO BBIBOJIAM SKCIIEp-
TOB, [JTAHHAs CUTYAIINSA CBA3AHA C TeM, YTO MPO6/IeMa AMHAMITYECKOTO OIIeHMBAHNA MOKA HAXOAUTCA
B OCHOBHOM Ha yPOBHE T€OPETUYECKOTO OCMbIC/IEHNSA: YIUTENIEl K €T0 OCYIECTBIEHMUIO IPaKTIYe-
CKM He TOTOBSAT, @ YCTOABIINECS IPAaBI/Ia MPAHCKOI CUCTeMbI 06pa3oBaHA He MO3BOJIAIOT MeJjaro-
raM NPUMEHATb NPUHLUIIBL 1 Tipoueaypbl [JO Bo Bpemsa ypokos. B craTbe mokasaHa 3HaYMMOCTb
IOTYY€HHBIX PE3y/IbTaTOB /I MeJarornyecKmx CO001IECTB, aIMIHICTPATOPOB, IIperojaBaTeneit
EFL n ygammxcs.

KiroueBble cmoBa: guHaMudeckoe onennsanne (JJO), ybexxgeHns ydaurerneii, 0CBeLOMIEHHOCTb,
IIPaKTUYeCKoe IPUMEeHEeHNe.

Introduction

Over the last few decades, Dynamic Assessment (DA) has attained considerable
prominence in language assessment and educational systems. A large body of research
testifies to that fact (Estaji & Ameri, 2020; Leung, 2007; Poehner, 2008). Different
researchers have already characterized it differently, but the distinctive feature that
remains consistent is the examiners' active intervention in the assessment process of the
examinees (Haywood & Lidz, 2007). DA has been endorsed as a successor for traditional
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psychometric approaches to cognitive functioning assessment (Ableeva, 2010; Antdn,
2009; Lantolf & Poehner, 2004; Poehner, 2007). The dynamic approach is an addendum to
the assessment repertoire (Lidz, 1991) rather than an alternative for current approaches;
it contradicts the long-held notions about how learning and learners should be evaluated
most appropriately. It behooves to acknowledge that DA and traditional assessment are
distinguishable as a function of their theoretical orientation, assessment procedures,
and result interpretation (Carney & Cioffi, 1992). Hence, DA takes heed of both the
evaluation process and product. DA is no longer a novel method to psychological and
educational assessment; in fact, nowadays, its contemporary implementations can be
felt in every conceivable facet of English language instruction and assessment (Ebadi &
Bashiri, 2020; Estaji & Farahanynia, 2019; Safdari & Fathi, 2020). Despite its relatively
extensive history, it is not frequently exercised on a global scale (Es-hagi Sardrood, 2011;
Elliott, 1993, 2003; Jafary et al., 2012; Karimi & Shafiee, 2014; Kazemian Sana’ati et al.,
2019; Kazemian Sana’ati & Khonamri, 2016; Khonamri & Sana’ati, 2014; Mauludin et al.,
2021; Mohammadi, Babaii, & Hashemi, 2020; Nazari, 2012).

What teachers do in the classroom is anchored in thoughts or mental acts that have
been molded through years of being as a teacher and/or a student (Mullock, 2006).
Additionally, Britzman (1991) argues that teachers' knowledge is situated in their lives,
in their values and beliefs, in the social context that supports such practice, and in the
social relationships that facilitate the realization of the nature of teaching and learning.
Therefore, comprehending how teachers learn and what they do in the classroom is
central to understanding teachers' cognition (Borg, 2003). Further, Borg (2003) asserts
that in order to properly comprehend what teachers do, focusing exclusively on their
behavior is insufficient, and we must grasp their beliefs, knowledge, attitudes, and feelings.
Furthermore, teachers' assessment beliefs are important because these assessment beliefs
may be incompatible with appropriate assessment practices, beliefs may impede efforts to
restructure and improve classroom assessment endeavors (Chang, 2006). DA is a critical
concern that deserves investigation since it is an efficient procedure for comprehending
learner's diverse needs and their potential to assist them in overcoming language and
cognitive difficulties (Ahmed & Pollitt, 2010; Brookhart, Moss, & Long, 2010; Kozulin
& Grab, 2002). The concept is particularly applicable in L2 classrooms as a means of
streamlining formative assessment methods (Kafshdouz, 2010).

Given the claims made about DA's capacity for improving learners' proficiency in
varjous language skills and components and the paucity of research in this area in Iran,
this study was conducted to explore the familiarity with DA by Iranian EFL teachers in
two contexts of language institutes and universities. It also explores the teachers' attitudes
toward the practicality of DA in the two settings.

Literature Review

Dynamic Assessment

Historically speaking, assessment has always been taken for granted as a means
of determining students' current level of specialized knowledge or ability (Teo, 2012).
Gauging educational attainment is a vital responsibility of teachers in the realm of
language teaching. Teachers, therefore, need to be aware of the privileges and drawbacks
of different assessment procedures to be able to illuminate assessment results using proper
assessment terminology and communication strategies (Zhang & Burry- Stock, 2003).
Unlike the traditional forms of classroom assessment, which involve administering a quiz
or test at the end of a unit and assigning a score, newly developed forms of classroom
assessment implement challenging tasks to provoke higher-order thinking, and it
scrutinizes not only the outcomes but also the entire learning process (Shepard, 2000).
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The fundamental aspect of DA that distinguishes it from other forms of assessment is
the mediation component (Teo, 2012). The assessment period in DA should result in
some form of learning. In other words, learners should receive some feedback from the
mediator during the assessment. The role of the examiner as a mediator is also important.
The examiner is responsible for mediating the learning process of individuals and thereby
affecting their cognition. As a result, DA is designed to facilitate interaction between
learners and mediator(s), allowing the mediator to assess the learners' stance in the
learning process while also ensuring the mediation's quality. The underlying principles
of DA have been applied to general education in recent years. In addition, the scope of
DA has been expanded to include adults, particularly with regard to instruction in second
language (L2) teaching (Lantolf & Poehner, 2010).

Teachers' Beliefs and Assessment

Richardson (1996) contends that teachers' beliefs are formed by three distinct
sources: their personal experiences in general and teaching in particular, their
experiences as students, and their knowledge of school courses. According to Woods
(1996), classroom events are governed and regulated by teachers' belief systems and
background knowledge composition, which includes knowledge of the culture, world,
pertinent contexts, linguistic script, plans, and expectations. Yin (2010) similarly argues
that teachers' cognitive strategies, such as their beliefs about language learning and
their interactive view of students' performance, influence how they arrange, sequence,
and apply assessment techniques. The findings of this study brought light to the fact
that implicit constructs and perceptions exist in the EAP environment and possess an
empirical foundation in the classroom. Furthermore, it was revealed that teacher thinking
research is founded on the premise that the teacher is a thoughtful professional rather
than a script-following technician (Borg, 2003; Clark & Peterson, 1986). Lu (2003)
investigated the beliefs and practices of two university instructors in Taiwan regarding
assessment. Interviews, classroom observations, and other pertinent documents were
used to collect data. The findings indicated a high degree of consistency between teachers'
beliefs and their assessment practices. Due to a variety of constraints, including a lack
of time, institutional regulations, and negative suggestions from colleagues, these beliefs
could not be appropriately implemented in the classroom. Moreover, it was found out
that teachers’ role in the assessment system is minimized at the sight of the various
situational and contextual factors that restrict teachers from executing innovative and
effective assessment practices in the classroom. The findings are significant as they show
that instructors' assessment beliefs may be incompatible with appropriate assessment
practices, and these beliefs may impede efforts to restructure and improve classroom
assessment endeavors (Chang, 2006).

Chang (2006) probed teachers' beliefs and attitudes regarding oral language
assessment in Tai's academic EFL classes. The results showed that teachers feel that by
varying their usage of oral language assessment, they may obtain a more holistic view of
learners' oral language skills. Many of the teachers view assessment as a natural extension
of teaching, significantly impacting student engagement and motivation. The teachers
chose assessment procedures based on what would result in the highest level of student
involvement and motivation. Oh (2006) undertook a study on how English teachers
assess their students in the classroom. She surveyed 140 English teachers, inquiring
about assessment techniques, timings, the use of marking criteria and scales, the use of
assessment specifications, assessment areas, and the use of assessment results and the
manner in which they were reported. She also gathered the assessment specifications
used to validate the survey investigations, believing that the specifications provided a
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more direct indication of teachers' assessment practices. The findings demonstrated
that teachers primarily assessed students through observation, interviews, and pencil-
paper tests. Moreover, the majority of teachers developed assessment specifications and
administered assessments in accordance with the specifications, and that teachers typically
assessed four English skills, including listening, speaking, reading, and writing. However,
teachers rarely provided marking standards and scales, and some of those that were
provided were ambiguous. Typically, teachers did not use assessment results to improve
their teaching. They utilized them solely to verify the students' progress and to complete
the report form. Further, teachers believed that remarks concerning assessment results
were not very accurate, attributed to the fact that summarizing each student's success into
one or two sentences in the given form limits what can be expressed. She concludes that
priority should be given to the following to improve the assessment situation: 1) reducing
the number of students in the class; 2) establishing time for assessment; 3) developing
varjous assessment tools; 4) supplying such assessment tools; 5) developing assessment-
related teacher education programs, and 6) modifying assessment report forms and how
students' assessment results are stated.

In the same vein, Rogers, Cheng, and Hu (2007) studied ESL/EFL instructors'
pedagogical beliefs on assessment and evaluation. A 32-item questionnaire was used to
ascertain the assessment beliefs of 95 ESL/EFL instructors in Canada, 44 in Hong Kong,
and 124 in Beijing. In all three contexts, the findings indicated that teachers shared more
commonalities than differences. On the other hand, the instructor displayed diverse,
and at times contradicting, beliefs in those three contexts. Students benefited from the
assumption that assessment and evaluation were necessary components of instruction.
Furthermore, a substantial positive link was found between the teachers' actual aims
and uses for assessment and evaluation. Instructors' beliefs about their assessment and
evaluation methods, the amount of time required, their comprehension of readiness for
assessmentand evaluation were only marginallyrelated to their actual assessment practices.
Brown, Hui, Flora and Kennedy (2011), discovered that teachers' beliefs about assessment
are influenced by their social and cultural backgrounds. The data were gathered via a self-
report survey that covered three primary areas, including accountability, improvement,
and irrelevance. The aim of this research was to ascertain teachers' perceptions and
understandings of assessment in Southern China and Hong Kong. The findings indicated
that teachers place a high premium on aspects such as accountability and improvement.
These findings are consistent with the new philosophy of utilizing assessment to enhance
both the quality of teaching and student learning.

Munoz, Palacio, and Escobar (2012) conducted another study in Colombia on
teachers' assessment beliefs. In this paper, they explained a study of teachers' attitudes
about evaluation in general and of the assessment systems employed at a language center
at a private university in Colombia in particular. Surveys, observations, and interviews
were the primary data collection instruments used to determine sixty-two teachers'
pedagogical beliefs. The study revealed a discrepancy between teachers' beliefs and
practices, suggesting that teachers require opportunities for reflection, self-assessment,
and further assistance in doing formative assessments. Moreover, Elshawa, Abdullah and
Rashid (2017) carried out a research to explore the assessment beliefs of English language
instructors at the tertiary level in the Malaysian context. The researchers adopted cross-
sectional research designs in which 83 instructors were selected through purposive
sampling. The results demonstrated that instructors viewed assessment as a means
of improving teaching and learning, identifying students' weaknesses and strengths,
providing students with information regarding their progress, and tailoring feedback to
students as they learn. Additionally, English language instructors mentioned that they use
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various assessment methods for each language skill taught in their language center/unit.
The findings also shed light on the fact that English instructors should be more empowered
in their role as student assessors, and their knowledge about assessment procedures
should be expanded via long professional development courses. Similarly, Nazari (2017)
conducted a qualitative interpretive study in the United Kingdom to ascertain English
language lecturers' perceptions of the difficulties and potentials associated with DA as
a possible alternative. The researcher conducted ten semi-structured interviews with
lecturers and senior lecturers at six UK universities. Despite the teachers' uncertain
feelings and concerns about the difficulties associated with DA, the study's findings
revealed that lecturers were certainly interested in the potential of DA to provide more
individualized learning for students. Additionally, the research participants identified
several barriers to implementing DA in classes, including university policies, a lack of
training and knowledge about DA, a demand to see instances of DA, the requirement for
additional time and engagement from students and lecturers, and concern about fairness.

Onalan and Karagiil (2018) also investigated foreign language teachers' beliefs and
practices regarding assessment and their needs in this area. The participants in this study
were 70 Turkish EFL teachers from a public university's Prep Class who completed a
questionnaire consisting of a 20-item 5-Likert scale. According to this study, the
assessment objectives in English as a Foreign Language (EFL) classes are as follows: (a)
formative assessment, (b) summative assessment, (c) student self-assessment, and (d)
assessment to improve teachers' instruction. The findings indicated that teachers' beliefs
about assessment are insistent about the importance of using assessment for formative
aims, and self-evaluation processes are also assigned the next greatest level of significance.
Furthermore, the results demonstrated that the assessment preferences of participants are
unaffected by their undergraduate departments or years of experience.

InthelIranian EFL context, Estaji (2012) also examined teachers'beliefs and practicesin
relation to four stages of classroom-based assessment, including planning, implementing,
monitoring, recording and dissemination process. The teachers also completed a
questionnaire rating their own performance in each stage. The study's findings indicated
that teachers held and implemented their own staunch beliefs with regard to classroom-
based assessment and had a good deal of knowledge about testing principles and
assessment. The teachers' pedagogical beliefs, their understanding of learning objectives,
their preconceived notions about learners, and their estimation of students' performance
in the target language use domain all influenced both their attitude toward assessment
methods and their actual implementation of assessment practices. Nonetheless, it was
observed that teachers were always improving their assessment abilities and expertise
to overcome future barriers or tasks. Es-hagi Sardrood (2011) explored 51 Iranian EFL
language institutes, universities, and school teachers' perceptions of DA through a
structured interview and a questionnaire and came up with rather different results. The
results demonstrated that most of the teachers held a negative attitude about DA and
considered that implementing it fully in Iranian EFL classes would be too hard due to
lack of DA training and guidelines, time-consuming nature of DA and ICT resources, a
large number of students in EFL classes, the regular utilization of static tests, and heavy
dependence on the teachers' teaching and assessment abilities.

Similar research was carried out by Karimi and Shafiee (2014), who explored Iranian
EFLteachers’ perceptions of DA, focusing on the role of their educational degree and length
of the teaching experience. The study enrolled forty-two Iranian EFL teachers. Twenty-
two teachers had BA degrees, and 20 teachers had MA degrees in ELT-related topics, with
varying lengths of service. Semi-structured interviews were used to elicit information on
teachers' perceptions of DA. The four key themes that emerged from the audio-taped
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interviews' analysis revealed considerable differences in participants’ perceptions of DA
patterns and obsessions. The major themes included teachers” understanding of DA as
a classroom practice, their own initiation in the application of DA, the role of learners
in such assessments, and their understanding about contextual constraints affecting the
application of DA. One of the criticisms that could be raised against this study is that the
data was gathered from two groups of BA and MA holders and that the authors excluded
the PhD holders, a group which could contribute greatly to this study. The BA and MA
holders generally do not have much information about DA as their respective degree
programs does not include a module dedicated to DA. Consequently, the data which
these BA and MA students provide for the research may not be highly valid and reliable.
Finally, Mohammadi et al. (2020) looked into perceptions of 25 Iranian TEFL teachers,
selected through purposive sampling, concerning the application and importance of DA.
The content analysis of the semi-structured interviews revealed that Iranian teachers
viewed the application of DA in their classrooms positively. Furthermore, it was found
out that teachers could not put DA into practice due to factors such as educational system
limitations, expense matters, time concerns, and lack of literacy on the part of teachers.

The empirical literature on DA demonstrates the beneficial impact of this assessment
procedure on teachers and students. Several studies on teachers' beliefs demonstrated that
they play a substantial role in teachers' decision-making about the assessment approach
they use in their classrooms. These investigations, however, reveal a relatively low level
of concern for the formation of teachers' beliefs as a foundation for using DA in the
classroom, an issue that will be addressed in the present study.

Present Study

This study is guided by the following research questions.

1. How familiar are Iranian EFL teachers working in two different contexts (i.e.,
language institutes vs. universities) with dynamic assessment?

2. What are Iranian institute and university EFL teachers' attitudes toward the
practicality of dynamic assessment in the classroom?

3. What are ELT assessment experts' interpretations of the findings of this study?

Methodology

Design

The design of the current study is a sequential explanatory mixed methods in the sense
that “first quantitative data are collected and analyzed; and then, to further explain the
findings from the first phase, qualitative data are collected and analyzed; finally, integrated
interpretations are drawn based on the quantitative and qualitative data” (Hashemi &
Babaii, 2013, p. 833). The significance of using sequential explanatory mixed-methods
design, also called a two-phase model, in this study lies in the point that quantitative
results can provide a broad picture of the research questions; qualitative data gathering
is then necessary to extend, refine and elucidate the comprehensive understanding of
findings (Creswell & Plano Clark, 2011). In addition, teacher cognition is a set of concealed
attributes that are shaped by emotions, culture, ethics, values, and prior learning and
teaching experiences. Hence, teachers' cognition is best perceived when it is triangulated
by data from various acts in different conditions (Hung, 2012).

Participants

For the quantitative phase of the study, the researchers electronically distributed an
online questionnaire produced in Google Form to 600 EFL teachers who were either MA
and PhD students or graduates via LinkedIn, ResearchGate, Email, or Telegram. These
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teachers were recruited through their profiles on LinkedIn, Instagram, and Telegram
groups from various foreign language institutes and universities in Iran. On account that
participation in this research was voluntary, this study used convenience sampling as it is
the most common sampling procedure in L2 research (Dworkin, 2012).

Concerning the qualitative phase of this study, 12 ELT assessment experts were
selected through purposive and snowball sampling to participate in the Email interview.
These teachers were largely university professors who had taught English for at least
three years and, more importantly, were experts in the field of testing and assessment (as
assessed by their publications). Some criteria were used to select participants for both the
qualitative and quantitative phases of the study, one of the most important of which was
that the teachers had to hold MA, or PhD degrees in TEFL, English Literature, Linguistics,
or English Language Translation Studies, or were students pursuing those degrees. This
criterion was adopted because those with BA degrees may be unfamiliar with DA, and
hence the data gathered from them cannot be considered reliable or valid. The teachers
(69.7% female and 30.3% male) were all of Persian background and ranged in age from 20
to 50. Moreover, 20.2 percent of the teachers were from the university context and 79.8
percent were from the language institutes context.

Instruments

The instruments used in this study were a questionnaire and a follow-up Email
interview with ELT assessment experts to ascertain their beliefs and attitudes about the
findings of the quantitative phase of the study. The questionnaire of this study was an
adapted version of the questionnaire by Es-hagi Sardrood (2011). The researchers of this
study established reliability and content validity of the questionnaire by piloting it with
a group of 30 English language teachers. Those teachers were similar to the target group
of this study. The content validity of the questionnaire was established by soliciting ten
ELT assessment experts' comments on the instrument. The formula which was used to
calculate the content validity ratio is presented hereunder.

N
ne — 5
N

2

Based on this formula, the content validity ratio of 0.79 was obtained, which was
an acceptable value (Taherdoost, 2016). The questionnaire comprised three sections:
demographic information (questions 1-7), familiarity of EFL teachers with DA (8-9),
and Iranian language institute EFL teachers' perceptions of DA practicality in classrooms
(10-25) (Appendix A). The reliability of the questionnaire stood at 0.80. Moreover, the
researchers conducted an exploratory factor analysis to ensure that they made the right
decision about choosing this questionnaire as the instrument for the quantitative phase of
the study. In exploratory factor analysis, a minimum acceptable value for the KMO test is
0.6. The KMO test result in this study was 0.701, indicating that the data are appropriate
and reliable. Further, the significance level for Bartlett's Test was 0.000, signifying that
there is a substantial association between the questionnaire's various items.

The purpose of the second instrument, the Email interview, was to find out ELT
assessment experts' interpretations of the findings of the quantitative phase of the study.
The justification for using an Email interview rather than a face-to-face interview is that it
allows participants to reflect on their responses and experiences and also enables them to
participate at their time of choosing (James, 2016). The Email interview consisted of two
questions: the questions probed the experts' attitudes toward the findings obtained in the
study's quantitative phase regarding the teachers' familiarity with DA and their attitudes

CVR =
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toward the practicality of DA in EFL classes. To confirm the validity and accuracy of
the Email interview questions, the questions and quantitative results from the study's
quantitative phase were submitted to three ELT assessment experts for their comments
on the questions. Consequentially, two of the items were revised in terms of language, and
more background information on the quantitative phase of the study was added to the
Email interview questions based on the comments of ELT assessment experts.

Data Collection Procedure

The researchers disseminated the questionnaire electronically to 600 EFL teachers
at several EFL institutes and universities in Tehran and Kermanshah via their Linkedin,
Research Gate, Email, or Telegram groups. Despite the researchers' efforts, only 119 EFL
teachers completed the questionnaire. Additionally, the researchersinvited a few university
professors who were ELT assessment experts (as assessed by their publications) to respond
to the Email interview questions in the form of a word document. The participants were
contacted via Email and given sufficient time to respond to the questions. The primary
content questions in this Email interview focused on the university teachers' beliefs and
attitudes regarding the findings of our quantitative phase of the study.

Results

Research Question One

To address the first research question (i.e., How familiar are Iranian institute and
university EFL teachers with dynamic assessment?), responses of the teachers in the two
contexts to questionnaire items 8 and 9 were analyzed. Table 1 summarizes the results
of familiarity of language institutes teachers with DA. According to Table 1, 12.6% of
teachers were highly familiar, 57.9% were familiar and 29.5% were unfamiliar with the
theoretical aspects of DA. Concerning their familiarity with procedural aspects of DA,
9.5% were highly familiar, 51.6% were familiar and 38.9% were unfamiliar with those
aspects.

Tablel. Familiarity of Iranian Language Institute EFL Teachers with DA

The question F% F% F%
8. How familiar are you with the theoretical | Highly familiar Familiar Unfamiliar
?
aspects of DA? 12.6 57.9 29.5
9. How familiar are you with the procedural 9.5 51.6 38.9
aspects of DA?

Table 2 displays the findings of university teachers' familiarity with DA. As shown

in Table 2, 13% of teachers were highly familiar, 65.2% were familiar, and 21.7% were
unfamiliar with the theoretical aspects of DA. Additionally, 8.2% of teachers were
highly familiar, 69.6% were familiar, and 21.7% were unfamiliar with the procedural

aspects of DA.

Table 2. Familiarity of Iranian University EFL Teachers with DA

The question F% F% F%
8. How familiar are you with the theoretical Highly familiar Familiar Unfamiliar
?
aspects of DA? T 652 217
9. How familiar are you with the procedural 8.2 69.6 21.7
aspects of DA?
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The independent samples t-test was used to determine whether there is a significant
difference in the familiarity of the two groups of teachers with regard to DA. The results
showed that there is no statistically significant difference between the two groups of
teachers' familiarity with DA, ¢ (116) = -.89, P = 0.372 (Table 4).

Table 3. Group Statistics for Items 8 and 9 of the Questionnaire

Context of teaching N Mean Std. Deviation Std. Error Mean
University 23 2.10 .54 A1
Language institutes 95 2.23 .60 .06

Table 4. Independent Samples T-test for Items 8 and 9 of the Questionnaire

Levene's Test
for Equality t-test for Equality of Means
of Variances

95% Confidence
Sig. Mean | Std. Error | Interval of the

(2-tailed) | Difference | Difference Difference

Lower | Upper

F | Sig T df

Equal variances | 2.33| .12 |-89| 116 372 -12 13 -39 .14
assumed
Equal variances -.95 | 36.23 .347 -.12 12 -.38 13

not assumed

Research Question Two

The teachers' responses to questionnaire items 10-25 were computed to probe their
perceptions of the practicality of DA in the classrooms. Based on the mean score for
each column in Table 5, 5.08% of language institute teachers found application of DA in
the EFL classrooms to be very difficult, 35.6% considered it difficult, 39.01% considered
it easy, 3.96% considered it very easy and 16.05% had no idea. A closer analysis of the
column labeled 'very difficult' reveals that items 18 (14.7) and 19 (11.6) obtained the
highest percentages. These two items are concerned with 'managing the time to interact
and work with every individual student’ and 'managing the time to integrate teaching
with assessment'. Item 15 in the 'difficult’ column of Table 5 also gained a rather high
percentage of the responses (51.6%).

Table 5. Iranian Language Institute EFL Teachers' Perceptions of DA Practicality in Classrooms

- Very .
The degree of DA practicality ; . o, | Noidea | Easy | Very
No in Your classrooms Dmﬂ;cult Difficult% % % | easy %
(]
10 | The application of pretest-teach- 1.1 253 30.5 40 3.2
posttest model
11 | Identifying every student's ability level 2.1 253 4.2 611 | 74
of English before teaching
12 | Identifying every student's needs, 5.3 43.2 6.3 40 5.3
goals, and learning problems before
teaching
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Very

The degree of DA practicality Noidea | Easy | Very

No in Your classrooms ij;cult Difficult% % % | easy %

13 | Preparing graduated (easy-to difficult) 2.1 24.2 14.7 526 | 6.3
activities and tasks before teaching

14 | Providing implicit-to-explicit 2.1 40 16.8 35.8 0
standardized feedback

15 | Recording the amount and kind of 8.4 51.6 10.5 274 | 21
feedback (assistance) needed for every
individual student

16 | Getting continuous feedback about 3.2 31.6 11.6 51.6 | 2.1
students’ progress

17 | Adapting teaching to the students' 3.2 38.9 16.8 389 | 21
responsiveness

18 | Managing the time to interact and 14.7 46.3 32 305 | 5.3
work with every individual student

19 | Managing the time to integrate 11.6 358 15.8 34.7 2.1
teaching with assessment

20 | Managing the available resources 32 28.4 32 579 | 74

such as pair-work, group work,
presentation, and portfolio to have
students help each other

21 | Utilizing the computer-assisted 9.5 29.5 20 358 | 53
instruction and other technological
tools in scaffolding students.

22 | Determining students' learning 2.1 40 8.4 442 | 53
potential
23 | Administering several tests to 5.3 49.5 11.6 316 | 21

measure students' ability to extend
their knowledge and skills to new

situations

24 | Passing or failing students on the basis 32 31.6 37.9 242 | 32
of the DA results

25 | Replacing the current practice of static 42 28.4 453 179 | 42
tests with DA
Mean 5.08 35.6 16.05 [39.01| 3.96

According to the mean score for each column in Table 6, 5.09% of university
EFL teachers considered DA practicality in their classrooms as very difficult, 38.84%
considered it as difficult, 35.58% considered it as easy, 4.05% considered it as very easy,
and 16.22% of teachers had no idea. Table 6 indicates that items 18 (17.4%) and 19 (8.7%)
garnered the greatest percentages in the 'very difficult’ column. These two items are
related to 'managing the time to interact and work with every individual student' and
'managing the time to integrate teaching with assessment'. It is worth noting that the issue
of lack of time for university teachers is significantly more acute than it is for language
institute teachers. This finding can be accounted for by the fact that university classes are
quite crowded, whereas language institute classes are substantially smaller, making DA
implementation much easier.
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Table 6. Iranian University EFL Teachers' Perceptions of DA Practicality in EFL Classrooms

o Very . Very
No The degree of DA practicality in Difficult | Difficult% Noidea | Easy casy
Your classrooms % %
% %
10 | The application of pretest-teach-posttest 8.7 21.7 304 | 348 | 43
model
11 |Identifying every student's ability level 0 56.3 8.7 304 | 4.3
of English before teaching
12 | Identifying every student's needs, goals, 4.3 47.8 43 348 | 87
and learning problems before teaching
13 | Preparing graduated (easy-to difficult) 0 34.8 13 47.8 4.3
activities and tasks before teaching
14 | Providing implicit-to-explicit 0 34.8 34.8 26.1 | 43
standardized feedback
15 | Recording the amount and kind of 4.3 43.5 174 | 3438 0
feedback (assistance) needed for every
individual student
16 | Getting continuous feedback about 8.7 34.8 0 478 | 8.7
students’ progress
17 | Adapting teaching to the students' 8.7 43.5 13 26.1 | 87
responsiveness
18 | Managing the time to interact and work 17.4 39.1 4.3 39.1 0
with every individual student
19 | Managing the time to integrate teaching 8.7 60.9 0 30.4 0
with assessment
20 | Managing the available resources such 8.7 34.8 4.3 478 | 43
as pair-work, group work, presentation,
and portfolio to have students help each
other
21 | Utilizing the computer-assisted 0 21.7 217 | 522 | 43
instruction and other technological tools
in scaffolding students.
22 | Determining students' learning potential 43 21.7 13 522 | 87
23 | Administering several tests to measure 43 435 8.7 39.1 | 43
students' ability to extend their
knowledge and skills to new situations
24 | Passing or failing students on the basis 0 39.1 39.1 21.7 0
of the DA results
25 | Replacing the current practice of static 43 43.5 47.8 4.3 0
tests with DA
Mean 5.09 38.84 16.22 | 35.58 | 4.05

The independent samples t-test was employed to determine whether there is a
significant difference between the attitudes of Iranian institute and university EFL
teachers toward the practicality of DA in the classroom. The results revealed no substantial
difference between the attitudes of the teachers toward practicality of DA in the classroom,
t(116) = -.59, P = 0.552 (Table 8).
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Table 7. Group Statistics for Items 11 to 26 of the Questionnaire

Context of teaching N Mean Std. Deviation Std. Error Mean
University 23 2.94 .50 .10
Language institutes 95 3.01 .52 .05

Table 8. Independent Samples T-test for Items 11 to 26 of the Questionnaire

Levene's Test
for Equality t-test for Equality of Means
of Variances

95% Confidence

. Sig. Mean Std. Error Interval
F Sig. T bf (2—ta‘1gled )| Difference | Difference of the Difference
Lower Upper
Equal variances | .03 85 | -.59 116 552 -.07 12 -31 .16
assumed
Equal variances -61 | 34.42 .545 -.07 11 -31 .16
not assumed

Research Question Three

To find out ELT assessment experts' interpretations of the findings of this study,
the researchers conducted an Email interview with 12 English language teachers who
were experts whose expertise was in the field of testing and assessment. This interview
contained two questions that sought the experts' opinion on the reasons why Iranian EFL
teachers working in the two settings were similarly familiar with DA, and why they largely
tend to view the application of DA impractical in their settings. The interview data were
analyzed for content using Glaser and Strauss's (1967) method of open, axial, and selective
coding. Afterward, the frequencies of each expert's account were calculated (Table 9). The
reliability of the data categorization was determined by having a PhD student in TEFL
with experience in content analysis examine 50% of the data. Agreement amongst the
raters varied between 0.80 to 0.95, indicating a high level of reliability. The following
paragraphs will discuss the themes identified during the content analysis of the data.

Table 9. The Assessment Experts' Opinions about the Research Findings

Reasons Frequency (%)
1. Teachers are just theoretically knowledgeable about DA; they lack practical 23.52
understanding.
2. Teachers receive inadequate training to implement DA in the classroom. 20.58
3. Iran's educational system's strict rules prohibit teachers from using DA. 17.64
4. The application of DA principles is time-consuming and costly. 14.70
5.Iran's educational system follows a traditional system of assessment. 8.82
6. Teachers and students do not believe in the DA principles and do not see 8.82
their value.
7. Teachers lack sufficient motivation to consider their professional 5.88
development and that includes learning the application of DA.

Table 9 demonstrates that the experts' primary argument for the lack of difference
between the two groups of teachers regarding DA is the fact that DA has remained at
the level of theory, and it has not been put in the spotlight as far as practical aspects of
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teaching are concerned (Table 9, item 1, 23.52%). The experts believed that teachers may
hear about DA and read about it, but when it comes to the practical application of DA in
language classes, it is clear that the traditional approach, which is a one-shot final term
exam, is followed. This argument is best expressed below by an assistant professor in
TEFL.

I learned about the DA approach in language assessment about six years ago.
I just became theoretically interested in its principles. Even I checked video clips
online to deepen my knowledge concerning DA and how its principles could be
translated in the classroom context. However, I was not permitted to practically
use this approach in my workplace (i.e., language institute). There is a missing ring
between what the teachers learn in the universities and what they are expected to use
in their workplaces. Teachers are required to follow the rules commonly prescribed
by the heads of language schools.

Another significant reason for this lack of difference is that teachers do not receive
adequate training and skills to implement DA in classrooms (Table 9, item 2, 20.58%).
This is understandable given the fact that DA plays little, if any, role in the teacher training
courses (TTC) offered by language institutes or language testing courses of universities.

Another reason that I think DA is neglected is that as a theoretical concept, it
has not found its way into practical workshops or training programs. As long as I can
remember, in none of the TTC courses in language institutes that I am familiar with
does DA play a role.

Additionally, it was discovered that the strict rules of Iran's educational system
prohibit teachers from using DA in their classes (Table 9, item 3, 17.64%) and that
institute managers and university English departments determine no specific procedures
to apply DA in classes. This argument can be linked to Iran's sociocultural setting, as
evidenced by the following comment from an associate professor in TEFL.

We are all the product of an educational system that placed a premium on
positivism, and those nurtured in this system are incapable of moving toward DA. In
my opinion, our educational system should be adjusted so that DA can be accepted
and integrated into the teaching process in our classrooms.

A further important factor concerning this lack of distinction is that teachers in
both contexts view DA implementation in the classroom as a time-consuming and costly
activity (Table 9, item 4, 14.70%). This result is consistent with the fact that classes,
particularly at universities, are extremely crowded, and teachers cannot use DA in their
classes and offer students personalized feedback.

Many university-level or language institute teachers do not have enough time to
exercise and follow DA principles because it takes time. Teachers need to be involved
in meaningful interaction with their students; they need to be involved in time-
consuming feedback-providing activities, and they also need to be engaged in a lot of
thinking processes on how to provide feedback to their students.

Subsequently, the results of the content analysis shed light on another factor, namely
the fact that Iran's educational system follows a traditional system of assessment (Table
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9, item 5, 8.82%) and DA procedures in Iran are not given sufficient importance and
prominence.

The assessment procedure, especially DA, in universities and language institutes
in Iran is not important in the sense that assessment in these contexts is a kind of
shallow assessment that forces teachers to assign an accepted score to students in order
to advance them to the next level. To this aim, training in assessment, particularly in
the DA assessment technique, is not cost-effective or energy-eflicient for universities
and language institutes. (An associate professor in TEFL)

Another equally significant reason for the stated lack of difference is that teachers and
students do not believe in DA principles and do not find them particularly useful (Table 9,
item 6, 8.82%). In other words, students and teachers believe that DA cannot contribute
to language learning and are unwilling to expose themselves to DA principles in language
classrooms.

Students do not believe in DA procedure because during the DA procedure the
teacher tries to interfere with students' learning and the teacher somehow tends to
interrupt them when they are trying to produce language. Students think that there
is something wrong with their English, and that the teacher is trying to send the
message that students do not know the language and need his/her help. Students
think that they cannot learn the language efliciently without teacher's assistance or
cooperation, or the teacher wants to undermine their self-confidence, so they would
not like it. (An associate professor in TEFL)

Least but not least was teachers' lack of sufficient motivation to consider their
professional development and implement DA (Table 9, item 7, 5.88%). In the Iranian
context, teachers work extremely hard and do not receive nearly enough compensation or
recognition for their time spent teaching. As a result, they lack the motivation to pursue
professional development.

Regarding DA, we see that teachers are not sufficiently motivated, which could
be attributed to financial constraints, lack of time, and lack of appreciation on the
part of language institutes and university administrators for teachers. These factors
contribute to teachers losing motivation for professional development and, as a
component of professional development, for DA.

Discussion

The results of the present study demonstrated that more than half of the teachers in the
two educational contexts (i.e., language institutes and universities) are familiar with both
theoretical and procedural aspects of DA. It has to be noted that the teachers who worked
in the universities showed more familiarity with DA, which can indicate the possibility
that the majority of teachers in universities are either PhD holders or PhD students and
may have taken testing courses that included DA. The lower familiarity with DA among
institute teachers may also be accounted for by poor performance of TTC's curriculum,
which often does not include even a course in assessment (Campbell, Murphy & Holt,
2002; Schafer, 1993). Another possible explanation is that institute teacher preparation
programs do not provide teachers with adequate opportunities to learn assessment
fundamentals from educators with competence in educational assessment (Quilter,
1999). On the other hand, based on the researchers’ personal experience, many language
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institute teachers are not graduates of English language teaching programs, and language
institute managers prefer these individuals since they work longer hours than graduates
of English language teaching programs and can be paid less. The majority of institute
teachers who have not completed an English language teaching program should be trained
in the field of assessment (Ahangari & Alizadeh, 2015), and that institution stakeholders
should prioritize teachers who have finished an English language teaching program for
the reasons stated. Meanwhile, institutes establish pre-planned traditional examinations
with the assistance of non-specialists (Babaii & Asadnia, 2019), and teachers, who are
critical stakeholders in the language assessment process (Scarino, 2013), are discouraged
from becoming acquainted with alternative assessment procedures such as DA.

Furthermore, teachers in both contexts shared a similar perspective on the practicality
of DA in EFL classrooms. More specifically, teachers emphasized two factors regarding
the difficulty of practicing DA in their classes: the time required to apply DA and the
provision of personalized feedback. In most EFL contexts in Iran, each lesson is limited
to one and a half hours, and teachers cannot provide feedback to every student in that
time frame. It can be easily deduced that insufficient time makes implementing DA in
classrooms extremely difficult for teachers (Es-hagi Sadrood, 2011; Hessels-Schlatter &
Hessels, 2009; Karimi & Shafii, 2014; Mohammadi et al., 2020; Nazari, 2017).

The content analysis of the interview data obtained from the testing and assessment
experts demonstrated that one of the most important reasons for the lack of difference
between the two groups of teachers with regard to familiarity with DA is that DA has
remained a theoretical concept, and teachers are unfamiliar with its application in EFL
classrooms. In fact, many teachers are still unfamiliar with the practical aspects of DA
(Elliott, 2003; Jafary et al., 2012; Karimi & Shafiee, 2014; Lidz 1991; Mohammadi et
al., 2020; Nazari, 2012). This finding is in lockstep with what Hidri's (2014) reported:
“although the new assessment [DA] provided better insights into learners' cognitive and
meta-cognitive processes than did the traditional assessment, raters were doubtful about
the value of and processes involved in DA mainly because they were unfamiliar with it” (p.
1). Due to the lack of training, teachers build their assessment techniques in class with the
assistance of colleagues, mentors, and published materials (Tsagari & Vogt, 2017), or they
simply construct assessment utilizing typical testing protocols, which may include discrete
multiple-choice items on various components of the language (Fox, 2013). Therefore, it
seems highly critical to provide a transitory stage with complementary programs to assist
teachers in transitioning from theory to practice (Babaii & Asadnia, 2019; Lam, 2015;
Malone, 2013). To bridge the gap between theory and practice, university-based teachers,
program directors, and practicum supervisors might ruminate over the standpoint of
including pre-service teachers' assessment skills and knowledge as a component of their
pedagogical content knowledge (Gu, 2014; Inbar-Lourie, 2013) and reconfiguring the
assessment rubrics for teaching practicum to encourage long-term development of novel
language assessment procedure such as DA.

A further reason for the lack of difference between the teachers with regard to the
practicality of DA was that universities and language institutions have strict regulations
prohibiting teachers from using DA. This can be related to Iran's context, which is not
DA-oriented and is characterized by one-shot assessments. As stated by Babaii et al.
(2020):

Iranian L2 teachers often experience barriers in executing their preferred
assessment practices. This dilemma seems to be mostly a function of the way
assessment is understood in this context. That is, assessment is dominantly defined in
achievement terms and little systematic attention is paid to formative, and much less
dynamic, assessment of the teachers. (p. 13)
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Iran's educational system is based on a top-down approach, which implies that the
educational authorities 'on behalf of the people' determine how students' knowledge should
be tested and taught in class, leaving teachers with little say in these respects (Sadeghi
& Jabbarnejad, 2012). In this regard, Iran's dominant pluralistic society (Ahangari &
Alizadeh, 2015) takes no heed of what practicality parameter of post-method underlined
(Kumaravadivelu, 2003), which signifies that the teacher is spoon-fed with whatever
information and theory theoretician generates. Furthermore, the Iranian assessment
system is oriented on scores rather than on students' learning and progress (Ketabi &
Ketabi, 2014; Mohammadi et al., 2020). This score-based system was developed because
of the context in which teachers evaluate their students, and this culture can significantly
influence teachers' attitudes toward assessment procedures (Bosma & Resing, 2010; Jane,
2012). It is also worth noting that the score-based nature of the educational system of Iran
will negatively influence students' creativity and absence of exposure to higher cognitive
skills (Arani, Kakia & Karimi, 2012; Kakia & Almasi, 2008; Porahmadi, 2008), as well
as placing a significant pressure on students' personal lives, reducing their academic
curjosity (Al Amin & Greenwood, 2018). This score-based approach in the long run may
result in a repetitive educational system in which students prioritize good scores over
anything else and at any cost, and students' fear of low performance may compel them to
offset the risk of failing testing by cheating on examinations (Kirkpatrick & Zang, 2011).
This approach constitutes what the academic literature tends to refer to as grade inflation,
in which students' grades are inflated regardless of their academic achievement (Dashti,
2019; Kassahun, 2008). As a result, the teachers' role in this system is subsidiary; they
are obviously required to adhere to a pre-determined set of procedures and materials
to be used in class, thereby disregards the teachers' sense of plausibility (Prabhu, 1990).
In consideration of the Iran's' score-based system, teachers perceptions of assessment
move toward an exam-oriented procedure (see Atai & Mazlum 2013; Firoozi et al., 2019;
Razavipour & Rezagah 2018; Zolfaghari & Ahmadi 2016), in which teachers downplay
and overlook the role of DA and follow the regulations and rules imposed upon them
since “programme teams are finding it challenging to move away from examination based
practices, constrained by institutional culture, lengthy regulatory frameworks and lack
of training” (Hamilton, 2014). Countless earlier research findings have documented the
effect of institutional policies on constraining teachers' assessment practice in class (e.g.,
Arkoudis & O'Loughlin, 2004; Mansory, 2016; Rea-Dickins, 2008; Tierney, 2006; Troudi,
Coombe & Al-Hamliy, 2009; Xu & Liu, 2009).

Another concern regarding the lack of difference for the practicality of DA was
the costly and time-consuming nature of adopting DA in EFL classes. This finding
corroborates the results of the studies conducted by prior researchers (e.g., Es-hagi
Sadrood, 2011; Mohammadi et al., 2020; Hessels-Schlatter & Hessels, 2009). It was
revealed that insufficient time was far more problematic in the university context, as the
number of students in university classes exceeds the standards (Ahangari & Alizadeh,
2015). The majority of classes in Iranian contexts are one and a half hours long, and this
length of time restricts teachers from implementing DA in their classrooms. Moreover,
the findings of this study regarding the issue of time are partly in tune with those of Karimi
and Shafiee (2014) and Nazari (2017), who found that one of the most significant barriers
to implementing DA was teachers' lack of time. According to Broadbent, Panadero, and
Boud (2018), one of the tangible rationalizations for employing summative assessment in
various contexts is attributable to large classes, where teachers believe it is more equitable
to evaluate a large number of students using rubrics and “clear and shared standards
and scoring systems” (p.319). However, it has been suggested that DA be used in classes
with a small number of students since mediation will be much easier, and the teacher
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could provide students with individualized feedback (Lantolf & Poehner, 2004; Missiuna
& Samuels, 1989; Mohammadi et al., 2020). Likewise, it would be highly beneficial if
educational policymakers in charge of managing universities and language institutes
reduced the number of students in each class and increased the class duration.

A further factor that played a role in the lack of difference between the teachers in
terms of their views toward DA practicality was the issue of motivation. In the context
of Iran, teachers lack sufficient motivation, for different reasons, to consider their
professional development, including learning to apply DA. Some of the Iranian EFL
teachers are so preoccupied with financial matters (e.g., inadequate pay) that they cannot
think about their professional development. In addition, other contextual factors can serve
as the demotivating factors for teachers, comprising rules and regulations that do not
allow teachers to use DA in classes, school facilities, students' disinterest, and educational
issues such as large-class sizes (Rahmati, Sadeghi & Ghaderi, 2019). Therefore, it is
recommended that future professional development courses help teachers increase their
educational motivation, and stakeholders are also urged to consider teachers' financial
concerns and adjust their conditions accordingly.

It is critical to recognize that if educational environments seek to use DA principles
in EFL classes, technical infrastructures and facilities are non-negotiable. Many of these
technical infrastructures and facilities are integrated into EFL classes, for example,
group scaffolding and peer assessment (Donato, 1994). However, some of them are
context-dependent and potentially available and can be used in EFL classrooms if they
are financially viable. These potentially valuable resources can be accessed through
computer-mediated and information communication technology (ICT) techniques such
as computer-adaptive testing (CAT) or computer-based testing (CBT), and Web-based
assessment (Es- haghi Sadrood, 2011). Wang (2010) endorses that proposition, saying
that these tools have already been utilized to assist teachers in administering assessments,
and providing timely feedback and additional learning opportunities to students.

Conclusion

The current study contributed to the growing body of literature on DA by exploring
teachers' familiarity with and attitudes on DA practicality. This research has the potential
to empower Iranian English language teachers by expressing their concern about the
assessment system of Iran. Admittedly, publication of this research can assist in hearing
teachers' voices and advocating change in Iran's assessment system, as well as in how these
teachers assess their students in class. As Borg and Al-Busaidi (2012, p. 283) maintained,
“an understanding of teachers' beliefs needs to be an integral part of initiatives that aim
to promote change in what teachers do in the classroom”. Furthermore, this study echoes
the teachers' voices, and as “in the wake of new forms of curricular policy in many parts of
the world, teachers are increasingly required to be agents of change” (Priestley, Edwards,
Priestley & Miller, 2012, p. 191), that would hopefully “encourage change at the discipline/
institutional level” (Norton, Harrington, Norton & Shannon, 2006).

This study suffers from some methodological limitations that are hoped to be
addressed in future research. One of the limitations involved in the present study was the
complexity of conceptualizing and comprehending the attitudes and beliefs of teachers
since these are personalized and individual and cannot be physically measured. Moreover,
due to the sampling procedure and sample size of the study, the generalizability of results
requires caution, and the findings cannot be extrapolated to the total population of EFL
teachers in Iranian universities and language institutes. Nevertheless, the findings are
generalizable to the universities and institutes sampled and give an idea of what the output
would be if additional participants and various sampling procedures were to be applied.
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List of Abbreviations

DA (dynamic assessment), L2 (second language), ELT (English language teaching),
ZPD (zone of proximal development)
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Appendix A: Questionnaire of Teacher's Perceptions of Dynamic Assessment

Dear Respondent,

This questionnaire tries to find out your beliefs and practices about dynamic
assessment (DA). Your answers to the questions are very valuable and important.
Please answer each question based on your own personal situations. Your answers will
remain anonymous, and any personal data will be kept confidential. Thank you for your
cooperation and assistance.

Part A. Background Information (Please mark your answer in the appropriate box.)

1. Gender: 1. Male 2. Female

2. Age: 1.21- 30 2.31-40 3.41- 50

3. Educational background (Please indicate the highest education level completed):
1. Master degree 2. Doctorate 3. PhD student

4. Major: 1. TEFL 2. English Literature 3. English Translation 4. Linguistic
5. English teaching experience:

1.2-5years  2.6-10years 3. More than 11 years

6. The level you are teaching:

1. Pre-advance 2. Advanced 3. All the above levels

7. Context of teaching:

1. University 2. Language institutes
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Part B. Familiarity of Iranian EFL Teachers with Dynamic Assessment

Highly

Familiar Familiar | Unfamiliar

8. How familiar are you with the theoretical aspects of DA?

9. How familiar are you with the procedural aspects of DA?

Part C. Iranian EFL Teachers' Perceptions of Dynamic Assessment Practicality in
EFL Classrooms

Very

The degree of DA practicality in Difficult | Difficult

Your classrooms

No Easy Very

No idea easy

10 | The application of pretest-teach-posttest model

11 | Identifying every student's ability level of English
before teaching

12 | Identifying every student's needs, goals, and
learning problems before teaching

13 | Preparing graduated (easy-to difficult) activities
and tasks before teaching

14 | Providing implicit-to-explicit standardized
feedback

15 | Recording the amount and kind of feedback
(assistance) needed for every individual student

16 | Getting continuous feedback about students'
progress

17 | Adapting teaching to the students' responsiveness

18 | Managing the time to interact and work with
every individual student

19 | Managing the time to integrate teaching with
assessment

20 | Managing the available resources such as pair-
work, group work, presentation, and portfolio to
have students help each other

21 | Utilizing the computer-assisted instruction and
other technological tools in scaffolding students.

22 | Determining students' learning potential

23 | Administering several tests to measure students'
ability to extend their knowledge and skills to new
situations

24 | Passing or failing students on the basis of the DA
results

25 | Replacing the current practice of static tests with
DA
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Appendix B: Interview Questions

Dear Respondent,

We conducted a study to investigate the familiarity with Dynamic Assessment (DA)
by Iranian EFL teachers (MA, and PhD students and graduates) working in two settings
(e.g., language institutes and universities). We were also interested in finding out their
attitudes toward practicality of DA in the two settings. The results of the t-tests revealed
no statistically significant difference between the two groups of teachers in terms of their
familiarity with DA. Moreover, there was no significant difference between the teachers'
attitudes toward the practicality of DA in their contexts. We would like to know your
expert opinion about these findings, that is,

1) Why do you think Iranian EFL teachers working in the two settings are similarly
familiar with DA?

2) And why do you think that they largely tend to view the application of DA
impractical in their settings?

Thank you so much for your cooperation.
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Abstract

Considering the significance of corrective feedback to improve language learners’ speaking
performance, the current study aimed to examine the impact of direct oral corrective feedback on
speaking accuracy and motivation to speak of Iranian EFL learners. To this end, 46 EFL learners who
were preparing themselves for the IELTS exam, both male and female, were invited to participate
in this study. Having homogenized the participants through the Oxford Placement Test, the
researchers divided them into one experimental and one control group. As to the pretest, a valid
IELTS speaking test and a motivation to speak questionnaire were administered to both groups
in order to measure the learners’ speaking ability and motivation to speak level. The experimental
group received direct oral corrective feedback on their speaking performance for 15 sessions. The
control group did not receive any special kind of corrective feedback. A posttest, equivalent to the
pretest, was administered after the end of the treatment sessions to both groups to find whether
direct oral corrective feedback affected the learners’ speaking accuracy and motivation to speak. The
results of statistical data analysis indicated that the experimental group significantly outperformed
the control group on both speaking accuracy, and motivation to speak. Pedagogical implications are
suggested to language teachers and teacher trainers.

Keywords: Iranian EFL learners, motivation to speak, oral corrective feedback, speaking accuracy.
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AHHOTaIUA

YunuThIBasg BaKHOCTb KOPPEKTMPYIOIIell 0OpaTHOJ CBA3M B Pe4eBOM DPasBUTHUM CTYNEHTOB, U3-
YYaIOMNX MHOCTPAHHDI A3BIK, 1[ebI0 HACTOSIIEr0 JMCCIeAOBAHNUA OBIUIO OIpPeeNnTh BIMSIHUE
IIPAMOIL YCTHOI KOPPeKTUpYIOleli 0OpaTHOI CBA3M HA TPAMOTHOCTDb DYy MPAHCKUX CTYIEHTOB,
nsyJaromux anrmmiickuit A3k (EFL), n mx MoTuBammio x roBopenmio. JIia yqacTus B laHHOM
MCCIeN0BaHNM ObUIN NIpUITIAIIEeHbl 46 CTY/IeHTOB, KOTOpPble TOTOBWINCD K caade sk3amena IELTS.
ITo pesynpraram Tecta (Oxford Placement Test) yqacTHuKy 6bI1y pasfieleHbl Ha iBe IPYIIIIBI — 9KC-
[epUMEHTAIbHYIO ¥ KOHTPO/IbHYI0. Ha aTaIre mpeBapuTeIbHOr0 TeCTUPOBAHMSA yIaCTHUKAM 06enx
TPy ObIIO HEOOXOAMMO CAATh YCTHYIO YacTb Tecta IELTS 1 3a1I0/HUTD aHKeTY /1A ONpefie/IeH s
X MOTUBALUK K TOBOPeHMIo. CTyIeHTbI SKCIIEPMMEHTAIbHOI TPYTIIbI HOMTyYau MPAMYIO YCTHYIO
KOPPEKTUPYIOLIYIO CBA3b Ha MPOTAXKEHMN 15 YPOKOB — yYaCTHUKYM KOHTPOIbHOI TPYIIIIbI HE UMEN
TaKOJ BO3MO>KHOCTH. B KOHIle Kypca 06y4eHNs ObIT TPOBefieH II0CT-TeCT, YTOObI OIPe/IeNUTh BIIM-
sIHJE TIPSAMOIL YCTHOJ KOPPEKTUPYIOIeil 00paTHON CBA3YM Ha TPAMOTHOCTD YCTHOJ pedy CTy/eH-
TOB U MX MOTUBAIIMIO K TOBOPEHMIO. Pe3y/IbTaThl CTAaTMCTMYECKOTO aHA/IM3a ITOKA3a/IN, YTO GallIbl
Y4aCTHMKOB SKCIIEPMMEHTA/IbHOI IPYIIIBI OBUIM BbIIIE, YeM Y CTYJEHTOB KOHTPONIBbHOI IPYIIIBI,
KaK 3a IPaBU/IbHOCTb YCTHOTO BBICTYIIIEHNS, TAK U 32 MOTUBALIMIO K ToBOpeHuo. ITo pesynbraTam
MCC/IENOBAHNA NIPETIO/IABATENAM aHI/IMIICKOTO A3bIKA I METO/IMCTAM IIPEMIIOKEHBI ITeJJarOTnIecKue
PEKOMEHALINN.

KimroueBble c1oBa: MpaHCKMe CTY[IEHTDI, U3yJalol[yie aHITIMICKIIL A3bIK KaK MHOCTPAHHbII, MOTH-
BaIMA K TOBOPEHMIO, YCTHAA KOPPEKTHpyIoLas 00paTHas CBA3b, TPAMOTHOCTD YCTHOI eyl

Introduction

Error correction is one of the key factors influencing language learners’ accurate

production. Corrective feedback (CF), in general, has been extensively researched and
proved to be beneficial in the process of language acquisition (Ellis, 2009; Hyland, 2003;
Montazeri & Salimi, 2019; Tang & Liu, 2018). According to Ellis (2016), how teachers
correct second language (L2) students has attracted enormous interest from researchers
and specialists. Dealing with L2 learners’ errors has always been one of the major concerns
of EFL and ESL practitioners (Keshavarz, 2015).
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This concern has been addressed by ELT methodologists and SLA researchers alike.
According to Keshavarz (2015), while it has become common for teachers to allow the
students to make mistakes, knowing about a functional model of CF and its effect on the
certain area of language learning seems to be necessary. In giving feedback, the teacher
normally commends the learners for their correct or appropriate linguistic production
(Harmer, 2001; Nunan, 1991; Ur, 2012) or directly/indirectly indicates to the learners that
their utterance (oral or written) has been incorrect (Leeman, 2007; Loewen, 2012). What
has come to be known as CF is, in fact, related to the latter approach.

Speaking skills cannot be overlooked due to their importance (Celce-Murcia,
2001). Language learners need to speak in order to establish communication, be it in
the classroom or outside, with native English speakers. Thus, EFL/ESL teachers make an
effort to develop listening, speaking, and pronunciation skills in their students. Goh and
Burns (2012) supported this idea by mentioning that language acquisition can be eased
up through speaking. Besides, it helps second language learners develop in academic
activities. Some studies have investigated whether direct corrective feedback (DCF) has
any impact on speaking and writing skills (Eslami, 2014; Hosseiny, 2014; Stefanou &
Revesz, 2015).

In his study, Kumar (2013) emphasized the importance of teaching speaking skills in
the classroom. Focusing on accuracy, he made suggestions for practical communication,
preparing a framework, keeping the demand in mind, encouraging error correction
to promote speaking skills among learners. The study by Askari and Langroudi (2014)
framed Ur’s (2009) model to investigate its impact on Iranian EFL learners’ accuracy in
speaking ability. The result of their study supported Ur’s model which underlined that
both mechanical and communicative practices would linearly improve leaners’ accuracy
and ease of communication. The results of the studies seem to provide a clear picture of
the impact of CF types. This way, some of them were effective, but others were of no effect.
While the studies undertaken in second and foreign language acquisition have mostly
addressed the general construct of motivation (Alsolami, 2021; Hamidun, et. al., 2012;
Zhao, 2015), they did not focus on traditional macro skills such as reading, listening,
writing, and speaking. It can be expected that motivation can help master each of these
skills. Drawing on the significance of speaking skills, we highlight the necessity to boost
learners’ motivation towards enhancing this skill.

Corrective feedback is one of the diverse aspects in teachers’ language repertoire
which assists students in language learning process in the classroom (Ellis, 2012). Several
authors (Ansarin & Chehrazad, 2015; Hoseini Fatemi & Harati, 2014; Salimi, 2015; Sato
& Lyster, 2012) have examined the effects of different CF types on EFL learners’ speaking
accuracy. Few other studies have been conducted to examine the effect of oral corrective
feedback (OCF) on students’ motivation to speak. However, to the best of our knowledge,
no study has been carried out to simultaneously find the effect of OCF on the motivation
to speak and speaking accuracy in IELTS preparatory classes. Therefore, considering the
significance of oral feedback, the current research set out to investigate the issue.

Literature Review

Motivation and Corrective Feedback

The feedback that learners receive from their teachers and instructors can be positive
or neutral (Brown, 2007), assisting them to find what was not linguistically correct (Nassaji,
2017). Sociocultural theory (SCT) provides support for CF as it helps to scaffold learning
in social interaction and supports the subsequent internalization of new linguistic forms
(Aljaafreh & Lantolf, 1994). According to SCT, no single preferable type of CF exists;
rather, the feedback requires to be ‘graduated’ so that the learner could be provided with
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the minimal level of aid required to correct the mistake. It was suggested that accurate
speakers “do not make mistakes in grammar, vocabulary or pronunciation” (Baker &
Westrup, 2003, p.7).

Lacking accuracy means using incorrect grammatical structures and unsuitable
vocabulary, mispronouncing words. In particular, a correct use of grammar, proper
articulation, and appropriate use of words in the right context are the main features of
an accurate speaker. To put it differently, accuracy is defined as the ability to use words
appropriately in terms of grammar and phonology (Celce-Murcia, 2001). It involves the
production of language making no mistakes. It is also associated with precision during
the speech. In accuracy, speakers have to be rigorous when they use different aspects of
language, especially grammar, vocabulary, and pronunciation. In short, accuracy has to
do with the correct use of grammar, syntax, phonology, and semantics.

According to Oxford and Shearin (1994), motivation is a deciding factor in learners’
success in developing L2 skills, and it determines their active engagement in L2 learning.
From Piagetian point of view, motivation is built-in and an inner driving force which
helps learners to develop their mental structures in a way that it becomes more complex
and differentiated from others. Indeed, Dornyei and Ushioda (2011) lately propose that
motivation cannot be studied discretely, but it is best viewed within a broader complex
dynamic systems perspective on L2 learning (Dornyei, 2009; Dornyei & Ushioda, 2009;
Dornyei & Ushioda, 2011).

There is a difference between orientation and motivation in the area of language
learning. The former is a series of reasons to learn language and the latter is referred to as
an integration of the learners’ attitudes, desires, and willingness to make attempts to learn
L2 (Richards & Schmidt, 2010). Motivation has consistently shown itself to be a powerful
predictor of L2 learning success.

Several studies have been conducted on the effect of feedback on speaking in general
and speaking accuracy in particular (e.g., Baleghizadeh & Oladrostam, 2010; Farrokhi
et al., 2017; Nhac, 2021). A few of these studies examined motivation in speaking. For
example, Montazeri and Salimi (2019) examined whether motivation to speak (MTS) and
willingness to communicate (WTC) are affected by oral metalinguistic CF in the setting
of Iranian second language learning. In their research, the control group received regular
instructions, while an experimental group was given metalinguistic corrective feedback
(MCEF). The data were collected through two questionnaires: MTS and WTC. The results
revealed that MCF significantly affected both MTS and WTC scores in the experimental
group.

Garcia and Martinez (2018) examined the profits of delayed teacher CF on students’
oral production. While focusing on phonological errors, their study’s purpose was to
delineate if specific teacher CF strategy make the learners self-correct. The analysis revealed
students’ awareness regarding how they take advantage of self- and peer-correction once
they are preparing for oral assignments. Rahnama et al. (2020) investigated the effect of
OCEF on the speaking accuracy and complexity in 66 Iranian EFL learners from a language
institute in Iran. The results of their study, analyzed through a Mann-Whitney U Test,
showed that the complexity and accuracy of the participants in the experimental group
significantly improved.

Studying the effects of different CF conditions on Iranian EFL learners’ accuracy in
speaking, Farrokhi et al. (2017) selected four groups randomly as the control, delayed
explicit MCF, extensive recast, and intensive recast. The groups participated in spoken
reproduction tasks for six sessions and their errors were treated differently. The
researchers transcribed the data and coded them for accuracy. Their findings showed that
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the different CF conditions did not have significant effects on the number of error free
analysis of speech units, as an index of the spoken accuracy.

Imroatus (2016) carried out a study to find the effect of CF on the speaking performance
of students. The study was designed as a classroom-based observation with the sample of
30 students and one speaking lecturer at the English Department of Bantara Sukoharjo
University. Data were gathered through observation and interview. The results indicated
that feedback, especially recast, led to better speaking performance of the students.

In another study, Leyla (2016) aimed at finding out the impact of teachers’ CF on EFL
students’ motivation. The research results suggested that teachers’ CF positively affected
EFL learners’ motivation.

The literature review indicates that motivation in general is much worked on in terms
of CF (e.g., Mehregan & Jafari Seresht, 2014; Zedan, 2021). Thus, MTS was selected as
a unique domain in this particular study. In addition, since research, if any, has been
carried out as to the effect of OCF on MTS and speaking accuracy among prospective
candidates of IELTS, the present study aims to delve more deeply into the problem and
find whether learners would benefit from the feedback they receive on the part of the
teacher. The following research questions were, therefore, formulated for this study:

1. Does oral corrective feedback have any statistically significant effect on speaking
accuracy of Iranian EFL learners who are preparing for the IELTS exam?

2. Does oral corrective feedback have any statistically significant effect on MTS of
Iranian EFL learners who are preparing themselves for the IELTS exam?

Method

Design

The present study’s design was quasi-experimental using nonrandomized control
group, pretest-posttest since intact groups were employed and random assignment was
not applied (Ary et al., 2014). There was one control and one experimental group; each
received a pretest and a posttest for both MTS and speaking accuracy.

Participants

The students of two IELTS preparation classes, each of which consisted of 23 students,
were selected as the participants of the present study. Their age ranged from 17 to 30. The
students were both male and female studying English at least for five years. The participants
were chosen based on simple random sampling, “in which all participants had an equal
chance of being included in the population” (Ary et al., 2014, p. 163) from Poya-Simin
language institute in Qa’emshahr, Mazandaran, Iran. The researchers clarified the terms
of the research, and informed oral consent was obtained from the participants.

Raters

Two IELTS instructors scored the speaking accuracy of the participants. One of the
raters was a Ph.D. holder majoring in TEFL, and the other one was an M.A. graduate in
TEFL both of whom were certified IELTS teachers trained by International Development
Program of Australian Universities and Colleges (known as IDP). In order to check the
inter-rater reliability in this study, a pilot scoring session was done before the start of the
current study, the aim of which was to find whether there was scoring agreement between
two raters who assessed the speaking accuracy of the members. IDP certified IELTS mock
test examiners only scored the speaking accuracy of the participants before the main
study. The participants of this pilot scoring session, who were selected based on simple
random sampling, were 20 students from among the participants of the current research.
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Table 1. The Inter-Rater Reliability for the Two Raters in a Pilot Scoring Session

N of Raters N of Participants Inter-rater Correlation Sig
2 20 .899 .000

The table 1 shows the result of the inter-rater reliability test between the two raters in
a pilot scoring session. As it can be seen, there was a perfect agreement, based on Landis
and Koch’s (1977) classification, between the two raters of the research, r = .89, P < .05.

Instruments

Oxford Placement Test

The Oxford Placement Test (OPT) was primarily used in order to measure the
participants’ level of general English language proficiency and ensure their homogeneity.
To conduct placement and student screening through tests, it is both easy and ideal to
administer (Azizi, et al., 2022). The test consists of 60 items in the form of multiple-choice
questions. Students were to choose the correct answers from among the alternatives. The
required time to complete the test was 30 minutes. The reliability of the OPT has been
reported by many ELT researchers (e.g., Hamidi, 2015). The reliability of the OPT was also
checked in the present study, with the Cronbach’s Alpha being .87, which demonstrates
a high reliability index.

IELTS band descriptors

As the focus of the present study was the students’ speaking skills, face-to-face
interviews were conducted to measure the participants’ speaking proficiency. In order
to gather the data, some speaking topics from Cambridge English IELTS books were
administered both as the pretest and posttest because the books are internationally well-
known to IELTS candidates. Each participant was rated by two different raters before and
after the treatment sessions. The raters used IELTS Speaking Band Descriptors (public
version) during the rating process as a standard instrument.

Motivation to speak (MTS) questionnaire

Motivation to speak questionnaire was first developed by Montazeri and Salimi
(2019), and was adopted for this research. The instrument was shown to have a high
reliability index (r = .84), which was used to collect data on motivation to speak. It is
a Likert-scale questionnaire consisting of 40 items in English language; each item has
6 ordinal options from never to always. The questionnaire takes about 20 minutes to
complete.

Procedure

Based on the OPT scores, 46 out of 97 participants were selected for this study as they
were matched on their English proficiency scores. This continuum of scores is operationally
regarded as the advanced level of language proficiency based on the guidelines of the
OPT. Finally, the participants were divided into control and experimental groups through
simple random sampling.

Having obtained the language center’s agreement to conduct the study, the trainer
of the course was apprised of the purpose of the study and data collection procedure.
Next, the researchers assessed the participants’ speaking performance in face-to-face
interviews at the beginning of the study before the start of the experiment. The scores
were recorded as the pretest speaking scores. The participants were also given the MTS
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questionnaire, adopted from Montazeri (2019), to assess their pretest MTS level. Since the
items of the instrument were in English, the teacher was present while the students were
filling out the questionnaire. If they had a problem or did not understand an item, they
were allowed to ask their teacher for the clarification or purpose behind the item. This
process continued until the teacher made sure all the respondents could answer the items
without ambiguity. Then, the teacher provided the students with the direct oral corrective
feedback (DOCF) in the experimental group which was held for 15 sessions with the
researchers’ observation.

At the beginning of each session, some of the students presented a lecture on a
specific theme mostly relevant to IELTS speaking topics. Then, they reproduced a short
story. The next section was dedicated to cue cards and discussion of the IELTS speaking
test; the instructor asked them to respond to the items inserted in the cards. The learners
were provided with DOCF by the instructor while speaking. DCF requires providing the
correct form of the erroneous form (Ellis, 2008). Ferris (2006) pointed out that DCF takes
various forms such as crossing out the unnecessary word, phrase, or morpheme, inserting
a missing form or morpheme, and providing the correct form. Among the alternatives
stated by Ferris (2006), the last one was adopted in the current study. The example is
presented below (for further examples refer to Appendix A).

Student: The movie is inspired from a book.
Teacher: by a book
Student: OK. The movie is inspired by a book.

Following the corrective feedback, the participants were expected to engage in an
active student response, repeating the correct sentence. This process was repeated for
subsequent treatment sessions. This process was true for the control group as well, except
for not delivering DOCEF. Finally, the motivation questionnaire and speaking part of the
IELTS exam were administered as posttests.

Results

The current study aimed at investigating the effect of DOCF on speaking accuracy
of Iranian EFL learners and, secondly, the effect of this type of CF on the MTS of the
learners.

The first research question of this study investigated whether there was any statistically
significant difference in speaking accuracy between Iranian EFL learners who received
DOCF and those who did not receive DOCF. Before answering the first research question,
the two groups were compared on their pretest speaking accuracy scores in order to check
whether there was any initial difference. The descriptive statistics of the two groups are
presented in Table 2.

Table 2. Descriptive Statistics for the Speaking Accuracy Pretest of the Control and Experimental
Groups

Groups N Min Max Mean SD Variance
Control group 23 5.00 6.50 5.71 .56 31
Experimental group 23 5.00 6.50 5.54 .52 27
Valid N (listwise) 23
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The mean and standard deviation (SD) of the control group were larger than the
mean and SD of the experimental group at the beginning of the treatment. Table 3 shows
whether this initial difference was statistically significant.

Table 3. The Result of the Mann-Whitney U Test for the Speaking Accuracy Pretest of the Control and
the Experimental Groups

Pretest_Accuracy
Mann-Whitney U 218.00
Wilcoxon W 494.00
z -1.06
Asymp. Sig. (2-tailed) 288

As Table 3 shows, the two groups were homogeneous in terms of speaking accuracy
before the treatment stage, U= 218, P >.05. In the next step, the posttest scores on speaking
accuracy of the control and the experimental groups were compared. The descriptive
statistics of the two groups are shown in Table 4.

Table 4. The Descriptive Statistics for the Speaking Accuracy Posttest of the Control and the
Experimental groups

Groups N Min Max Mean SD Variance
Control group 23 5.00 7.00 591 .66 44
Experimental group 23 5.00 8.00 6.34 .69 48
Valid N (listwise) 23

The mean score of the control group is lower than the mean of the experimental
group, and, conversely, the SD of the experimental group is larger than the SD of the
control group.

Table 5. The Result of the Mann-Whitney U Test for the Comparison of the Speaking Accuracy
Posttest Scores

Posttest_Accuracy
Mann-Whitney U 176.50
Wilcoxon W 452.50
Z -1.97
Asymp. Sig. (2-tailed) .046

Table 5 indicates that there was a significant difference between the experimental and
control groups regarding the speaking accuracy, U = 176.50, P < .05, meaning that the
experimental group outperformed the control group.

The second research question of this study investigated whether there was any
statistically significant difference in MTS between Iranian EFL learners who received
DOCEF and those who did not.

Before answering the second research question, the two groups were compared on
their pretest scores on motivation to speak in order to prove their homogeneity. The
descriptive statistics of the two groups are shown in Table 6.
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Table 6. The Descriptive Statistics for the MTS Pretest of Control and Experimental Groups

Groups N | Mean SD Std. Error Mean
Pretest. MTS Control 23 139.04 10.18 2.12
Experimental 23| 136.09 10.32 2.15

The mean score of the control group was more than that of the experimental group
in the pretest.

Table 7. The Result of the Independent-Samples T-Test for the Motivation to Speak Pretest Comparison
of the Control and the Experimental Groups

Levene’s Test
for Equality t-test for Equality of Means
of Variances

Sig. Mean | Std. Error

E Sig t af (2—taiied ) | Difference | Difference

Pretest_MTS | Equal variances 092 763 | 690 | 44 494 2.08 3.02
assumed
Equal variances 690 | 43.99 | 494 2.08 3.02
not assumed

As Table 8 illustrates, the two groups were homogeneous in terms of motivation to
speak before the treatment began, t (44) =.690, P >.05. In the next step, the posttest scores
on motivation to speak of the control and the experimental groups were compared. The
descriptive statistics of the two groups are shown in Table 8.

Table 8. The Descriptive Statistics for the Motivation to Speak Posttest Scores of the Control and
Experimental Groups

Groups N Min Max Mean SD Variance
Control group 23 122 157 139.21 9.21 84.99
Experimental group 23 152 197 181.47 14.51 210.71
Valid N (listwise) 23

The mean and SD of the experimental group were higher than the mean and SD of
the control group.

Table 9. The Result of the Mann-Whitney U Test for the Comparison of the Motivation to Speak
Posttest Scores

Posttest_ MTS
Mann-Whitney U 4.50
Wilcoxon W 280.50
Z -5.71
Asymp. Sig. (2-tailed) .000

According to the results presented in Table 9, the experimental and control groups
differed significantly on the posttest of the MTS, U = 4.50, P < .05. The experimental
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group was found to perform better than the control group; hence, there was a statistically
significant difference in MTS between Iranian EFL learners who received DOCF and that
of those who did not.

Discussion

The primary purpose of the current study was to explore the effect of DOCF on
speaking accuracy and MTS of Iranian EFL learners preparing for the IELTS exam. The
results showed that DOCF had a statistically significant effect on improving the speaking
accuracy of the learners in the experimental group.

This finding is in line with that of Imroatus (2016), who showed that CF leads to
the better speaking performance of students. The findings also support the findings in
Rahnama and colleagues’ (2020) study where it was found that the speaking accuracy of
the learners who received OCF significantly improved. A possible justification for that
would be when errors are appropriately corrected, learners show fewer erroneous forms,
thereby performing more accurately, especially in the short run.

It is worth mentioning that not all learners might welcome immediate correction
while trying to orally answer a question or express an opinion on a certain issue, yet the
results of the present research indicated that students benefit from the oral correction.
However, the findings contrast with those of Farrokhi et al. (2017) who found that
speaking accuracy could not be significantly improved by receiving CF such as recast and
explicit correction. This controversy could be supported by the fact that, apart from the
correction itself, the role of the person who corrects the learners is of utmost significance
since students might respond differently to different instructors. The result of the second
question indicated that those who received DOCF were statistically more motivated
to speak in classes. In line with the findings of this study, Leyla (2016) suggested that
teachers’ CF positively affected EFL learners’ motivation in general.

The findings of the current study are in accordance with those of Montazeri and
Salimi (2019) who, investigating the effect of CF in speaking classes, concluded that
IELTS learners would become more motivated and willing to speak when they are
corrected. In contrast to the findings of the current study, Rahimi and Dastjerdi (2012)
found that immediate correction had no positive effect on speaking accuracy, but delayed
correction was found to be significantly more useful. This controversy can be justified by
the fact that their participants were EFL students at a language school who usually focus
on the main language skills without aiming to prepare for sophisticated language exams.
The participants of the current study, however, were IELTS prospective candidates in
preparatory test classes. These students need to prepare for the test in a short period,
justifying the reason why they welcome immediate correction.

It should be noted that improper correction type might sometimes hamper the
flow of speaking and demotivate learners (Gumbaridze, 2013), causing them to be less
willing to perform orally; however, timely and appropriate correction, as shown in this
study, would be conducive to showing more motivation to engage in speaking. This
would be supported by the idea that when accurate feedback type is selected and used
by the instructor and errors are suitably corrected, learners would demonstrate fewer
linguistically problematic forms, witnessing themselves make gradual progress.

Thus, when learners find themselves making fewer errors each time, they might
become more willing to express themselves orally and participate in oral communication.
Moreover, we should consider the fact that IELTS applicants need to prepare for the
exam in a short period, and their ultimate goal is to reach a desired level of proficiency.
Therefore, they respond positively to the appropriate feedback that they believe might
help them in language learning. From among the different types of feedback frequently
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used in language education studies, the focus of this study was on direct, immediate
feedback presented orally, and the results confirm its merits. Nonetheless, care should be
taken that the type of feedback and how that feedback is implemented plays a key role in
increasing speaking motivation and accuracy.

Conclusions

The present study was conducted to investigate if DOCF could have any effect on MTS
and speaking accuracy of Iranian EFL learners. The results of the data analysis indicated
that the experimental group, which received DOCF from the teacher, significantly
outperformed the control group in both speaking accuracy and MTS. Therefore, it is
concluded that the implementation of DOCF in English language learning classes, if done
correctly, will add to the motivation of students to express themselves and involve in
speaking tasks.

It is also concluded that when receiving feedback, students might make up for
their mistakes, and focusing on the production of correct grammatical structures, their
speaking accuracy might improve. Thus, there seems to be a mutual effect between
speaking accuracy and MTS. That is, more motivated students will produce more error-
free sentences, and those students who have better accuracy, will become more willing to
perform orally. This can have pedagogical implications for language teachers, especially
IELTS speaking trainers, in that, by providing students with appropriate feedback as to
their problems in speaking, they can expect their students to reach their desired speaking
level more quickly.

Since it was hypothesized that speaking accuracy and MTS can be correlated, it is
suggested that future studies be carried out investigating the relationship between these
two variables. The findings of the present research have implications for teacher trainers,
as well. Those who provide teacher training classes for IELTS instructors should consider
that error correction, especially DOCEF, is an indispensable part of the training.

Speaking skill instructors need to be trained how and when to use correction.
First they should be aware of the different types of OCF such as explicit correction,
metalinguistic, and recast. Second, they should be trained to use correction in a way
that does not impede the flow of students’ speech. The progress of speaking, in terms of
both motivation and accuracy, should not be hampered by frequent correction on the
part of instructors.

Considering the importance of different types of feedbacks and their possible roles in
speaking motivation and accuracy, we suggest future studies be carried out comparing the
effects of different feedback types and the dependent variables; different types of feedback
can be implemented on the same dependent variable with the mediating role of gender
and cognitive/perceptual styles. The limitations of the study are acknowledged. Initially,
delayed posttest was not administered to explore the long-term effects of DOCF on
speaking accuracy and MTS because of logistical constraints. Secondly, the present study
utilized two intact classes of EFL learners as treatment and control conditions instead of
randomly assigning the participants to the experimental and control groups.
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Appendix A. Sample of Errors Made by the Participants

No. Error Correct Form Type

1 | The movie is inspired from a book. ...by a book preposition

2 | To tell you the truth, I'd rather be ...be independent of my preposition
independent on my parents. parents.

3 |I usually take a fast shower ...take a quick shower collocation

4 | When I heard that, I went into tears. ...burst into tears collocation

5 | As my ‘professor suggested, I tried to Pro’fessor----de’velop pronunciation
deve’lop a new instrument.

6 | Most peoples don’t care what you think. Most people ... Wrong plural

7 | University students need to try hardly ...try hard Wrong word choice
to....
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Abstract

The widespread dissemination of humanitarian ideas, integration and inclusive processes
create new challenges for the professional education of special education teachers. The focus
is on methodological training, the ability to work with different children, organizational and
methodological heterogeneity. A new social order is the methodological competence of a specialist
who does not have just knowledge and skills, but experience in effectively solving the pedagogical
problems of students with special education needs. The aim of the article is to identify the state of
the methodological competence of Belarusian future special education teachers (graduates of higher
educational institutions), to see the features of the existing methodological training, to determine
the main strategies for increasing its effectiveness at the national level. The leading method is self-
assessment of students’ state of methodological competence. The study involved 578 students from
four Belarusian universities. The article describes the structure and content of future teachers’
methodological competence (4th year students) in the context of the ability to implement the
educational process in the new conditions of variable educational practice. The research materials
allow us to see the problem areas of the existing practice of methodological training in Belarusian
universities and to assess the possible directions of its modernization.
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AHHOTAI[USA

[IInpoxoe BHeApeHNE TYMAaHMCTUIECKUX MJel, Pa3BUTIE MHTETPALVIOHHBIX Y MHK/ITIO3VBHBIX IIPO-
1[eCCOB IPeNbABIAeT HOBble TpeOOBaHNUA IPOPeCcCHOHATBHOMY 00pa3soBaHMIO yduTeseii-fedek-
tonoros. Oco6oe BHMMaHIE HEOOXOLMMO METOAMYECKON MOATOTOBKe, (GOPMUPOBAHNIO YMEHMIT
padoTaTbh ¢ HEOHHOPOLHBIMY KO/UIeKTVBaMy. O4eBUIEH COLMAIbHBI 3aKa3 Ha KOMIIETEHTHOTO
CIIeLIanCTa, 06/I1a/IafolIleTo He TOIbKO 3HAaHMAMI, HO 1 OIIBITOM Pe3Y/IbTaTMBHOTO pellleHNs Iefia-
TOIMYEeCKUX 3afad B paboTe C PasHbIMY KaTETOPUAMI OOYIAIOIIIXCS C 0COOBIMII 00pasoBaTeIbHbI-
M totpebHOCTAMM. Lle/b MccIeoBaHms — BBIABUTD OCOOCHHOCT CYILIECTBYIOLEll METOAIIECKOI
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IIOATOTOBKM M OCHOBHBIE€ CTPATETVM IIOBBIIIEHNA €€ 3(1)(1JCKTI/IBHOCTI/[ Ha HallIOHAa/IbHOM YPOBHE.
B nmccnenoBaHuy IpUHAMN y4acTie 578 CTYIEHTOB YeThIpeX O6eOPyCCKUX BY30B. Bemyuimit Metos —
OllEHKA CTYJEHTaMI-BbIITyCKHUKAMII CBOE/l METOJMYECKOli KOMIIETeHTHOCTH. B craTbhe aHanmmsu-
PYIOTCsA TaKXKe CTPYKTypa U COfiep)KaHIe MeTOAMYECKOil IIOATOTOBKM y4uTensA-fAedeKrosnora, ee
CIIOCOOHOCTD TOTOBUTD OY/yIIlero CIelMaticTa K OCYLIeCTBIeHNI0 06pa3oBaTeIbHOTO Mpoljecca
B YCIOBMAX BapMATUBHOCTU. HOHY‘IeHHbIe AAHHbIE BCKPBIBAIOT HpO6]'IeMI)I CyHleCTBYIOH_[eﬁ[ CHUCTE-
MBI METOAMYECKOII ITOATOTOBKY B GE/IOPYCCKIUX BY3aX, @ TAKXKe OTKPHIBAIOT IIyTH €€ MOJAEPHIU3ALIIL.
Krrouesrie coBa: nefaroriyeckoe 06pasoBaHime, MeTOANYECKas IIO/TOTOBKA, METOIYECKas KOM-
MeTeHTHOCTD, Y4UTeNb-7eeKTOIOor, yuebHas mporpaMMa BEICIIEr0 00pa3oBaHM.

Introduction

The updating of the content of professional teacher training based on educational
standards of generation 3+ is currently being carried out in the Republic of Belarus.
This activity assumes the presence of clear requests and an understanding of the main
approaches to the curricula design and teaching materials for the training of special
teachers. The introduction of humanitarian ideas, the development of integration and
inclusive processes stimulate new challenges to the professional education of special
needs teachers. The focus of special attention is methodological preparation, the
ability to work with children, heterogeneity in design and methodology (Gaidukevich,
2018; Gladun, 2018). Normative and educational documentation shows that in the
Republic of Belarus, the question of preparation of special education teachers in terms
of methodology for work in new conditions (especially at the first stage of higher
education) is open. Being traditional, as well as focused on working with specific
children’s deficits, it forms certain competencies and provides pedagogical interaction
as an exclusive practice (Gaidukevich, 2018).

Thus, the research problem is associated with the contradiction between the new
requirements for the content and quality of special education teachers’ methodological
activities in a heterogeneous educational environment and the uncertainty of the strategy
for updating their professional and methodological education.

Purpose and objectives of the study

The research aim is to identify the state of methodological competence among the
Belarusian future special education teachers (graduates of higher educational institutions),
to reveal the features of the existing methodological training, to determine the main
strategies for increasing its effectiveness at the national level.

Literature review

Teacher education in Belarus is developing in a competence-based approach. The
study of methodological training from the standpoint of its effectiveness shifts the
emphasis to methodological competence.

Methodological competence as a pedagogical phenomenon is the unity of the
general, special, and individual. This study is focused on general and special aspects. The
general aspect implies the description and assessment of methodological competence
as an integrative characteristic of a person. The special aspect include methodological
capabilities of a teacher in the context of various practices of special (including integrated)
and inclusive education. Current research studies actively discuss the problem of special
education teachers’ professional competencies: the requirements for their professional
and personal qualities in new educational conditions (Aslaeva, 2011; Bazhukova,
2017; Ryabova & Karpunina, 2016); significant professional competencies for work in
integrated and inclusive education (Bazhukova, 2017; Gaidukevich, 2018; Movkebaeva,
2015; Sergeeva, 2016). Methodological competence is also a subject of scientific research:
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methodological competences as part of the professional competencies of special education
teachers of a narrow subject matter (Gladun, 2016; Yakovleva, 2009); the problem of
methodological competence for solving professional problems in a heterogeneous
educational environment (Gaidukevich, 2018; Gladun, 2018). Obviously, there is a new
social order for a competent specialist who provides pedagogical support to students,
taking into account their special educational needs.

In this study, we define methodological competence as an integrative individual
professional characteristic, the unity of cognitive, practical and personal experience,
the ability to effectively solve various methodological problems based on the special
educational needs of students (Gaidukevich, 2020). At the same time, we did not find
studies devoted to the problem of teachers’ methodological competence, where it is
considered as an individual characteristic and an indicator of successful work in a
changing educational environment; we did not find data on modern strategies for its
development.

Methodology

Research Methods and Techniques

In the research process, the following methods were used: theoretical (analysis,
synthesis, generalization); empirical (self-assessment of students’ state of methodological
competence); mathematical methods (determination of average values, ranking); methods
of graphic representation of the results.

Experimental base of the research

The study involved 578 students from four universities of the Republic of Belarus,
training special education teachers (Belarusian State Pedagogical University (Minsk),
Grodno State University, Vitebsk State University, Mozyr State Pedagogical University):
4th year students (275) who completed methodological training, 2nd year students (303)
who started methodological training. The research was conducted in 2018 - 2019.

Research stages

The research was carried out in three stages.

The first stage is a theoretical analysis of scientific approaches to the study of the
methodological competence of teachers, the creation of a scale for its assessment. We
have identified the structure of methodological competence (cognitive, practical and
personal experience), criteria and indicators for its assessment. Three criteria were used
(Gaidukevich, 2020): orientation and goal-setting (characterizes cognitive experience,
provides the ability to transform a pedagogical situation into a methodological task, find a
way to solve it); technology and result (characterizes practical experience, makes it possible
to solve a methodological problem); regulation and self-organization (characterizes
personal experience, skills of self-organization of individual and professional self-
change). To assess methodological competence, a five-level scale was proposed. Each
level describes changes in components and skills in the composition of methodological
competence: 1 - competence is not formed, components and skills are not presented;
2 - competence is represented only by cognitive experience; 3 - mainly by cognitive
experience and occasionally practical experience; 4 - by cognitive, practical experience
and episodically personal experience; 5 - by cognitive, practical, and personal experience.

The second stage is associated with the selection of methodological competencies
for assessment. The study uses special education teacher’s methodological major subject
area: three groups of competencies (total 21 competencies). Competencies reveal the
main functions of a teacher (designing the educational process, providing normative and
methodological support of the educational process, developing an adaptive educational
environment) in the context of special and inclusive education, as well as significant
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functions of methodological activity (analytical, prognostic, design, constructive)
(Gaidukevich, 2019).

At the third stage, students assessed the state of their methodological competence
using a rating scale, filled out self-assessment forms, and determined a place on the scale
for each competence.

Results

The study showed the students’ ideas about the state of their methodological
competence. Analysis of the distribution of students’ choices according to the rating scale
allows obtaining data either for groups of competencies and for each competence.

The state of prospective teachers’ methodological competence in relation to groups
of competencies is presented in Table 1. 4th year students assess their methodological
competence as follows: competence is not formed - 1.7%, formed in the composition of
all components (cognitive, practical and personal experience) - 12.6%, has an uneven
development of structural components - 85.7%. In the latter case, the choices are divided
almost equally: represented mainly by cognitive experience and episodic practical
experience - 42.9%, represented by cognitive, practical and episodic personal experience
- 42.8%. Thus, 98.3% of graduates’ choices indicate the mastery of cognitive experience
(the ability to define a methodological problem and find a solution), 55.4% - practical
experience (the ability to solve a methodological problem) and only 12.6% - personal
experience (the ability to self-organize personal and professional self-change).

Table 1. Self-assessment of methodological competence by future teachers-special educators (4th and
2nd year students)

Methodolocical Distribution of students’ opinions on the state
ethodologica Stud of methodological competence according
competencies tudents to an assessment scale (%)
(groups)
1 2 3 4 5

Competence in the field 4th year 1,2 10,1 29,7 47,4 11,6

of organizing the correctional | students

and educational process 2ndyear | 10,3 37,9 32,8 14,8 4,2
students

Competencies in the field 4th year 23 11,4 26,8 42,6 16,7

of providing normative and | students

methodological support 2ndyear | 16,9 40,5 29,3 10,4 2,9

of the educational process students

Competence in the field 4th year 1,5 15,7 34,8 38,4 9,6

of creating an adaptive devel- | students

oping educational environ- | 2nd year | 16,1 40,1 27,1 13,0 3,7

ment students

Y Total 4th year 1,7 12,5 30,4 42,8 12,6
students

¥ Total 2nd year 14,4 39,6 29,7 12,7 3,6
students

The content of the methodological competence of 4th year students was studied using
data from the 4th and 5th levels of the assessment scale (there are three components
in the competence (cognitive, practical, personal)). The results of self-assessment reveal
the following distribution of competencies: the ability to solve pedagogical problems in
the field of organizing the correctional and educational process - 59%, in the provision
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of normative and methodological support of the educational process - 59.3%, in the
field of creating an adaptive developing educational environment - 48%. The ranking of
competencies within groups shows that students highly appreciate their ability to analyze
pedagogical interaction, determine goals for training sessions, adapt training materials,
plan lessons (from 50% to 60% of the choices). At the same time, graduates rate their
abilities to determine a strategy of special support for students on a diagnostic basis,
to plan the educational process, to select adequate criteria and indicators for assessing
students’ academic achievements. They admit that they are not ready to select adequate
criteria and indicators for assessing students’ academic achievements, develop control
materials for them, design an adapted educational environment, and organize a workplace
for a student. These competencies receive a small number of elections from 30% to 40%.

The content of the competence of 4th year students in the context of the methodological
activity functions was also studied using the data of the 4th and 5th levels of the assessment
scale. The data are presented in Table 2.

Table 2. Self-assessment of the ability to carry out methodological functions by future special teachers
(4th year students)

Competencies associated with significant functions

Methodological competencies (groups) of methodological activities (%)
analytical | prognostic | design | constructive
Competence in the field of organizing the 64,3 53,8 53,4 69,1
correctional and educational process
Competencies in the field of providing 49,1 45,8 50,7 71,6

normative and methodological support
of the educational process

Competence in the field of creating an 62,9 48,7 43,8 40,7
adaptive developing educational environ-
ment

Research data shows that graduates are more confident in their ability to solve
constructive and analytical problems. They rate their experience in the field of forecasting
and project methodological activity lower (from 27% to 17%). In the context of the
methodological competencies groups, the following situation takes place: in the field
of organizing the correction and educational process, students assess their constructive
and analytical skills most highly; in the field of providing normative and methodological
support of the educational process — constructive; in the field of creating an adaptive
developing educational environment - analytical.

Comparison of the self-assessment data of 4th and 2nd year students made it possible
to assess the dynamics of a positive change in the state of methodological competence
during the period of professional training. The result of the comparative study is presented
in Figure 1.

The results of the research show that the quality of methodological competence is
improving among 4th year students. Most of the respondents (73.2%) are at the 3rd and
4th levels of the rating scale. However, low scores of the 5th level of the rating scale indicate
the presence of serious problems with future special education teachers’ methodological
training.

Thus, future special education teachers do not give a high assessment of the state
of their methodological competence. Most university graduates (4th year students)
consider their readiness for methodological activity in the new educational environment
insufficient.
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Figure 1. Dynamics of changes in the state of methodological competence among
future special education teachers during the period of professional education

Discussions

Data on the state of methodological competence of 2nd and 4th year students make
it possible to reveal some of the features of the existing experience in future special
education teachers’ methodological training.

The main problem is the uneven development of the methodological competence
components. The existing training practice actively supports the cognitive experience
of students. Students’ assessments indicate that they more often formulate a problem,
choose a way to solve it (accumulate methodological recipes), rather than implement
the solution in practice in a specific educational situation. The process of mastering
methodological competence in practice does not affect the development of students’
personal structures. Future teachers demonstrate limited attention to personal experience
in the methodological sphere; do not consider the ability for personal and professional
self-development as a criterion for assessing their competence. They do not systematically
analyze their feelings, motives; irregularly assess their methodological activity, the reasons
for difficulties; do not set a task of self-change. In such a situation, students are unable to
regulate and control the growth (positive changes) of their methodological competence.

The study records significant changes in the structure of methodological competence
only for cognitive experience (the ability to analyze the learning situation and find a way to
solve a pedagogical problem). This means that methodological training retains traditional
features and does not ensure the development of methodological competence as an
integrative individual professional characteristic in the interconnection of its structural
components. University graduates are often the product of knowledge-based learning.

The content of methodological training is aimed primarily at developing students’
ability to organize and implement the educational process (lesson and correctional
classes). The focus in the training of future special education teachers is the ability to
analyze pedagogical interaction, to determine its purpose, objectives, content (these
competencies have the highest ranking positions both in 2nd and 4th courses). At the
same time, technological skills: to select and adapt methods and techniques, teaching aids
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(including technical ones), to create methodological compositions, taking into account
the special educational needs of students, receive less attention (the ranking positions
of these competencies are lower). The preparation of future specialists for such types of
methodological activities as the development of strategies for pedagogical support of
students, considering special educational needs, its long-term and short-term planning
looks problematic (these competencies were received by less than 50% of the respondents).
The direction of methodological training to provide teachers and parents with up-to-date
information about the opportunities and needs of children is in the zone of particular
risk (less than 40% of the participants received the ability to create such methodological
recommendations). It should be noted that at the university, academic disciplines give
priority to analytical and constructive methodological functions and occasionally focus
on prognostic and design ones.

Thus, the content of the methodological training also retains its traditional character.
It is focused on formal pedagogical interaction, which is based not on the student and
their special educational needs, but on special curricula and programs.

Conclusion

Obviously, the existing methodological training does not fully meet the modern
needs of educational practice. Methodological education provides the ability of specialists
to participate in special education than supports inclusive processes. Future special
education teachers do not have sufficient methodological skills, they cannot solve various
pedagogical problems in a heterogeneous educational environment on their own. The state
of their competence indicates the need for a systematic modernization of methodological
training and makes it possible to determine the strategic directions of this activity.

1. Formulate training goals as support for the equal development of cognitive,
practical and personal components of competence, its integrity and high functionality;
increasing the ability of students not only to successfully perform various pedagogical
actions but also to manage their methodological practice, to construct its social and
personal meaning in a variable, changing professional context.

2. Design content as competencies, methodological skills to transform pedagogical
reality, taking into account students’ special educational needs; to ensure its
multifunctional characteristics, the ability of teachers to analyze, predict and design in
the process of creating a variety of methodological tools.

3. To develop didactic tools and provide conditions for future teachers to accumulate
their own methodological experience, the ability to solve real methodological problems in
the professional context of special (including integrated) and inclusive education.

The results of the research can be used in the development of theoretical models for
special education teachers’ methodological training, curricula for the first stage of higher
education.
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Abstract

In 1999, the Republic of Belarus began to educate children with severe multiple disorders (SMD).
For this purpose, new special educational institutions — correction and development training centres
(CDTC) - were opened across the country. Curricula for preschoolers with SMD appeared only
in 2011, and curricula approved by the Ministry of Education of the Republic of Belarus appeared
in 2014. Before 2011, teachers were more engaged in the care and supervision of preschoolers
with SMD than in the actual educational process. Currently, changes are taking place in preschool
education. The education of children with SMD should be built on a competency basis where the
formation of their life competencies should play the leading role. The need to assess the quality
of such education has emerged, and, consequently, the issue of professional training of specialists
of CDTC in this direction. The aim of the article is to determine the possibilities of the system of
professional development of teachers of specialized institutions on the issues of quality assessment
of education of pupils with severe multiple disorders at the present stage in the Republic of
Belarus. The basic methods in the study of this problem were questioning and content analysis.
The experimental base of the study is represented by 63 state educational institutions “Centre
for Corrective and Developmental Education” (Brest, Vitebsk, Gomel, Grodno, Mogilev, Minsk
regions and the city of Minsk, Republic of Belarus), as well as 8 institutions providing professional
development of CDTC personnel (Brest, Vitebsk, Gomel, Grodno, Minsk regions, the city of Minsk,
Republic of Belarus). The study involved 345 respondents: 334 teachers of CDTC and 11 employees
of professional development institutions. The study was conducted in 2020. The article presents the
author’s view on assessing the quality of education of preschool children with SMD, highlights the
results of the empirical study, and substantiates the possibility of changing the training of teachers
of CDTC in the context of professional development institutions. The obtained data allow us to
see a holistic picture of the modern system of professional development for special teachers on the
problems of assessing the quality of education of preschool children with SMD, which further allows
to adjust the training programs of professional development in specialized institutions (Academy of
Postgraduate Education, Institutes of Education Development), to include the most popular topics
in their content.

Keywords: preschool children, assessment, quality of education, professional development, severe
multiple disorders, advanced training, correction and development training centre.
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AHHOTAIMA

B 1999 ropy B Pecniy6nmke Benapycn Hauanu 06y4aTh jeTeil C TSOKETBIMU MHOXKECTBEHHBIMMU Hapy-
menusamu (TMH), st 3Toro OpUIM OTKPBITHI CIIELa/IbHbIe YIpeKeHNs o6pasoBanns — IleHTpb
KOPPEKIMOHHO-pasBuBaroiero obydenns n peabwmranun (IIKPOuP). o 2011 roga megaroru
9TUX YUPEXJEeHNIT 3aHMMAIVICh B OCHOBHOM IIPMCMOTPOM M YXOZIOM 32 iomkonbHykamu ¢ TMH,
HO B 2011 romy mosABMINMCH y4eOHbIe IUIAHBI A JOIIKONbHMKOB ¢ TMH, a B 2014 ropy — yue6HbIe
[IPOrpaMMBI, YTBepKeHHbIe MuH1CTepcTBOM 0b6pasoBanust Pecrry6mnkn Benapycs. B Hacrosmee
BpeMs IPUXOAUT IIOHMMaHUe, 4TO obydeHue BocmuTaHHNKOB ¢ TMH HO/DKHO OBITH BBICTPOECHO
Ha KOMIIETEHTHOCTHOII OCHOBe, BeIYIIVIM JIO/DKHO CTaTh (OPMUPOBaHNE UX SKU3HEHHBIX KOMIIe-
teHunit. [TosBuIach MOTPeGHOCTD B OLIEHKE KadecTBa TAKOTo 06pa3oBaHus, B IpO(deCCHOHAIBHOI
noarotoske crienyamuctos IIKPOuP mo sTomy Hampasnenuto. lenb nccnenosanns — xapakTepu-
CTHMKA CUCTeMBI IOBBILIEHNS KBAIMUKALMI [IE[aroroB IpOGUIbHBIX YIPEKIEHNUIT C TOUKH 3pe-
HIISL OLIGHKU KadecTBa 00pasoBaHIsA BOCIUTAHHIKOB C TSDKEIBIMU MHOXKeCTBEHHBIMI HapyIIeHM-
AMI. Befymmmm MeTogaMu MCCeJOBaHUA CTA/I aHKETHMPOBAaHNUE Y KOHTEHT-aHa/IN3 (3a e[VIHUIY
aHajM3a TeKCTa IPYMHATA TeMa, 3a eUHUIY CYeTa — YIC/IO ONpeie/IeHHbIX C/TOBOCOYETAHMIT). DKC-
MIepMMEHTA/IbHYIO 633y MCCIeOBAaHMA COCTABIIAIT 63 TOCYapCTBEHHBIX 00pa3oBaTENIbHBIX yUpe-
xpernst «LleHTp KOppeKIOHHO-pa3BuBaiero obydenns» bpecrckoit, Burebckoii, omenbckoit,
I'popnenckoit, Morunesckoi, Munckoi obacreit u r. MuHCKa, a Takxe 8 YUpexJeHni, obecre-
YMBAOLIVX ITOBbIeHNe KBamudukanuy corpynankos LIKPOuP Bpecrckoit, Burebckoit, I'omenn-
ckoit, ['poguenckoit, Munckoit obmacreit u T. MuHcKa. B uccmegoBanuy npuHsanu ydactue 345 pe-
crioHfieHTOoB: 334 negarora IIKPOMP u 11 cOTPYIHMKOB yYperxXAeHMIT ITOBBIIEHNA KBaTUpUKaIINI,
KypUPYIOIIMX JaHHOE HanpasjeHue. Vsydenne nposopmnocs B 2020 ropy. B cratbe npencrasien
aBTOPCKMIT B3I/IAN Ha OLIEHKY KadecTBa 06pa3oBaHmsA JOWKOIbHIKOB ¢ TMH, mpuBefieHbI pesyb-
TaThl SMIMPUIECKOTO MCCIEefOBAHMS, 0600CHOBAHbI BO3MOKHBIE M3MEHEHNs [IOATOTOBKM Iefaro-
ros IIKPOuP B yupesxieHNsX MOBbIIIeHNsT KBanuduKanuy. [IpefcraBieHHble B CTaTbe MaTepyaIbl
MI03BOJIAIOT YBUJETb II€/IOCTHYI0 KapPTHHY COBPEMEHHOIl CYICTEMBI NOBBIIEHNA KBaIMUKAIIU
CIIeLMA/ICTOB I10 TPpo6/IeMaM OLIeHKY KadecTBa 00pasoBaHsi BOCIUTaHHNKOB ¢ TMH, 4T0 B masb-
HelfllleM HO3BO/IUT CKOPPEKTMPOBATb yyeOHbIe IPOrpaMMBbl IOBBIIEHN KBaIMUKALMU B IPO-
uIbHBIX yIpexfeHnax (B AKafeMuyl MOCTeSUIUIOMHOTO 0Opa3oBaHysi, VIHCTUTyTax pasBUTH
06pa3oBaHIs), BKIIOYNTD B MIX COflepKaHIe Hanbomee BOCTpe6OBaHHbIE TEMBI.

KiroueBble cmoBa: JeTU JOLIKOTBHOTO BO3PAacTa, OIEHKA KauecTBa O0Opa3sOBaHNA, ITOBBIIICHNE
KBamU(UKAIWM, TSDKeIble MHOXKeCTBEHHbIe HApYLIEHNS, LEHTP KOPPEKI[MOHHO-Pa3BUBAIOLIETO
00y4eHNA U peabVIUTaLVIL.
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Introduction

The statement “all children are teachable” began to be actively implemented in the
Republic of Belarus at the end of the 20th century. In this connection, in 1999, a new
type of educational institution, the correction and development training centre (CDTC),
appeared. According to the order of the Ministry of Education of the Republic of Belarus
No. 559 of August, 31, 1999 “On Approval of the Model Situation on the Centre for
Corrective and Developmental Training and Rehabilitation”, this institution “provides for
a comprehensive system of psychological, medical and pedagogical assistance to persons
with special needs, the education of persons with severe and/or multiple physical and/or
mental disorders, and carries out diagnostic, educational, corrective and developmental,
social and psychological, methodological, advisory and information and analytical
activities” (Ministry of Education of the Republic of Belarus, 1999). However, it was not
until 2002-2003 that the first preschool groups began to appear at CDTC (Ministry of
Education of the Republic of Belarus, 2011b). It took seven years before we began to
manage the branch topic “Scientific rationale and development of the software of the
educational process for preschool children in the context of correction and development
training centre” by order of the Ministry of Education of the Republic of Belarus (state
registration number 20111293). The result of the work of a temporary research team
was the curriculum of the correction and development training centre for children with
severe and/or multiple physical and/or mental disorders approved by Decree No. 242
of the Ministry of Education of the Republic of Belarus as of August 26, 2011 (Ministry
of Education of the Republic of Belarus, 2011a) and curricula for preschool children
with severe multiple disorders (SMD) (Ministry of Education of the Republic of Belarus,
2014). With the advent of these normative documents, the educational process in the
preschool department of CDTC became more streamlined. However, numerous teachers
still sought to provide care and supervision for children with multiple disorders, rather
than their development and the formation of their life competencies.

The changes taking place in preschool education, the introduction of new approaches,
forms and means of assistance to children with special educational needs, and the provision
of educational services to a wide range of people with needs result in higher requirements
for the professionalism of teachers working with such children, and, consequently, there
is a need to assess the quality of such education. This, in turn, requires addressing the
issues of professional training of specialists (teachers, special needs teachers of preschool
groups of CDTC, teachers-psychologists and teachers of social CDTC). At the same time,
we did not find any studies devoted to the problem of assessing the quality for children
with SMD, or scientific papers describing professional development programs in the
described direction.

Thus, the problem of the study was determined by the contradiction between the
society’s demand for the inclusion of children with SMD in the educational process and
the impossibility of assessing the effectiveness of such training and education. The novelty
and undeveloped nature of the problem, as well as lack of professional competence of
specialists working with preschool children with severe multiple disorders, constituted
the problem under study.

Purpose and objectives of the study

The study aims to determine the possibilities of the system of professional development
of teachers of specialized institutions in terms of assessing the quality of education for
pupils with severe multiple disorders at the present stage in the Republic of Belarus.
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Literature review

Raising the problem of professional training for specialists of correction and
development training centres in the quality of preschool education for children with
severe multiple disorders, it is necessary to consider the following:

— This type of educational institutions has existed since 1999, i.e. relatively recently,
so there is no integral system for assessing the quality of education in the CDTC;

— The institution provides special education for individuals with SMD in accordance
with their cognitive abilities. The education of such children is a complex and specific
process, since they have disorders of the intellect, motor skills, behaviour, activity and the
personality in general. This determines their special educational needs, hence the specific
understanding of the quality of the educational process, the quality of the conditions
created and the quality of the results obtained.

Currently, domestic and foreign scientists are addressing the problems of assessing
preschool education quality (Bogoslavets & Mayer, 2009; Flisi, Goglio & Meroni, 2014;
Sleptsova, 2018), monitoring education quality and care for children in early childhood
(Litjens, 2013), evaluating and monitoring the effectiveness of preschool curriculum (Zill,
2007), validating children’s in early childhood assessment systems (Goldstein & Flake,
2016). Nevertheless this all relates to preschool education of normally developing children.
We have not found studies with dedication to the quality of education for preschoolers
with severe multiple disorders.

In this paper we consider the quality of education of pupils with severe multiple
disorders as an aggregate characteristic of the correctional and educational process and
educational conditions that lead to an educational result reflecting the formation of life
competencies that improve the quality of life within the possible limits for pupils with
severe multiple disorders (Lemekh, 2020). By quality assessment of preschool education
of children with severe multiple disorders we mean the determination by diagnostic and
evaluation procedures of the degree of correspondence of the correctional and educational
process and educational conditions to the educational result allowing to form the level of
life competencies possible for preschoolers with SMD (Lemekh, 2020).

The readiness of teachers to ensure the quality of preschool education has recently
become the subject of research (Nenartovich & Yatsenko, 2018). The authors point lack
of gained knowledge in the university and state shortage of knowledge about the problem
of the teacher’s readiness to ensure the quality of preschool education, even for relatively
normally developing pupils.

At the same time, a study of psychological and pedagogical literature suggests that
there are no special studies devoted to the problem of professional development of
teachers of correction and development training centres in terms of the quality assessment
of education for preschool children with severe multiple disorders at the present stage in
the Republic of Belarus.

Methodology

In this study the following methods were used: theoretical methods, including the
review of psychological and pedagogical literature (analysis; synthesis; generalization);
empirical (questionnaire); content analysis; methods of mathematical statistics and
graphical representation of results.

The theoretical and methodological basis of the study were modern approaches to
the quality of education (Bogoslavets & Mayer, 2009; Boguslavskaya, 2012; Lemekh, 2020;
Rusetsky, 2018; Sleptsova, 2018; Yuganova, 2009); phenomenological and humanistic
paradigm (Lisovskaya, 2016).

Tum MuLeHsNPOBaHMs aBTOPOB — IMIIEH3Ns TBopueckoro coobiectsa CC-BY 75



Education and Self Development. Volume 17, Ne 3, 2022

Results

The questionnaires were developed in Google forms. The experimental base of the
study was represented by 63 state educational institutions “Centre for Corrective and
Developmental Education” (Brest, Vitebsk, Gomel, Grodno, Mogilev, Minsk regions and
the city of Minsk, Republic of Belarus), as well as 8 institutions providing professional
development of CDTC personnel (Brest, Vitebsk, Gomel, Grodno, Minsk regions, the
city of Minsk, Republic of Belarus). The study involved 345 respondents: 334 teachers of
CDTC and 11 employees of professional development institutions. Respondents included
232 (67.2%) teachers of correction and development training centres working with
preschoolers with severe multiple disorders; 102 (29.6%) directors and deputy directors
of CDTG; 11 (3.2%) employees of institutions providing professional development for
CDTC teachers. The survey was conducted in 2020.

Respondents with different pedagogical experiences have participated in the
survey. This enabled us to take into account the positions of both young specialists and
professionals. The majority of respondents, both among teachers and administrators,
have 10 to 20 years of experience. Most professionals working in the area of professional
development have 5 to 10 years of experience (45.5%) and 1 to 5 years of experience
(36.4%).

In order to identify the need to improve professional competencies on the studied
topic, teachers were asked the question “Do you need professional development in terms
of quality assessment of preschool education of children with severe multiple disorders?”
80% (275 respondents) answered positively. Among them, the number of teachers, directly
working with children, in need of professional development was 82.8% (192 out of 232);
the number of directors and deputy directors of CDTC was 70.6% (72 respondents out of
102); and the personnel of professional development institutions was 100%. The results
are shown in Figure 1.

100,00%

75,00%

M teachers
M administration
specialists of professional development institutions

50,00%

25,00%

rh

yes no

0,00%

Figure 1. The need for professional development in quality assessment
of preschool education for children with SMD among teachers, administrators,
and specialists of professional development institutions

Out of those teachers of CDTC who need professional development (192 people)
are teachers (32.8%) whose work experience ranges from 10 to 20 years. The smallest
group of respondents includes teachers with less than 1 year of work experience and
with more than 20 years of work experience (7.3% each). According to the analysis of
the survey, teachers with more than 20 years of work experience feel more confident in
assessing the quality of preschool education at CDTC environment. Teachers with less
than 1 year of experience probably have not yet realized this problem. The concurrence of
the opinions of administrators and teachers suggests that the issue of quality assessment
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of preschool education at CDTC is vital. Today it is understood that preschool children
with severe multiple disorders are not merely cared for and looked after, but that there is
a full corrective and educational process, the quality of which can be determined.

Among those specialists who deny the need for professional development (out of
232, only 40 people (17.2%)) more than a half (28 respondents) has acknowledged the
insufficiency of methodological materials. We assume that, since the methodological
materials are available, it means that professional development in terms of assessing the
quality of preschool education at CDTC is not relevant for these teachers. However, out of
39 teachers with all the methodological materials available, 29 (74.3%) still acknowledge
the need for professional development. The proportion of specialists who do not need
professional development and have all the necessary materials is only 4.3% (10 people).
Among administrators who considered it necessary to improve their qualifications in
assessing the quality of preschool education at CDTC, 50% (72 people) had 10 to 20 years
of experience. The smallest group of respondents included administrators with less than
1 year and more than 20 years of experience (8.3% and 6.9%). We observed the same
situation with the surveyed teachers. The deputy directors and directors of CDTC who
have less than 1 year of experience still only understand their functions, while those who
have worked for more than 20 years believe that they already have a good understanding of
the raised issue. Specialists working in educational institutions that provide professional
development recognize the lack of knowledge in the field under study. All respondents
have the need to improve their competencies in this area regardless of education and
length of service.

Both teachers from regional and district CDTCs took part in the survey. Employees
of regional structures provide methodological and advisory assistance to teachers from
district centres. Therefore, we were interested to see whether there was any difference
in the answers about the need for professional development between the pedagogical
personnel of regional and district CDTCs. No significant difference was revealed (81.6%
and 90.3%): all participants need advanced training.

Pedagogical psychologists and social pedagogues provide psychological and pedagogical
support, but there is an opinion that the direct implementation of the monitoring of
children’s progress is not their functional responsibility. Thus, probably one fifth (20% of
educational psychologists and 23% of social teachers) of the specialists participating in the
survey do not consider it necessary to improve their skills in this area (Fig. 2).

m special needs
teacher

m educator

14,30%09, 23,00% educational
psychologist

m social care teacher

f T 1

want to get do not want to
advanced get advanced
training training

Figure 2. The need for professional development among the teachers
of CDTC working directly with children with SMD
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There is a need to create special tools for teachers, psychologists and teachers of
social CDTC to assess the quality of education of children with SMD, because we can
consider the quality of education in an educational institution only considering all of its
components, including psychological correction work with the child and work with the
family.

Figure 3 shows the need for professional development depending on the length of
work experience. A curious correlation has been revealed: the more experience a teacher
has, the greater the desire to learn about the system of quality assessment of preschool
education for children with SMD.

more than 10
years of...

1to 10 years of

experience .
P M Are not aware of the need for professional development
1to 5 years of m Are aware of the need for professional development
experience

less than 1 year
of experience

0% 10%20%30%40%

Figure 3. The need for professional development in quality assessment of preschool education
for children with SMD, depending on the length of service of teachers at CDTC

It is quite common that children of different ages are in the preschool group at
CDTC. This is primarily because there are not many preschoolers with severe multiple
disorders in the administrative territory, but help is needed. For the analysis, we selected
questionnaires only from teachers and special needs teachers of preschool groups.
These were 174 respondents. The diagram shows the sectors and indicates the number
of respondents. The percentage of the total number of respondents is given in brackets
(Figure 4).

The bars indicate the percentage of the number of employees in a particular group
who need professional development on quality assessment of preschool education at
CDTC.

The vast majority of teachers work in multi-age groups (86%). And 60% work with
three-year-old and elder children. The need for professional development was stated by
80% of the respondents in groups with two-year-old children, 86% working with three-
year-old children, and 92% working with children over three years old in one group. It
is evident that the need for professional development increases depending on the age
composition of children in the groups.

The total number of respondents working in groups with children of the same age
was 24 (14%). Five age groups were represented: second junior (3-4 years), first mid-
age (4-5 years), second mid-age (5-6 years), first senior (6-7 years), and second senior
(7-8 years). 13 people (7.5%) work in the second senior group. The remaining groups are
represented sporadically. These respondents who need professional development make
up 83%. We received 4 refusals to undergo training in the first senior group.
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Dependence of the need of professional
development (PD) of preschool teachers on the age
of children

| 69% need PD
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=3 ages in one
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More than 3 ages

in one group

86% need PD
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Figure 4. Dependence of teachers’ responses on the need for professional development in
assessing the quality of preschool education for children with SMD on the age of children

There is another aspect of the complexity of assessing the quality of education of
children with SMD. It is the diagnosis of children. Multiple impairments indicate the
presence of several disorders, one of which, profound, severe or moderate intellectual
disability. Solely, this aspect implies knowledge of the specifics of working with children
who have different degrees of intellectual disability, and, consequently, knowledge of the
specifics of assessing the quality of education according to the degree of impairment.

The teachers participating in the survey were asked to evaluate the effectiveness of
professional development courses by a five-point scale. The majority of teachers rated the
effectiveness giving it “5” points (48.7%) and “4” points (36.6%). Only 12.1% evaluated
the performance of the courses giving them “3” points. Only 6 people (2.6%) were not
satisfied with the obtained knowledge. Almost all CDTC directors and their deputies
believe that the system of professional development for teachers is effective.

It has been found that the correction and development training centres regularly hold
events, at which teachers share their pedagogical experience in assessing the quality of
education for children with SMD. They are highly rated: “5” points - 72%, “4” points -
26.7%, “3” points - 1.3%. The administrators of CDTC confirm that they hold various
events designed for teachers to share their experience in assessing the quality of education
for pupils with SMD.

The data analysis shows that 81.8% of the respondents complain that there are not
enough resources to cover the need for professional development of teachers at CDTC.
CDTC is a relatively new type of institution. It began functioning only at the very end
of the 20th century. These institutions mainly work with children with SMD, who were
previously considered as “unteachable”. Because of this, there are few highly qualified
specialists who work on this problem and can impart knowledge.

The following data was obtained on the questions related to professional development
of CDTC employees on the quality assessment of education: 36.4% of respondents believe
that the courses will improve the efficiency of work in preschool groups of CDTC; 18.2%
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partially agreed with the statement; 9.1% gave a negative answer, stating the reason for
the lack of training programs; 18,2% also gave a negative answer, stating the reason “lack
of qualified teachers”; 18.2% simply referred to the Order of the Ministry of Education of
the Republic of Belarus No. 850 “On professional development of educational institutions
providing advanced training and re-training of personnel” as of July 22, 2009 (Ministry of
Education of the Republic of Belarus, 2009), according to which they do not have the right
to carry out professional development for CDTC employees.

According to the majority of respondents, the frequency of methodological seminars,
forums and round tables on the studied issue is insufficient: only 9.1% believe that such
events are held often (more than 5 times a year); 27.3% - regularly (1-2 times a year); 63%
of respondents believe that such events are held rarely, not every year.

We assumed that the questionnaire would highlight the problem of teachers’
difficulties in their professional activities related to assessing the quality of preschool
education for children with SMD. Therefore, we were interested to find out if there were
any specialists from correction and development training centres who were willing to
share their experience in this area. Teachers and administrators were asked the question:
“Would you like to share your own experience in assessing the quality of preschool
education for children with SMD?”. In 92.2% cases, the answer was negative. Only 7.8%
of teachers were willing to share their vision of quality assessment of preschool education.

Discussions

To assess the quality of preschool education at CDTGC, it is necessary to have trained
personnel who know the methods, techniques, and tools used to assess the quality of
preschool education for children with SMD.

There is a well-founded need for professional development among teachers working
in the preschool department of CDTC. We can observe a correlation: the more a teacher
comes into contact with a child, the greater the desire to improve their qualifications, and,
consequently, to improve the quality of preschool education, to see the results of their
work. Probably, it is caused by the fact that teachers, carrying out the educational process
with such a difficult category of children, often start to “burn out” quickly. Much effort is
made, but there is no result, or it appears after a rather long period of time. The system of
quality assessment of preschool education should answer the question “How do I see the
results of my work?” and maintain its pedagogical integrity and value.

Teachers at CDTC work with groups of different ages, where children have different
disorders. In such groups, the pedagogical staff must have knowledge not only of
developmental disorders and their combinations, but also of the age specifics of child
growth. This circumstance, in our opinion, explains the need for a large percentage of
teachers, special needs teachers to improve their skills in assessing the quality of education
for children at CDTC.

Specialists at institutions involved in teacher professional development acknowledge
the insufficiency of resources to meet the need for professional development for teachers
of CDTC.

The studied issues are raised in the context of the educational institution. Certain
experience has been accumulated, and this experience needs to be carefully analysed,
systematized and generalized. The pedagogical personnel of CDTC have a positive attitude
towards institutions of professional development at the regional and national levels,
which may organize not only courses, but also round tables, workshops, and pedagogical
seminars. However, the institutions responsible for the professional development of
pedagogical personnel at CDTC assert that such activities are carried out rarely; the
structural units do not have enough resources for such work, including problems with
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highly qualified staff and training programmes. In addition, the order of the Ministry
of Education of the Republic of Belarus No. 850 as of July 22, 2009 “On professional
development of teachers in educational institutions, providing professional development
and retraining”, according to which regional institutions of education development
cannot provide professional development of teachers, is an obstacle to the organization of
aforementioned activities. In our opinion, this hinders the systematization, generalization
and transfer of best practices.

Conclusion

The obtained data indicate that assessing the quality of preschool education for
children with severe multiple disorders is of broad professional interest to the teaching
community, and the topic is socially important.

At the same time, on the one hand, the study leads to the conclusion that there is
an effective traditional system of professional development in the Republic of Belarus,
on the other hand, that this system currently does not allow pedagogical personnel to
comprehensively assess the quality process of preschool education at CDTC. Teachers
working directly with children, administrators of CDTC, as well as specialists of
institutions involved in the professional development, are not confident in their
knowledge of assessing the quality of education for CDTC children. This is a proof that
the issue is new and not sufficiently studied, and the desire of teachers to be trained shows
its promise and relevance.

The study results can be used to develop the content, curricula for advanced training
courses intended for employees of correction and development training centres on the
assessment of preschool education quality.
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Abstract

This article offers a first insight into the digital environment of Slovenian toddlers. We report on
the use of digital technology and toys allowed by parents in their children’s home environment.
The study is based on the results of an online questionnaire completed by parents of 26 Slovenian
children up to 2 years of age (M = 17.8 months; SD = 5.6). On average, 9% of all children’s toys
are digital toys and they spend 10% of their play time playing with digital toys. Among the most
commonly, but still only occasionally, used digital toys or technology are smartphones and tablets.
Compared to other types of digital technology, parents believed that screen-based digital toys in
particular supported their child’s skills development. Ultimately, parents do not strongly associate
digital technologies with positive developmental and educational effects, but rather they believe that
digital technology provides entertainment, enables information-seeking and keeps children busy.
Nevertheless they allow, or will allow, the child to use digital technology mainly because they believe
it enables learning. Further research, if needed, will be carried out to look closely at the children’s use
of digital technology and its effects on young children’s development.

Keywords: infants, toddlers, digital toys and technology, parents’ attitudes.
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AHHOTAIIUA

Hacrosmee ncciefoBaHye MOCBAIICHO LU(POBOI Cpefie, B KOTOPOIl PacTyT CIOBEHCKNUE HETH.
B craTbe mpepcTaBIeHbI JaHHbIE O IM(PPOBBIX TEXHOTOTMAX VM UTPYIIKAX, UCIIONb3YeMbIX IeTbMI
C paspellleHIs pOfUTeIell B fOMallHell 00cTaHoBKe. VccmenoBaHe OCHOBAaHO Ha pe3y/IbTaTax OH-
JalfH-0IIpOCa pofTerielt 26 feTell B BospacTe 1o AByx jieT (M = 17,8 mecAnes; SD = 5,6). B cpennem
9 % BCeX [eTCKUX UTPYLIEK SIB/IIOTCS HU(POBBIMIL, 1 JeTH IIPOBOAAT 10 % CBOEro MrpoBOro Bpe-
MeHM ¢ HudpoBbIMHU UrpyiKamu. Cpefyt paclipOCTPaHEHHBIX, XOTA Y PEKO MCIIOIb3yeMbIX LUp-
POBBIX UTPYIIEK WV TEXHOMOTHIT — CMAapTQOHBI I IUTAHIIEeTbl. PORUTENN CINTAOT, 9TO HU(pOBbBIE
UTPYLIKI C MOHITOPOM, I10 CPAaBHEHMIO C APYIVMI BUAAMI LI(PPOBBIX TEXHOIOTUIL, CIIOCOOCTBYIOT
pasBuTuio ux siereit. [To 601bIIOMY CUeTy, POAUTENN HE BUIAT HONOXXUTETBHOTO BIVIAHNA IIMPPO-
BBIX TEXHOJIOTHIT Ha pa3BUTHE U 0OPa3OBaHILe eTell — OHU CIUTAIOT LI POBbIE TEXHONOTUY CKOpee
MCTOYHMKOM MH(OpPMALUN 1 pa3BIedeHnit, CIOCOOHBIX 3aHATh pebeHKa. TeM He MeHee B3pOCIble
PpaspeIaoT MK IIAHUPYIOT pa3pearb peOeHKy UCIIONb30BaTh [(POBbIe TEXHOIOT U, TIOCKO/Ib-
Ky OHU CYMTAIOT, YTO 9TO CIIOCOOCTBYET €ro pasBUTHIO. [[IAHNPYIOTCA JalbHelIINe MCCIeOBAHIS
C LIeTIbIo 607Iee IeTaTbHOTO N3YYeHMA TOTO, KaK IIM(pPOBbIe TEXHOIOTYM BINAIOT Ha Pa3sBUTHE fleTell
MJIafIIIero BO3pacTa.

KimroueBble cT0Ba: HOBOPO>KZICHHDbIE, IETV M/IAALIETO BO3pacTa, LU(POBbIe UTPYLIKN U TEXHOIO-
TTI, OTHOIIIEHE POINTEIEI.

Introduction

Today’s children are growing up in environments saturated with electronic and
digital technology. They are exposed to it from birth (Brito et al., 2018; Vittrup et al.,
2016; Wooldridge & Shapka, 2012). They observe communication that takes place
through digital screen technology, for example, video calls with relatives. Before the age
of one, they can start using mobile digital devices with a swipe-based user interface, where
they move items on the screen independently by touching and swiping the screen. They
watch photos and videos on mobile devices, play digital games and use apps (Arnott et al.,
2018). The proliferation of digital technologies is affecting socialisation and perception
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of reality (materiality of physical and digital and transmedia practices) and the child’s
agency (Isteni¢, 2021b).

Children start playing with digital technology before the age of two. It allows them
to have fun, learn, and create. They are particularly attracted to mobile touch screen
technology. It seems that this is more due to the activities it enables rather than due to
the device itself. Children’s entertainment, social life, and play are becoming increasingly
digital (Chaudron et al.,, 2018; Rideout & Robb, 2020). However, the use of digital
technology is not yet a mainstream activity in the lives of young children. They are also
engaged in many other activities, such as outdoor activities and playing with non-digital
toys and objects (Chaudron, 2015; Chaudron et al., 2018). In a study with 10 Slovenian
families, Chaudron et al. (2018) found that parents predominantly direct their children
up to the age of eight towards attending music school and outdoor activities.

Our research aims to identify the still largely unexplored digital home environment
of Slovenian children up to the age of two. We focused on the use of digital technology
in the home environment, the use of which is mostly facilitated by parents. We are
interested in understanding with what aim do, or would, parents let children utilize
digital technologies. We are therefore interested in understanding what skills they think
their children are learning from digital technology and what positive effects they expect
from its use.

The importance of play for children’s development

Play can be defined as any activity that is chosen by the child and results in enjoyment
and satisfaction (Lindon, 2001). Play is a process, a self-selected, holistic, and appropriately
safe experience. Play is dominated by curiosity and willingness. It is different for everyone
and everyone plays with one’s own, individual aims (Else, 2014; Klarin, 2017).

Developmental psychologists stress the importance of play. Play is a very complex
and complete activity in which a child spends most of his or her time. All aspects of a
child’s development occur through play and are expressed in play (Klarin, 2017). When
children play, they are essentially learning (Huber et al., 2018). Children’s play changes
with age and development (Marjanovi¢ Umek & Kav¢ic, 2001).

Play is essential for children’s optimal development (Healey & Mendelsohn, 2019). It
has an important role in children’s physical development (Healey & Mendelsohn, 2019;
Klarin, 2017) as children develop physical strength and motor skills through play. It helps
to lay the foundations for further learning, as the same cognitive processes take place
during play as during learning. It is through play that children learn the most (Klarin,
2017). The play encourages creativity and divergent thinking. Further, the play facilitate
children’s development of social and emotional skills, such as sociability, relationships
with peers and adults, cooperation, responsibility, independence, respect for rules,
empathy, solidarity, self-control and communication (Healey & Mendelsohn, 2019;
Klarin, 2017).

Play is the foundation of healthy child development (Lester & Maudsley, 2007).
Given the importance of play for children’s development (Huber et al., 2018), adults pay
attention to children’s play and its development.

Playing with digital toys and devices

Since the birth of the World Wide Web, Google, social networking sites, YouTube,
the touchscreen smartphone, app stores and the iPad, children in modern, technologically
advanced societies have been living in quite intensive contact with information and
communication technology, which is changing rapidly (Genc, 2014). It is also increasingly
accessible to very young children. Furthermore, hardware and software manufacturers
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are developing products specifically targeted at children under 3 years of age (Wooldridge
& Shapka, 2012). Today, one-year-olds have access to videos, websites, computer games,
video games and apps designed specifically for them (Cingel & Krcmar, 2013). Digital
technology is changing children’s play environments (Isikoglu Erdogan et al., 2019).

Today, children’s rooms still contain toys that do not run on batteries, electricity or
solar power (e.g., plush toys, dolls, puzzles, blocks), and that we have called traditional
for the purposes of this research. In addition, children have toys that run on batteries,
electricity or solar power, but do not include computer technology (e.g., remote-controlled
toys, electronic children’s books with interactive keys).

With the development of digital technology, new types of toys have been added,
bringing with them new ways of playing (Marsh et al., 2016). Digital screen toys, or toys
with computer technology and a screen that run on batteries, electricity or solar power,
have emerged, such as children’s cameras, camcorders, children’s computers with digital
screens and many more. Digital toys without screens, i.e. toys with computer technology
but without a screen, are also available. They run on batteries, electricity or solar power,
and some can be connected to the internet. This group currently includes so-called
smart toys, connected toys, toys that listen and toys for learning the basics of computer
programming (Brito et al., 2018; de Albuquerque & Kelner, 2019; Fantinato et al., 2018;
McReynolds et al., 2017; Peter et al., 2019). Connected toys collect, generate, deliver and
communicate data. A toy is no longer just an interface in communication. It has become
an actor in the communication process, as the toy can follow, listen to, watch, talk to, and
even address the child (Peter et al., 2019).

The internet is becoming an integral part of the lives and development of new
generations (Klarin, 2017) from an early age. It has also led to a change in the way children
use television, which was more in focus of children’s attention until the introduction of
mobile digital screen technology. Rideout and colleagues (2003) found that 68% of USA
children under the age of two use screen-based digital media in a typical day, which at
that time meant watching broadcast television programmes, videos and/or DVDs, using
computers and playing video games. Television had the lion share of the digital media
with 43% of children under 2 watching it every day.

A survey of 10 Slovenian families (Chaudron et al., 2018) showed that children aged
up to 8 years use screen technology mainly to watch cartoons; most often on TV, but
also on laptops and tablets, which they used to access content on the YouTube platform.
Even among Australian children under eight years of age, watching television remains the
most popular screen-based media activity (Huber et al., 2018). But the way it is used has
changed. Rideout and Robb (2020) revealed that American children watch mostly online
videos on TV and other screens on websites that are often accessed on mobile devices. This
is followed by viewing video content via streaming TV platforms such as Netflix, NOW
TV, Amazon Prime, and Infinity. The content starts at the user’s request by clicking on
the desired content in the selection. The original way of watching broadcast TV content
is only the third way of TV viewing. Smart TV offers more interactivity, variety, and
personalisation (Chaudron et al., 2018). In 2020, US children under two spent on average
49 minutes each day with different types of screen technology (Rideout & Robb, 2020).

Today’s children, therefore, also use computer technology with screens that is not
primarily intended for play but can also be used for play, such as smartphones, tablets,
laptops, PCs, etc. Technology used by children has an impact — both positive and
negative — on children’s physical, cognitive, social, and emotional development, and
behaviour (Rideout & Saphir, 2013).
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Young children’s access to mobile digital devices is increasing

Different types of information and communication technology are increasingly
present in the daily lives of even very young children, just a few months old (Genc,
2014; Rideout et al., 2003). This is especially true for mobile digital technology, such as
smartphones, laptops, and tablets. More and more parents around the world are giving
their children access to ‘smart’ mobile devices (smartphone, tablet) almost from birth
(Rideout & Saphir, 2013). Between 2011 and 2013, the number of mobile technology users
among US children under two tripled (Levine et al., 2019; Rideout & Saphir, 2013). The
frequency and the amount of time children spend using mobile devices are also increasing
(Rideout & Saphir, 2013).

In 2020, 40% of US children under two years of age were using or playing with mobile
digital technology. On average, they used it for 7 minutes a day, mainly to watch online
videos (30%), watch TV and movies (26%), play games (12%) and use apps (10%). Today,
8% of US children own a tablet by the age of two, 4% own a smartphone and 4% own
an iPod touch or similar device (Rideout & Robb, 2020). However, qualitative research
among parents of 10 Slovenian children under the age of eight shows that the parents
in the sample do not consider it necessary for their child to have their own smartphone
(Chaudron et al., 2018).

Mobile digital technology is more convenient for young children than stationary
computers, where they need help to use a mouse and keyboard. Young children are able
to use a smartphone and tablet independently somewhere between 10 and 14 months of
age. They are then able to touch something with just their index finger, which allows them
to touch and slide their finger across the screen as if the device was designed for them
(Holloway et al., 2015). The onset of a child’s use of touchscreen technology is therefore
linked to the child’s development of fine motor skills (Bedford et al., 2016). Since the
introduction of the iPad in 2010, digital devices are increasingly suited to children’s
fine motor capacities (Arnott et al., 2018). Tablets are the most popular digital device
among children thanks to their screen size, portability and ease of use of the touch screen
(Chaudron, 2015). When playing with digital screen devices, children’s manipulations of
toys become virtual (Isteni¢, 2021a).

In a study involving 715 parents of English children aged from 6 to 36 months,
Bedford et al. (2016) found that 51% of children aged from 6 to 11 months used touch
technology for an average of about 9 minutes a day, and that time increased as children
got older. In the 19-25 months age group, the proportion of users rose to 81% and the
average time of use to 25 minutes.

Hourcade and colleagues (2015) analysed children’s tablet use skills based on
videos uploaded to YouTube. They found that as children get older, their ability to use
it increases. Children up to 12 months of age touch the device randomly, do not fully
understand the apps and lack precision. They tap the device with their palm and all their
fingers. Egbuonu and Yingxiu (2018) add that at six months old children are attracted
by the sound and images on screen devices, and at twelve months they can open apps by
touching or scrolling through photos on the screen. Between the ages of 12 and 17 months,
they become moderately dexterous users, tapping the screen with their fingers. This level
is reached by 80% of child users between 18 and 23 months. They can tap and scroll on a
screen with a single finger. They are able to understand and use basic children’s apps, but
they need help to access them (Hourcade et al., 2015). At 18 months, toddlers may be able
to turn the device on and off, play simple touch games such as jigsaws, and use drawing
apps. At 2 years of age, they can play games, draw and manipulate apps on the device
(Egbuonu & Yingxiu, 2018).
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The main reasons why American parents allow their children up to two years old to
use digital screen technology are: so that the child learns something from watching the
content; because it is fun for the child (Cingel & Krcmar, 2013; Rideout & Robb, 2020);
because parents need time for housework (Rideout & Robb, 2020).

Inaddition to their convenience, apps created specifically for children and downloaded
by adults on mobile devices contribute to the appeal of mobile devices for young children
(O'Connor & Fotakopoulou, 2016). Healey and Mendelsohn (2019) define apps and
screen games as virtual toys that are designed to mimic and possibly replace physical toys.
In this context, we think of apps as content that is uploaded to digital devices. The use
of mobile platforms and apps is growing among young children and, on the other hand,
so is their supply. American children most commonly use apps with educational games,
games that are just for fun, and creative apps, for example, for drawing and making music
(Rideout & Saphir, 2013). Children’s apps are advertised and displayed with promising
prospects for children’s education. Some have been downloaded to digital devices more
than 100,000,000 times (Meyer et al., 2021).

The power of parents in the use of digital technology

Parents play an important role in guiding play, supporting their child during play
(Klarin, 2017) and providing early play experiences that can contribute to their children’s
development (Eisen et al., 2021). Parents also play an important role in the choice of toys,
especially toys for young children. Toys are defined here as any play equipment (Healey &
Mendelsohn, 2019; Kudrowitz & Wallace, 2010), as children often play with objects that
were not specifically designed for play (Kudrowitz & Wallace, 2010).

In our society, toys are an integral part of the parent-child relationship (Farne,
2007). Toys are no longer seen as something children play with but as mediators in child
development (Healey & Mendelsohn, 2019). For very young children, the choice of toys
and games (e.g., apps) is almost exclusively made by parents, who are guided by their
views, beliefs and opinions about the toy and the game it enables. Parents, as buyers of
toys or apps, gain “power” over their child’s play: they influence it by guiding the child
to use certain objects instead of others. Above all, they decide, according to their own
educational criteria, whether a toy or game is suitable or not for their child (Farne, 2007).
Thus, children’s use of digital technology and the content they access through it are largely
based on their parents’ choices (Rideout & Robb, 2020).

Parents’ attitudes toward digital devices

Parental mediation in the child’s use of technology influences the child’s early
contacts with technology (Isteni¢, 2021a) and parents are child’s role models (Plowman
et al., 2008). Parental decisions and control of their young children’s activities and the
resources they have access to are influenced by parents’ attitudes for children’s use of
digital technology (Plowman et al., 2012). European parents have a generally positive
attitude toward digital technology, but also feel that children’s use of it needs to be
monitored and regulated. The benefits of children’s use of digital technology are less clear
to parents than the problematic aspects (Chaudron, 2015). Parents of the 10 Slovenian
children in Chaudron et al.’s (2018) study also had a positive attitude toward digital
technology in their children’s lives, but did not think that young children need to use it yet.
They controlled the children’s time of use, but also wanted to ensure their children’s use
of digital technology. Moreover, Slovenian households with children were significantly
better equipped with computers, including tablet computers, and internet connectivity,
than those without children.
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Many parents are convinced of the educational benefits of digital technology. They
believe it can usefully support a child’s intellectual development. Such beliefs seem to
be related to the amount of time they allow their children to spend with each type of
digital technology (Isikoglu Erdogan et al.,, 2019; Rideout et al., 2003). As Lauricella
and colleagues (2015) note, parents with a positive view of technology can tolerate and
encourage their child’s use of technology, while parents with negative attitudes can hinder
and prevent their child’s use of technology. Isikoglu Erdogan and colleagues (2019) add
that parents’ beliefs about the importance and appropriateness of digital play for their
child can influence the quality of and opportunities for children’s digital play in the home
environment.

US parents’ attitudes about children using digital screen technology are
overwhelmingly (70%) very positive about its impact on their child’s learning. They
believe digital technology to have a positive effect on children’s creativity (40%), social
skills (33%), ability to concentrate (37%), emotional maturity (23%), behaviour (26%)
and physical activity (19%). Except for the effect on physical activity, opinions on positive
effects outweigh negative ones (Rideout & Robb, 2020).

Research goal and research questions

The survey aimed to gain a first insight into the use of digital technology by Slovenian
infants and toddlers under the age of two years: what types of digital devices and apps
young children use in their play, how often, and what their parents think about it. Based
on the literature reviewed we expected that (1) the participating children have digital toys
and play with them; (2) parents allow children to use different types of digital devices; (3)
children also use child apps on these devices; (4) parents believe that digital technology
supports their child’s development of particular skills; and (5) parents are allowing their
child to use digital technology, or plan to do so in the near future for various reasons.

Method

Measures

Based on the literature reviewed (Brito et al.,, 2018; Cingel & Krcmar, 2013; de
Albuquerque & Kelner, 2019; Fantinato et al., 2018; Genc, 2014; Healey & Mendelsohn,
2019; McReynolds et al., 2017; Peter et al., 2019; Rideout & Saphir, 2013; Wood et al.,
2016) we designed a survey, tapping parental observations and attitudes regarding their
infants’ and toddlers’ use of digital technology. It includes close-ended questions and
statements referring to:

a) General information on the child (sex, age, age in relation to other children in the
family, type of living environment) and parent (age, relationship to the child).

b) Types of toys that children have, their play time with each type of toy and with the
computer screen technology in relation to the child’s total play time. The following types
of toys and technology were assessed:

- Traditional toys (such as plush toys, dolls, puzzles and all other toys that do not run
on batteries, electricity or solar power);

— Simple electric and electronic toys without screens (battery-powered, electric or
solar-powered, but not involving computer technology; e.g., remote-controlled toys,
interactive cubes, children’s computers without digital screens, electronic children’s
books with interactive buttons, musical bouncy eggs);

— digital toys without screens (toys with computer technology but without a screen;
some can be connected to the Internet. Toys powered by batteries, electricity or solar; e.g.
smart toys, connected toys, toys that listen, toys aimed at teaching the basics of computer
programming);
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- digital screen toys (toys with computer technology and a screen that run on
batteries, electricity or solar power, e.g., children’s cameras, camcorders, computers with
digital screens, etc.);

- computer technology with screens that is not primarily for gaming but can also be
used for gaming (smartphone and tablet, laptop, PC, etc.).

For each type, the participating parents estimated the percentage it represents in
relation to all the child’s toys and the percentage of the child’s play time with it in relation
to the child’s total play time. While assessing the children’s play time, parents also assessed
children’s play with regular everyday objects from their common everyday environment,
which are not counted as digital technologies.

c) The frequency of child’s use of digital technology and apps. In the digital technology
category, the frequency of use of smartphone, tablet and other types of computers was
assessed; in the apps category, the frequency of use of educational games, creative apps,
apps based on a character the child knows from a TV show, apps intended to get the
child used to personal hygiene, apps for bedtime stories, and apps with games that are
just for fun. Frequency of use was assessed along a 5-point scale with values of 1 (never),
2 (occasionally), 3 (at least once a week), 4 (every day) and 5 (several times a day).

d) Parental belief regarding the skills and knowledge facilitated by each type of toy.
Parents reported which type(s) of toy(s) supported their child’s skills in the field of sensory
development, motor development, cognitive development, emotional development,
listening and observation, and visual and spatial orientation.

e) Parental beliefs regarding positive effects of children’s use of digital technology.
Parents were asked to tick all the positive effects of digital technology for children:
hand-eye coordination, reaction times, development of social skills, development of
problem-solving skills, development of basic maths skills, development of basic reading
skills, development of basic language skills, interest in science, interest in arts and crafts,
interest in history, development of pre-academic skills, interest in what is going on in
their environment, information-seeking, entertainment and keeping them busy.

f) Parental reasonings for allowing or intending to allow their child to use digital
technology. Along a 5-point scale (1 - not at all contributing; 5 — very much contributing
to the decision to allow digital technology), parents rated the following reasons: enables
learning; a reward for child’s good behaviour; a reward if the child does not misbehave;
the child asks for it; the child likes digital technology; the child can watch his/her favourite
show; helps the child to relax; part of the child’s daily routine; child resting for a while;
parents can do the housework; helps parents to de-stress; parents get some free time.

Participants

We obtained data for 13 girls, and 13 boys, aged from 0 to 2 years. The average child’s
age was 18 months (M=17.8; SD=5.6). Families lived in rural (12), suburban (6), and
urban setting (8). The participating adults were predominantly children’s mothers, with
the exception of one aunt. For this reason, we will also use the term parents to refer to
respondents from here on. The average age of respondents was 33.5 years (SD=4.3; range
from 27 to 42 years).

Procedure

The data were collected via an online questionnaire from February to March 2021.
At the beginning of the survey, the respondents were informed about the purpose of the
study and anonymity of their responses. The questionnaire was completed voluntarily
and without any financial incentive. 29 participants started the survey, but three of them
quit immediately after the introductory set of general questions were excluded from the
data analyses.
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