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Abstract 

Learning-oriented assessment has been called a practice that can be employed to 
increase the power of assessment practices in the classroom and one that has been 
said to promote efficient student learning. However, it is not always easy to employ 
learning-oriented assessment in English classes, because of a number of constraints. 
This study aimed at investigating the constraints which hinder teachers’ use of learn-
ing-oriented assessment in EFL classes. A phenomenological research method was 
used to explore the constraints associated with learning-oriented assessment. EFL 
teachers were selected through purposive sampling. The interviews were thematically 
coded into three main categories: teacher-related, institute-related, and learner-related 
constraints. It can be inferred that coordination among the different components of 
the curriculum is a necessary step that teachers need to take before attempting to 
employ LOA principles in their classes. Findings are theoretically and practically signifi-
cant to EFL teachers and teacher educators as assessment instructors.
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Introduction
Classroom-based assessment has gained increasing attention over the last decades, and 
a great deal of attempts have been made to create new trends and developments. As 
Hamp-Lyons (2007) notes, the “learning culture” is one of those recent trends and devel-
opments which has been introduced and supported against an “exam culture.” Instead 
of preparing students for assessment, the “learning culture” gives primary attention to 
learners and the learning processes. As it may be implied, in this radical shift, learning-
oriented aspects are put before measurement-oriented aspects in classroom assessment 
with the aim of promoting students’ learning in substantial ways. In a sense, these per-
spectives have laid the theoretical groundwork for movements in classroom assessment, 
such as formative assessment and assessment for learning (Wiliam, 2011). Proponents of 
these types of assessment advocate designing, administering, and grading assessments 
formatively in the classroom to inform pedagogy and learning.

The “learning culture” and the subsequent movements have paved the way for 
some alternative assessment methods, such as self-assessment, peer assessment, and 
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conference learning — typically involve the student visiting the teacher’s office, usually 
by appointment, to discuss a particular piece of work or learning process, or both, port-
folio assessment, dynamic assessment, project-based assessment, and diary studies (Lee, 
2017; Leung et al., 2018). Despite their delicate differences, as Davison (2019) stresses, 
all the alternative assessment methods rest upon the idea of integrating assessment and 
instruction to promote student learning. As opposed to traditional assessment meth-
ods, alternative assessment methods not only focus on the processes of learning but also 
place a premium on the outcomes of learning (Brown & Hudson, 1998).

One of the theoretical models which is built on the premise of the “learning culture” 
is learning-oriented assessment (henceforth, LOA) (Carless, 2015; Turner & Purpura, 
2015). In 2004, Purpura conceptualized the term LOA for the first time, and from that 
point on, it has been receiving burgeoning attention. According to Purpura (2004), 
LOA can be viewed as the actions taken to collect and interpret evidence about stu-
dents’ performance such that the judgments made lead to promote language develop-
ment. In other words, LOA can be defined as “assessment where the primary focus is on 
the potential to develop productive student learning processes” (Carless, 2015, p. 964). 
LOA places an emphasis on the fact that all levels of assessment, both macro and micro, 
should have a positive impact not just on the efficiency with which learning occurs but 
also on the evaluation of the outcomes of that learning (Davidson & Coombe, 2022, pp. 
89-95). From this aspect, quality assessment practices are those that result in promoting 
student learning. When assessment practices are designed based on the tenets of LOA, 
students are required to use higher levels of cognitive engagement, leading to higher lev-
els of learning.

Considering the robust theoretical foundations of LOA, a range of factors may facil-
itate or impede its application in the classroom. It is evident that context-related fac-
tors play a crucial role in assessment literacy and assessment practices of teachers in 
the classroom. For example, institutional demands, workload, dominant assessment 
culture, and the lack of development and training resources are among the determining 
factors in the implementation of assessment practices in the classroom (Abrar-ul-Has-
san & Douglas, 2020). As such, it is important to disclose the factors that may constrain 
the implementation of LOA in different assessment contexts, including Iran. Arguably, 
it is essential to reveal if Iranian university-level English teachers have accommodated 
the new assessment trends and developments such as LOA in their assessment literacy 
repertoire and if they are considering it in designing, administrating, and scoring of 
classroom assessments (Hamp-Lyons, 2007). Particularly, it is deemed that assessment 
practices in the classroom are planned and implemented based on the English language 
teachers’ knowledge base and perceptions. Thus, it is of paramount importance to delve 
into language teachers’ perceptions of LOA and the factors which may impede its imple-
mentation in the classroom. However, given its recency, it is interesting to note that this 
issue has remained largely unexplored in the Iranian context. Therefore, this study is an 
attempt to respond to this lacuna by exploring Iranian language teachers’ perceptions of 
LOA and the factors that may impede its implementation in the classroom. The findings 
of this study can further our understanding of the status of LOA and provide a win-
dow into the factors which impede its implementation in the classroom. It is hoped that 
language teachers gain clear insights into those factors and take urgent steps to reduce 
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them, and, accordingly, they can create an environment in the classroom, leading to pro-
moting student learning substantially.

Learning‑oriented assessment

LOA is defined as a systematic approach to learning that uses different assessment prac-
tices to make the grounds for better planning for student learning, better measurement 
of students’ progress, better identification of the areas for students’ improvement, and 
offering students’ measurable improvements (Carless et  al., 2006). After its introduc-
tion by Purpura in 2004, other scholars have attempted to expand LOA conceptuali-
sation (Carless et al., 2006; Keppell & Carless, 2006). The common point among these 
attempts is that LOA has been viewed as a set of processes that increase the power of 
assessment practices in the classroom leading to the promotion of student achievement. 
As Turner and Purpura (2015) note, LOA is predicated on the overriding premise that 
learning should be prioritized “when considering the interrelationships across instruc-
tion, assessment, and learning” (p. 255). Compared to other similar concepts like assess-
ment for learning, as Keppell and Carless (2006) stress, the outstanding strength of LOA 
lies in its applicability to all kinds of assessment practices, including both summative 
and formative as long as the central focus is given to foster student learning. It is of par-
ticular note that notwithstanding their similarities, LOA should be considered different 
from other alternative assessment methods, such as dynamic assessment and diagnostic 
assessment (Alderson, 2005; Lantolf & Poehner, 2011). As laid out by Carless (2015), the 
assessment practices which are compatible with LOA feature three interrelated central 
attributes. First, they are designed and administered to promote deep student learning. 
Second, they require students to engage in assessing their own, as well as their peers’ 
learning, and to apply assessment criteria accurately and consistently. Third, they pro-
vide forward-looking feedback which results in further deep learning among students.

To expand the abovementioned features of LOA, it should be noted that the first out-
standing feature pertains to the design of assessment practices. That is, they should be 
devised in such a way that they be conducive to promising learning and make the way 
for deeper student learning. In simple terms, assessment practices should be essentially 
learning oriented because they are designed to answer this question: have they sup-
ported student learning? As noted by Carless et al. (2006), assessment practices compat-
ible with LOA are not to measure if students are ready for taking exams; rather, they aim 
to be as authentic as possible. In a sense, they engage students in learning tasks that they 
have to handle in communicative contexts outside the walls of the classroom. Assess-
ment practices which are in conformity with LOA are conducive to deep learning since 
they consider learning outcomes (Fazel & Ali, 2022). Additionally, they are designed and 
administered to foster students’ sensibilities and higher-order thinking skills.

The second feature of LOA calling for further explanation posits that it lays the ground 
for students’ engagement in evaluative practices through self-assessment and peer 
assessment (Carless, 2015). In this regard, the proponents of LOA have argued that in 
order to help students detect and address their learning needs and wants, they need to 
have a good awareness of evaluation criteria (Fazel & Ali, 2022; Smyth & Carless, 2021). 
For this purpose, they should be exposed to sufficient exemplars and samples. As Bell 
et  al. (2013) note, along with providing students with enough samples to gain a deep 
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understanding of such evaluation criteria, they should be granted opportunities to criti-
cally evaluate their own performance (self-assessment) and their peers’ performance 
(peer assessment) considering the evaluation criteria. When students are able to criti-
cally evaluate their own and their peers’ performances, they can consolidate their learn-
ing and achieve deeper and higher levels of learning (Jalilzadeh et al., 2023, b; Lim, 2007; 
Rezai et al., 2021).

The third outstanding feature of LOA is offering feedback with the overarching aim of 
fostering student learning. Feedback is considered effective when it is actionable, timely 
targeted, and forward-looking (Duncan, 2007). In other words, it is often labeled feed-
forward, meaning that “students engage with and apply the feedback not only to the task 
at hand but also to future tasks that are similar in nature” (Fazel & Ali, 2022, p. 3). It 
should be stressed that when students are meaningfully and deeply involved in the feed-
back, it can lead to promoting deep learning. Thus, the assessment practices designed 
and administered in line with the tenets of LOA accommodated appropriate feedback 
attuned to students’ needs and wants.

Language teachers’ conceptions of LOA

When discussing the behaviors of human beings, one of the first things that come to 
mind is their conceptions. According to Coll and Remesal (2009), conceptions can be 
understood as a system of beliefs that are organized systematically and are shaped by an 
individual’s experience and interactions with the surrounding environment. As Van den 
Berg (2002) notes, as conceptions are constructed and consolidated through interactions 
with the surrounding environment, they bear a social quality. Linked with their educa-
tional settings, teachers’ conceptions can be viewed as the system of beliefs that shape 
and affect their interactions with the classroom environment (Prieto & Contreras, 2008; 
Remesal, 2011). One of the crucial factors that may greatly effect teachers’ conceptions 
is their professional practices which are done to make the educational objectives realized 
(Murillo & Hidalgo, 2020). Undoubtedly, as Brown and Gao (2015) point out, one of the 
factors that plays a key role in classroom teaching and assessment practices is teachers’ 
conceptions. For example, it is obvious that if language teachers have not formed com-
prehensive conceptions of LOA, it is unlikely to happen in their classes.

In the literature, a mass of studies have been conducted on teachers’ conceptions and 
perceptions of different assessment issues. Compatible with the purpose of the study, 
we critically review some of the studies which have addressed teachers’ perceptions of 
LOA to lay the groundwork for the present study. In their study, Mui So and Hoi Lee 
(2011) explored secondary teachers’ perceptions of implementing assessment for learn-
ing. Their findings evidenced that the participants expressed positive attitudes toward 
assessment for learning because they reasoned that if it can be implemented appro-
priately, it can significantly improve student learning. Additionally, in the research by 
Gan et  al. (2017), language teachers’ conceptions of assessment for learning and how 
these conceptions were related to their teaching styles were investigated in the Chi-
nese context. Their results documented a significant correlation between the partici-
pants’ perceptions of assessment for learning and their tendency to incorporate teaching 
approaches and techniques which resulted in deep and meaningful learning among stu-
dents. Furthermore, Nasr et al. (2018) examined EFL teachers’ perceptions of assessment 
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learning and its salient features, including scaffolding and monitoring. They gathered 
the required data using a self-assessment report questionnaire, class observations, and 
semi-structured interviews. The findings indicated that the participants conceived the 
implementation of assessment for learning as useful to improve their students’ learning. 
Furthermore, the findings indicated that the participants were of the opinion that scaf-
folding and monitoring were found to be important regardless of their academic degree, 
teaching experiences, and level of proficiency taught.

Concerning LOA, Hartle (2020) explored the viability and efficacy of its implemen-
tation in the context of an Italian university. The results disclosed that when summa-
tive and formative assessment practices were implemented compatible with the tenets 
of LOA, they exerted significant positive effects on instruction and student learning. 
Furthermore, Leung (2020) studied the perceptions of a group of teachers who had 
experienced LOA. The results revealed that the implementation of LOA was affected 
by curricular infrastructure and contextual dynamics. Moreover, in another study con-
ducted in the Iranian EFL context, Beikmohammadi et al. (2020) investigated the univer-
sity teachers’ perceptions and practices of LOA to assess reading comprehension skills. 
Their findings unveiled that the participants used both traditional assessment methods 
and assessment practices aligned with LOA, such as self-assessment and peer assess-
ment to measure students’ reading comprehension skills. Finally, in an exploratory study, 
Fazel and Ali (2022) scrutinized a group of EAP teachers’ knowledge and practices with 
respect to LOA in the two different contexts of Malaysia and Canada. Their findings 
showed that the participants reported not having sufficient knowledge of the principles 
and procedures of LOA. In terms of practices, they reported that they did not imple-
ment their assessment practices in line with the principles and procedures of LOA.

What can be implied from the above-reviewed studies is that to date, no study has 
explored university teachers’ perceptions of LOA and the factors that may constrain 
its implementation in the Iranian EFL context. Therefore, this study is an attempt to 
respond to this gap in the literature by exploring Iranian English university teachers’ per-
ceptions of constraints in implementing LOA. To achieve these objectives, the following 
research question was put forward:

•	 RQ: What are Iranian English university teachers’ perceptions of constraints in 
implementing learning-oriented assessment in the classroom?

Research method
Design of the study

The researchers employed a phenomenological design to meet the purposes of the cur-
rent study. In the phenomenological approach, researchers gather data to describe a 
phenomenon while preserving the spontaneity of individuals’ experiences (Priest, 2002). 
As a qualitative research approach, it is used by researchers to shed light on the different 
perspectives of a phenomenon (Riazi, 2016). In a sense, it is useful to disclose the experi-
ences of a group of individuals considering the preconceived assumptions that research-
ers hold about the phenomenon under investigation. Overall, the researchers adopted 
the phenomenological design to uncover Iranian university-level English teachers’ per-
ceptions of constraints in implementing learning-oriented assessment in the classroom.
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Participants

The informants were recruited among the EFL teachers at different state universities in 
Tehran. They were teaching speaking and writing courses to undergraduate students 
majoring in Teaching English as Foreign Language (TEFL) and English literature. Purpo-
sive sampling was used to recruit the informants in this study. The informants invited for 
this study were relevant because they equally had the chance to add data that could lead 
to saturation in the emergent categories and the emerging theory (Creswell, 2007). The 
researchers, therefore, selected EFL teachers who had been involved in the study and 
exposed them to a 3-h workshop on learning-oriented assessment. The lead researcher 
who positioned himself in the study as the teacher nominated the informants and sent 
each a message through WhatsApp and e-mail, and the interview date was announced 
to each of the selected EFL teachers. The majority of the informants (12) were met at 
college, while the remaining (4) were interviewed through online applications such as 
WhatsApp. Data saturation occurred when the researcher interviewed the 16th teacher. 
That is, in the last three interviews, no new information was obtained. Therefore, we 
stopped interviewing when the 16th respondents were interviewed. To have a homoge-
nous group, the researcher selected EFL teachers with Ph.D. degrees from state universi-
ties and teaching experience of no less than 3 years in the English language department.

Research method

As the study addressed the constraints/challenges of practicing LOA in EFL classes, as 
noted above, it was appropriate to use the phenomenological research method. Phenom-
enological studies delve into human lived experiences through the descriptions of those 
involved in the phenomenon. This type of qualitative research is mainly used to study 
fields with little or no knowledge (Oxford et al., 2018). In this study, the teachers who 
had experienced practicing LOA were invited to take part in the study. “Individual par-
ticipation was accepted on a volunteer-only basis after an initial explanation of how the 
study would be carried out was explained to all individuals present” (Bogdan & Biklen, 
2007, p. 50). In line with research ethics, I (the first author) advised informants of the 
time parameters and advised them that there might be some follow-up interviews in the 
next stages of the research process. In-depth interviews were used to collect the data. 
Hitchcock and Hughes (1995, p. 35) have stated that “Qualitative case study evaluations 
collect data from in-person interviews, direct observations and written documents such 
as private diaries.”

One type of data collection tool that allows for a deep understanding of the phenom-
enon is an interview, variants of which include individual face-to-face interviews, elec-
tronic interviews, and phone interviews (Tavakoli & Howard, 2012). To carry out the 
interviews, the interviewer approached possible candidates individually. This was done 
by briefly introducing himself and his research to see whether they were willing to par-
ticipate. If their response was affirmative, the researcher made arrangements before the 
interview session at the participant’s earliest convenience and made sure that the indi-
vidual did not feel “pushed” to participate. Also, in the case of teachers, attempts were 
made to include teachers with different teaching experiences. As teachers were all pro-
ficient in English speaking skills, we conducted the interviews in English. The teachers 
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were asked to elaborate on the challenges, constraints, and problems while employing 
LOA principles. All the interviews were digitally recorded.

To do the recordings, the researcher made sure that each participant was aware of the 
recording and obtained their consent for their vocal responses to be recorded. After each 
session, the researcher reviewed and listened to each interview once before the tran-
scription. Then, he listened to the recordings again to transcribe the participants’ state-
ments and remarks verbatim. Moreover, as the structure of the interviews was informal, 
the researcher also tried to reflect this informality by recording exactly the colloquial 
expressions and phrases used by the participants. The transcriptions were carried out 
using a word processing software (Microsoft Word 2013) to be able to take advantage of 
available digital data analysis tools.

Moreover, the transcriptions were undertaken on a daily basis, which means the 
researcher would transcribe the participants’ statements after the interview sessions. 
Each transcription was then checked for the initial phases of the data analysis, which are 
described in the next section. Usually, the researcher would carry out one or two inter-
views on a single day, and the rest of the time went to the transcription. Each interview 
took an average of 30 min, and the whole discussion varied from between 20 and 70 min 
in duration.

Data analysis

Along with the phenomenological design employed in this study, the researchers ana-
lyzed the data moving through a two-phase method. The first phase included reflection, 
intuition, and production of first textual description, and the second phase entailed con-
sideration and management of the collected data. Concerning the first phase, the first 
researcher undertook a period of reflection and intuition to generate an initial descrip-
tive account of the topic under investigation. This reflection allowed the first researcher 
to reach “a logical, systematic and coherent resource for carrying out the analysis and 
synthesis needed to arrive at essential descriptions of experience” (Moustakas, 1994, p. 
50). During this initial reflection, he used personal experience, relevant literature, and 
the findings of the previous studies to gain correct understanding of the topic and gen-
erate an initial written description of the phenomenon (Saldaña, 2013). It acted as a 
template against which he compared all the data subsequently presented. Regarding the 
second phase, the first researcher was involved in the collected data. For this purpose, he 
reread over and over the first participants’ generated transcripts. He went through the 
transcripts to identify that all statements were relevant to the topic under investigation. 
In doing so, he highlighted all relevant statements and compared them with the initial 
textual description, remaining alert to prejudices and presuppositions in order not to 
reject statements that do not readily fit into the initial account. Afterward, he integrated 
the selected statements into pertinent sections of the initial description. In this way, he 
created a second textual description out of the initial description plus integrated state-
ments and additional elements. He repeated these steps with the collected data from 
other participants and produced a new written account of the topic under study. Once 
the data from all the participants had been considered, the first researcher produced a 
final written account and sent it to the participants. The underlying reason for this was 
to check if the final account resonated with their experience of the phenomenon. All 
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participants confirmed that the final generated account was compatible with the experi-
ences and conceptions of the topic under investigation. This showed that the final find-
ings enjoyed a high level of credibility.

Results
The interviews were analyzed, and the main challenges were classified into three main 
categories: teacher related, learner related, and institution related. Each type of con-
straint is described in detail as follows.

Teacher‑related constraints

The teacher-related constraints of LOA are divided into five main categories, namely 
lack of knowledge of the foundations of LOA, inability to design tasks for learning, lack 
of knowledge of LOA practice, and lack of knowledge to develop a rubric for assessing 
the students’ progress, teachers’ resistance to change, and teachers’ lack of interpretation 
knowledge.

Teachers’ lack of knowledge about the foundations of LOA

All interviewees believed that they were not familiar with the elements and principles of 
LOA. The following excerpts exemplify this theme:

Before being exposed to this workshop, I had not heard of the main principles of 
LOA. In this workshop, I learned about the principles of LOA: designing tasks for 
learning, students’ engagement, feedback and forward. (T3).

Inability to design appropriate tasks for learning

Another constraint teachers face in employing LOA, as reported by 12 teachers, was 
thematically coded teachers’ inability to design tasks for learning. The teachers reported 
that designing tasks for students with various language proficiency levels is really 
demanding. For instance, teachers 5, 6, 8, and 10 stated that they prefer to use the tasks 
and exercises in the handbooks rather than develop individual tasks for each student. 
Teacher 11 also argued that “I am not good at designing tasks for all language learners 
because some tasks are easy for a group of language learners and some are difficult.”

Lack of knowledge of LOA practice  The third teacher-related constraint as quoted by 
10 of the teachers was thematically coded as “teachers lack of LOA practice knowledge.” 
Teachers 1, 2, 6, and 8 stated that theoretically speaking, they find LOA interesting, but 
when it comes to practice, they find it difficult and challenging. Teacher 9 also stated, “it 
is easy to provide feedback but very difficult to engage all students because of the class 
size (35 students in each class).” This quotation is in line with teacher 3 who stated that “I 
am good at theories of LOA and its principles, but unable to monitor all students’ learn-
ing progress.”

Lack of knowledge to develop a rubric for assessing the students’ progress  Nine teachers 
stated that in order to assess the students’ learning progress, they need to have a valid 
rubric. As LOA procedure varies based on the language learners’ level of proficiency 
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and learning goals, it is necessary for teachers to develop an assessment rubric for their 
classes. However, the interviewees mentioned that they could not develop appropriate 
rubrics. For instance, teacher 8 stated that “there is no objective rubric for assessing the 
speaking performance of language learners in speaking classes.”

Teachers’ resistance to change  Resistance to change in the challenge was observed as 
reported by 8 of the teachers. Overall, assessment practices in the education system 
of Iran have not changed much. At the individual level, some teachers stated they are 
used to employing traditional testing approaches. The teachers’ comments indicate that, 
mostly, the requirements set out in LOA approaches are not feasible, because of the 
time. Some, for example, stated that they continue to evaluate the students as before 
because they are used to practicing summative evaluation.

Learner‑related challenges

Content analysis of the interviews with the teachers revealed that six learner-related 
challenges lead to difficulties in practicing LOA in EFL classes. Each of these challenges 
is explained and exemplified in the following sections.

Learners’ reluctance to engage in learning  As mentioned by 12 teachers, language 
learners are not always willing to participate in doing the assigned learning tasks, 
because they find the tasks either difficult or boring. To exemplify this theme, excerpts 
from interviews with teachers 9 and 10 are mentioned.

Some students ignore doing the assigned tasks. Some do the tasks partially. So how 
one can practice LOA in classes where the students are not interested in doing the 
assigned tasks. (T9)

I asked Mina to evaluate her writing in terms of mechanics and syntax. She just 
submitted it to Grammarly and mailed it to me. In fact, she was not fully engaged in 
doing the task. (T10)

Students’ reluctance to give feedback to the peers  Students’ reluctance to give comments 
on their classmates’ performance was coded as another constraint for employing LOA in 
EFL classes. Students do not know how to give feedback to the students when speak-
ing English or writing texts. Participants believed that students need to learn skills and 
strategies to assess the language tasks completed by their peers. Informants believe that 
one of the major blocks of LOA is reluctance on the part of students to criticize their 
classmates’ work — a reluctance that has been found by several others including Pap-
inczak et al. (2007), Clifford (1999), and Williams (1992). As university teachers, we have 
used peer assessment extensively over many years and encountered significant numbers 
of students who were uncomfortable with its use. For instance, teacher 7 stated: “I have 
always tried to involve the students in peer assessment; however, I have noticed the stu-
dents being reluctant to criticize their peers. Sometimes I felt they were unable to give 
each other any useful advice.”
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As teacher 8 stated:

As the students are not qualified to assess the performance of their classmates, they 
do not engage in the learning process and do not accept to assess the others’ perfor‑
mance.

Learners’ resistance to the teachers’ feedback  Fear of learners’ resistance to teachers’ 
comments prevents many teachers from using active learning strategies most particu-
larly LOA. As teacher 6 stated, these strategies significantly increase student learning 
and improve retention in academic programs. However, such a fear discourages them to 
use LOA strategies in their EFL classes.

Learners’ difficulties in assessing others’ works  Students’ difficulties in self-assessing, 
peer assessing, and journaling their progress hinder teachers from employing LOA 
strategies. Participants stated that in most cases, only the teacher can give feedback to 
students’ performance on language tasks. Since teachers, who are superior to the lan-
guage learners in aspects of language, have an irreplaceable status in giving comments 
and feedback, students are not sure if they can substitute for teachers to provide peers 
with qualified feedback. Second, language learners do not trust peer feedback. Students 
admire teachers’ authority and rely on their commentary, and they are not sure of their 
peers’ ability to give feedback and thereby distrust feedback from peers, especially peers 
they consider to be of lower competence. Third, positive feedback is absent in peer feed-
back. For a long time, most researchers and instructors consider feedback as error cor-
rection. This view also affects students deeply.

As teachers 5, 10, 11, 9, and 3 stated, to employ LOA in their classes, they need to have 
learners engaged in assessing themselves and their peers. That is why they avoid employ-
ing active learning strategies and LOA.

Students’ dependence on teacher summative assessment  As reported by the inform-
ants, the students’ preferences for summative assessments given at the conclusion of 
an instructional period are another aspect that hinders LOA. This finding confirms the 
quotation by teacher 13 who stated that although summative assessments are evalua-
tive, rather than diagnostic, the students and teachers prefer summative assessments to 
evaluate the effectiveness of teaching, and make placement decisions, among different 
applications.

Institute‑related constraints

Institute-related constraints consist of three main categories. Each is explained in detail 
as follows.

Top‑down assessment policies  The first subcategory of school/institute constraints as 
reported by the informants was coded as evaluation policies. The interviewees argued 
that top-down policies imposed on teachers by schools and institutes make interference 
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with teachers’ performance in the classroom. That is, they have to abide by the policies 
handed down to the teachers by school authorities. Schools and institutes determine (a) 
classroom size, (b) class time, (c) syllabus, (d) teaching activities, (e) evaluation method, 
and (f ) contact with students’ parent.

We as teachers have no autonomy to practice what is in our minds because 
school regulations are obstacles. For instance, I feel peer assessment enhances 
the language learners’ academic retention, but school/institute managers 
restrict our activities.

Once I complained about the syllabus preassigned by the institute to the super‑
visor, he just asked me to follow the rules of the institute. Also, most of my col‑
leagues were dissatisfied with the tests designed by the institutes but they were 
mostly irresponsive

One problem I have with some institutes I work for is the time allocation for 
teaching a lesson unit. They force us to teach each unit in one session, while 
employing LOA practices, we need more time.

One policy which institute pushes is for the teachers not to exchange any phone 
numbers directly with students and their’ parents while they are not at school, 
but to practice LOA we need to contact students and give them feedback to see 
how well they did.

A study done by Ayeni (2017) on major constraints faced by teachers and the find-
ings are as follows: excessive workload, ill-equipped laboratory, ill-equipped library, 
shortage of instructional materials, lack of students’ learning materials, and con-
gested class size. Besides, according to Salkovsky et al. (2015), if the policy-makers 
and administrators at the school/institute level do not support the teachers, they will 
leave the profession, and soon they will face burnout.

Reluctance to promote teacher autonomy in practicing LOA  Another challenge as 
reported by informants was thematically coded as the institute’s reluctance to promote 
teacher autonomy in practicing LOA. Teachers need to follow the institutes’ policies 
for evaluation. They have to assess the language learners’ assessment at the end of the 
semester based on their performances on mid-term and final assessments. Institutes 
resist their teachers’ innovations and autonomy in assessment

Institutes’ emphasis on summative assessment  Summative assessment is the preferred 
type of assessment in the majority of language institutes in the context in which this 
study was undertaken. There is an evaluation center that determines the time and place 
of the final evaluation. The score of each language learner consists of two major com-
ponents: classroom activities and engagement (20%) and the score on the formal final 
examination (80%). Therefore, it is inferred that summative assessment is mostly prac-
ticed, and there is little room for other types of assessment.
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Discussion
This study aimed at exploring the constraints which hinder the teachers’ use of LOA 
in EFL classes. Interviews with 16 EFL teachers were analyzed thematically. The 
constraints were coded into three main categories: teacher-, student-, and institute-
related constraints. Each of these categories consists of several subcategories. With 
regard to the teacher-related constraints, findings revealed that teachers’ lack of 
knowledge about the foundations of LOA is the main aspect that hinders the use of 
LOA principles and strategies. This finding echoes Popham’s 2004, 2011) on the vital 
role of teachers’ assessment literacy in students’ learning and stated that assessment 
literacy and assessment knowledge should include teachers’ understanding of the 
essential issues, concepts, foundations, and procedures in an assessment that influ-
ence educational decisions. He suggested that many teachers do not know much 
about assessment (Popham, 2009). He also recommends that teachers need to develop 
a level of knowledge and practice in assessment as the suitable and correct use of 
assessment acts as a powerful device for students’ learning (Popham, 2011).

Teachers’ inability to design appropriate tasks for learning and lack of knowledge 
of LOA practice were reported to be the other barriers and constraints in employ-
ing LOA. This finding, in fact, confirms the results of a large number of studies on 
assessment literacy (e.g., Baker & Riches, 2018; Berry et al., 2019; Farhady & Tavas-
soli, 2017, 2018; Giraldo, 2018; Koh et al., 2018; Kremmel & Harding, 2020; Ölmezer-
Öztürk & Aydin, 2018, 2019; Taylor, 2013; Yastıbaşa & Takkaç, 2018), which indicate 
that English language teachers do not have an adequate knowledge of language assess-
ment issues and practices. Another commonality among the abovementioned studies 
as confirmed by Farhady and Tavassoli (2021) is the gap between what teachers know 
about assessment and what they apply in the real classroom contexts.

It was also found that teachers resist innovations in assessment. Such resistance is 
in line with Ketelaar et al. (2012) who noted that some teachers in the school iden-
tify themselves with innovation and changes in teaching and evaluation activities, 
and some rarely find the support of their colleagues who do welcome innovation. 
Therefore, lack of cooperation among the teachers can lead them to individual per-
ceptions, values, and beliefs, which “contribute either to the adoption of traditions 
that decrease professional expectations or to innovations introduced by single teach-
ers alone” (p.15). EFL teachers seem to be no exception, and they try to stick to tradi-
tional assessment principles and methods.

The second main constraint of the teachers’ use of LOA was thematically coded as 
learner related such as the learners’ reluctance to engage in the learning process. This 
finding echoes Choi (2015) who reported different reasons of his Korean students in 
a US graduate school for lack of engagement in class such as poor command of the 
English terms relevant to their discipline, face-saving, and the influence of Korean 
classroom mannerisms. Dawit and Deneke (2015) examined the causes of first-year 
students’ limited participation in EFL classrooms with reference to Ethiopian pub-
lic universities and concluded that different factors like learners, teachers, teaching 
methods, and physical environment limited students’ participation in the classroom. 
Alshoraty (2014) found in his study that the reasons related to faculty members 
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played a more important role in preventing students from participating in class dis-
cussions than the reasons related to students.

With regard to the third constraint, it could be argued that this finding echoes the 
suggestions made by some of the researchers in the field. The first subcategory of 
the institute-related constraints was an institute policy. This finding is in line with 
Salkovsky et  al. (2015), who argue that if the policymakers and administrators at 
the school/institute level do not support the teachers, they would face burnout and 
soon quit the profession. The second subcategory was classroom size which is in line 
with Iqbal and Khan’s (2012) study on overcrowded classrooms and their effect on 
teachers’ work. They concluded that it was impossible to teach effectively in crowded 
classes, and teachers would encounter instructional, discipline, physical, and evalu-
ation constraints. In addition, the third subcategory was classroom time. Similarly, 
Tayfur and Celikten (2008) emphasized that when there are no rules in the classroom, 
it affects the learning environment, and the teachers cannot manage their time to fin-
ish their lessons in the classroom.

Concluding remarks
The present learning culture and subsequent educational movements have paved the 
way for some alternative assessment methods, such as self-assessment, peer assess-
ment, conference assessment, portfolio assessment, dynamic assessment, project-based 
assessment, and LOA. As assessment is an integral component of the curriculum which 
depends on a number of issues including the policies of institutes, learners’ preferences 
and learning strategies, and teachers’ competence and cognition, coordination among 
the components is necessary. Lack of coordination among the components of the cur-
riculum hinders the teachers’ use of alternative assessments most importantly LOA 
which requires teachers’ autonomy, cognition, and competence for employing LOA 
in their classes independently but through dynamic interactions with colleagues and 
other influential agents such as school educational administrators. As this study has not 
addressed suggestions and guidelines for fostering the use of LOA in language institutes, 
it is recommended that other researchers further investigate how one could overcome 
the abovementioned constraints through large-scale studies. It is also worth noting that 
the findings reported in this study are context-bound; therefore, replication of the study 
in other contexts through employing mixed-methods research designs might explore 
the hidden reasons for teachers’ constraints in employing LOA in different contexts and 
with different student and teacher populations.

Abbreviations
EFL	� English as a foreign language
LOA	� Learning-oriented assessment
TEFL	� Teaching English as a Foreign Language
US	� United States

Acknowledgements
Not applicable.

Authors’ contributions
All authors contributed to the study conception and design. Material preparation, data collection, and analysis were 
performed by both authors. The first draft of the manuscript was written by author A, and both authors commented on 
the manuscript. The authors read and approved the final manuscript.



Page 14 of 16Jalilzadeh and Coombe ﻿Language Testing in Asia  2023, 13(1):7

Authors’ information
Kaveh Jalilzadeh is a Ph.D. and Lecturer in TESOL at the University Istanbul-Cerrahpasa. His research interests are lan-
guage assessment, research methodology, and teacher development, School of Foreign Languages, Istanbul University-
Cerrahpassa, Türkiye
Christine Coombe is Associate Professor of TESOL at Dubai Men’s College, UAE. Her main interests are testing and assess-
ment, positive psychology, and well-being, English and General Education Department, Dubai Men’s College, UAE.

Funding
Not applicable.

Availability of data and materials
The data and materials will be available upon request.

Declarations

Competing interests
The authors declare that they have no competing interests.

Received: 24 August 2022   Accepted: 23 January 2023
Published: 6 February 2023

References
Abrar-ul-Hassan, S., & Douglas, D. (2020). Assessment and good language teachers. In C. Griffiths, & Z. Tajeddin (Eds.), Les-

sons from good language teachers, (pp. 107–120). Cambridge University Press.
Alderson, J. C. (2005). Diagnosing foreign language proficiency: The interface between learning and assessment. 

Continuum.
Alshoraty, Y. I. (2014). Reasons for university students’ non-participation in class discussions. European Journal of Social 

Sciences, 42(2), 272–277.
Ayeni, A. J. (2017). Teachers’ classroom management and quality assurance of students’ learning outcome in secondary 

schools in Ondo State, Nigeria. Journal of Social and Administrative Sciences., 4(2), 160–180.
Baker, B. A., & Riches, C. (2018). The development of EFL examinations in Haiti: Collaboration and language assessment 

literacy development. Language Testing, 5(4), 557–581. https://​doi.​org/​10.​1177/​02655​32217​716732.
Beikmohammadi, M., Alavi, S. M., & Kaivanpanah, S. (2020). Learning-oriented assessment of reading: A mixed methods 

study of Iranian EFL university instructors’ perceptions and practices. Journal of Foreign Language Research, 10(2), 
316–329. https://​doi.​org/​10.​22059/​jflr.​2019.​264150.​541.

Bell, A., Mladenovic, R., & Price, M. (2013). Students’ perceptions of the usefulness of marking guides, grade descriptors 
and annotated exemplars. Assessment & Evaluation in Higher Education, 38(7), 769–788. https://​doi.​org/​10.​1080/​
02602​938.​2012.​714738.

Berry, V., Sheehan, S., & Munro, S. (2019). What does language assessment literacy mean to teachers? ELT Journal, 73(2), 
113–123. https://​doi.​org/​10.​1093/​elt/​ccy055.

Bogdan, R. C., & Biklen, S. K. (2007). Qualitative research for education: An introduction to theory and methods,  (5th ed., ). 
Allyn & Bacon.

Brown, G. T., & Gao, L. (2015). Chinese teachers’ conceptions of assessment for and of learning: Six competing and com-
plementary purposes. Cogent Education, 2(1), 993836. https://​doi.​org/​10.​1080/​23311​86X.​2014.​993836.

Brown, J. D., & Hudson, T. (1998). The alternatives in language assessment: Advantages and disadvantages. TESOL Quar-
terly, 32(4), 653–675. https://​doi.​org/​10.​2307/​35879​99.

Carless, D. (2015). Exploring learning-oriented assessment processes. Higher Education, 69(6), 963–976. https://​doi.​org/​10.​
1007/​s10734-​014-​9816-z.

Carless, D., Joughin, G., & Mok, M. M. C. (2006). Learning-oriented assessment: Principles and practice. Assessment & Evalu-
ation in Higher Education, 31(4), 395–398.

Choi, J. Y. (2015). Reasons for silence: A case study of two Korean students at a US graduate school. TESOL Journal, 6(3), 
579–596.

Clifford, A. (1999). Answers in the tool box: Academic intensity, attendance patterns, and bachelor’s degree attainment, U.S. 
Department of Education.

Coll, C., & Remesal, A. (2009). Mathematics teachers’ conceptions about the functions of assessment in compulsory 
education. Journal for the Study of Education and Development, 32(3), 391–404. https://​doi.​org/​10.​1174/​02103​70097​
88964​187.

Creswell, J. W. (2007). Qualitative inquiry and research design: Choosing among five approaches,  (2nd ed., ). Sage 
Publications.

Davidson, P., & Coombe, C. (2022). Practical applications of learning-oriented assessment (LOA) in the UAE. In C. Coombe, 
L. Hiasat, & G. Daleure (Eds.), English language and general studies education in the United Arab Emirates: Theoretical, 
empirical and practical perspectives,  (pp. 399–418). Springer Nature Singapore Pte Ltd.. https://​doi.​org/​10.​1007/​
978-​981-​16-​8888-1.

Davison, C. (2019). Using assessment to enhance learning in English language education. In X. Gao (Ed.), Second hand-
book of English language teaching,  (pp. 433–454). Springer: Springer International Handbooks of Education. https://​
doi.​org/​10.​1007/​978-3-​030-​02899-2_​21.

Dawit, T. A., & Deneke, D. G. T. (2015). Causes of students’ limited participation in EFL classroom: Ethiopian public universi-
ties in focus. International Journal of Educational Research and Technology, 6(1), 74–89.

https://doi.org/10.1177/0265532217716732
https://doi.org/10.22059/jflr.2019.264150.541
https://doi.org/10.1080/02602938.2012.714738
https://doi.org/10.1080/02602938.2012.714738
https://doi.org/10.1093/elt/ccy055
https://doi.org/10.1080/2331186X.2014.993836
https://doi.org/10.2307/3587999
https://doi.org/10.1007/s10734-014-9816-z
https://doi.org/10.1007/s10734-014-9816-z
https://doi.org/10.1174/021037009788964187
https://doi.org/10.1174/021037009788964187
https://doi.org/10.1007/978-981-16-8888-1
https://doi.org/10.1007/978-981-16-8888-1
https://doi.org/10.1007/978-3-030-02899-2_21
https://doi.org/10.1007/978-3-030-02899-2_21


Page 15 of 16Jalilzadeh and Coombe ﻿Language Testing in Asia  2023, 13(1):7	

Duncan, N. (2007). ‘Feed-forward’: Improving students’ use of tutors’ comments. Assessment & Evaluation in Higher Educa-
tion, 32(3), 271–283. https://​doi.​org/​10.​1080/​02602​93060​08964​98.

Farhady, H., & Tavassoli, K. (2017). Developing a professional knowledge of language assessment test for EFL teachers. In  Paper 
presented at the 39th International LTRC Conference on Language Assessment Literacy Across Stakeholder Boundaries.

Farhady, H., & Tavassoli, K. (2018). Developing a language assessment knowledge test for EFL teachers: A data-driven 
approach. Iranian Journal of Language Teaching Research, 6(3), 79–94. https://​doi.​org/​10.​30466/​ijltr.​2018.​120602.

Farhady, H., & Tavassoli, K. (2021). Correction to: EFL teachers’ perceptions and practices of their language assessment 
knowledge. Language Testing in Asia, 11(1). https://​doi.​org/​10.​1186/​s40468-​021-​00146-1.

Fazel, I., & Ali, A. M. (2022). EAP teachers’ knowledge and use of learning-oriented assessment: A cross-contextual study. 
System, 104, 102685. https://​doi.​org/​10.​1016/j.​system.​2021.​102685.

Gan, Z., Liu, F., & Yang, C. C. R. (2017). Assessment for learning in the Chinese context: Prospective EFL teachers’ percep-
tions and their relations to learning approach. Journal of Language Teaching and Research, 8(6), 1126–1134.

Giraldo, F. (2018). Language assessment literacy: Implications for language teachers. Issues in Teachers’ Professional Devel-
opment, 20(1), 179–195. https://​doi.​org/​10.​15446/​profi​le.​v20n1.​62089.

Hamp-Lyons, L. (2007). The impact of testing practices on teaching. In J. Cummins, & C. Davison (Eds.), International 
handbook of English language teaching,  (pp. 487–504). Springer.

Hartle, S. (2020). Combining formative and summative practices in higher education ELT: Implementing learning-ori-
ented assessment. Cambridge Assessment English – Research Notes, 77.

Hitchcock, G., & Hughes, D. (1995). Research and the teacher,  (2nd ed., ). Routledge.
Iqbal, P., & Khan, M. (2012). Overcrowded classrooms: A serious problem for teachers. Elixir International Journal, 2(5), 

10162–10165.
Jalilzadeh, K., Alavi, S. M., & Siyyari, M. (2023a). Comparing the language assessment literacy and challenges of Iranian EFL 

teachers: TEFL vs. non-TEFL background. [In press].
Jalilzadeh, K., Aşik, A., & Akbarian, I. (2023b). Exploring Turkish EFL instructors’ writing assessment literacy. [In press].
Keppell, M., & Carless, D. (2006). Learning-oriented assessment: A technology-based case study. Assessment in Education: 

Principles, Policy & Practice, 13(2), 179–191. https://​doi.​org/​10.​1080/​09695​94060​07039​44.
Ketelaar, E., Beijaard, D., Boshuizen, H., & PJ, B. (2012). Teachers’ positioning towards an educational innovation in the light 

of ownership, sense-making and agency. Teaching and Teacher Education, 28(2). https://​doi.​org/​10.​1016/j.​tate.​2011.​
10.​004.

Koh, K., Burke, L. E. C. A., Luke, A., Gong, W., & Tan, C. (2018). Developing the assessment literacy of teachers in Chinese 
language classrooms: A focus on assessment task design. Language Teaching Research, 22(3), 264–288. https://​doi.​
org/​10.​1177/​13621​68816​684366.

Kremmel, B., & Harding, L. (2020). Towards a comprehensive, empirical model of language assessment literacy across 
stakeholder groups: Developing the language assessment literacy survey. Language Assessment Quarterly, 17(1), 
100–120. https://​doi.​org/​10.​1080/​15434​303.​2019.​16748​55.

Lantolf, J. P., & Poehner, M. E. (2011). Dynamic assessment in the classroom: Vygotskian praxis for second language devel-
opment. Language Teaching Research, 15(1), 11–33. https://​doi.​org/​10.​1177/​13621​68810​383328.

Lee, I. (2017). Classroom writing assessment and feedback in L2 school contexts. Springer.
Leung, C. (2020). Learning-oriented assessment: More than the chalkface. In M. E. Poehner, & O. Inbar-Lourie (Eds.), 

Toward a reconceptualization of second language classroom assessment: Praxis and researcher-teacher partnership,  (pp. 
85–106). Springer Nature.

Leung, C., Davison, C., East, M., Evans, M., Liu, Y., Hamp-Lyons, L., & Purpura, J. E. (2018). Using assessment to promote 
learning: Clarifying constructs, theories, and practices. In J. Davis, J. Norris, M. Malone, & T. McKay (Eds.), Useful assess-
ment and evaluation in language education,  (pp. 75–91). Georgetown University Press.

Lim, H. (2007). A study of self-and peer-assessment of learners’ oral proficiency. CamLing Proceedings, 169–176.
Moustakas, C. (1994). Phenomenological research methods. Sage.
Mui So, W. W., & Hoi Lee, T. T. (2011). Influence of teachers’ perceptions of teaching and learning on the implementa-

tion of assessment for learning in inquiry study. Assessment in Education: Principles, Policy & Practice, 18(4), 417–432. 
https://​doi.​org/​10.​1080/​09695​94X.​2011.​577409.

Murillo, F. J., & Hidalgo, N. (2020). Fair student assessment: A phenomenographic study on teachers’ conceptions. Studies 
in Educational Evaluation, 65, 100860. https://​doi.​org/​10.​1016/j.​stued​uc.​2020.​100860.

Nasr, M., Bagheri, M. S., Sadighi, F., & Rassaei, E. (2018). Iranian EFL teachers’ perceptions of assessment for learning regard-
ing monitoring and scaffolding practices as a function of their demographics. Cogent Education, 5(1), 1558916.

Ölmezer-Öztürk, E., & Aydin, B. (2018). Toward measuring language teachers’ assessment knowledge: Development and 
validation of language assessment knowledge scale (LAKS). Language Testing in Asia, 8(20), 1–15. https://​doi.​org/​10.​
1186/​s40468-​018-​0075-2.

Ölmezer-Öztürk, E., & Aydin, B. (2019). Voices of EFL teachers as assessors: Their opinions and needs regarding language 
assessment. Eğitimde Nitel Araştırmalar Dergisi - Journal of Qualitative Research in Education, 7(1), 373–390. https://​doi.​
org/​10.​14689/​issn.​2148-​2624.1.​7c1s.​17m.

Oxford, R., Cohen, A. D., & Simmons, V. (2018). Psychological insights from third-age teacher educators: A narrative, 
multiple-case study. In S. Mercer, & A. Kostoulas (Eds.), Language Teacher Psychology,  (pp. 291–313). Channel View 
Publications.

Papinczak, T., Young, L., & Groves, M. (2007). Peer-assessment in problem-based learning: A qualitative study. Advances in 
Health Sciences Education, 12, 169–186.

Popham, W. J. (2004). Why assessment illiteracy is professional suicide. Educational Leadership, 62(1), 1–2.
Popham, W. J. (2009). Assessment literacy for teachers: Faddish or fundamental? Theory into Practice, 48(1), 4–11. https://​

doi.​org/​10.​1080/​00405​84080​25775​36.
Popham, W. J. (2011). Assessment literacy overlooked: A teacher educator’s confession. The Teacher Educator, 46(4), 

265–273. https://​doi.​org/​10.​1080/​08878​730.​2011.​605048.
Priest, H. (2002). An approach to the phenomenological analysis of data. Nurse Researcher, 10(2), 1–15. https://​doi.​org/​10.​

7748/​nr2003.​01.​10.2.​50.​c5888.

https://doi.org/10.1080/02602930600896498
https://doi.org/10.30466/ijltr.2018.120602
https://doi.org/10.1186/s40468-021-00146-1
https://doi.org/10.1016/j.system.2021.102685
https://doi.org/10.15446/profile.v20n1.62089
https://doi.org/10.1080/09695940600703944
https://doi.org/10.1016/j.tate.2011.10.004
https://doi.org/10.1016/j.tate.2011.10.004
https://doi.org/10.1177/1362168816684366
https://doi.org/10.1177/1362168816684366
https://doi.org/10.1080/15434303.2019.1674855
https://doi.org/10.1177/1362168810383328
https://doi.org/10.1080/0969594X.2011.577409
https://doi.org/10.1016/j.stueduc.2020.100860
https://doi.org/10.1186/s40468-018-0075-2
https://doi.org/10.1186/s40468-018-0075-2
https://doi.org/10.14689/issn.2148-2624.1.7c1s.17m
https://doi.org/10.14689/issn.2148-2624.1.7c1s.17m
https://doi.org/10.1080/00405840802577536
https://doi.org/10.1080/00405840802577536
https://doi.org/10.1080/08878730.2011.605048
https://doi.org/10.7748/nr2003.01.10.2.50.c5888
https://doi.org/10.7748/nr2003.01.10.2.50.c5888


Page 16 of 16Jalilzadeh and Coombe ﻿Language Testing in Asia  2023, 13(1):7

Prieto, M., & Contreras, G. (2008). Las concepciones que orientan las prácticas evaluativas de los profesores: un problema 
a develar. [Teachers’ conceptions that inform their assessment practices: A problem to be disclosed]. Estudios 
Pedagógicos, 34(2), 245–262.

Purpura, J. (2004). Learning-oriented assessments of grammatical ability. In  In assessing grammar (Cambridge language 
assessment),  (pp. 212–250). Cambridge University Press. https://​doi.​org/​10.​1017/​CBO97​80511​733086.​009.

Remesal, A. (2011). Primary and secondary teachers’ conceptions of assessment: A qualitative study. Teaching and Teacher 
Education, 27(2), 472–482. https://​doi.​org/​10.​1016/j.​tate.​2010.​09.​017.

Rezai, A., Alibakhshi, G., Farokhipour, S., & Miri, M. (2021). A phenomenographic study on language assessment 
literacy: Hearing from Iranian university teachers. Language Testing in Asia, 11(1), 1–25. https://​doi.​org/​10.​1186/​
s40468-​021-​00142-5.

Riazi, A. M. (2016). The Routledge encyclopedia of research methods in applied linguistics. Routledge.
Saldaña, J. (2013). The coding manual for qualitative researchers. Sage.
Salkovsky, M., Romi, S., & Lewis, R. (2015). Teachers’ coping styles and factors inhibiting teachers’ preferred classroom 

management practice. Teaching and Teacher Education, 48, 56–65.
Smyth, P., & Carless, D. (2021). Theorising how teachers manage the use of exemplars: Towards mediated learning from 

exemplars. Assessment & Evaluation in Higher Education, 46(3), 393–406.
Tavakoli, P., & Howard, M. (2012). TESOL teachers’ views on the relationship between research and practice. European 

Journal of Teacher Education, 35, 229–242.
Tayfur, M., & Celikten, M. (2008). Yapilandirmaci sinif yonetimi kurallari. In M. Celikten (Ed.), Yapilandirmaci yaklasima gore 

sinif yonetimi,  (pp. 175–207). Ani Yayincilik.
Taylor, L. (2013). Communicating the theory, practice, and principles of language testing to test stakeholders: Some 

reflections. Language Testing, 30(3), 403–412. https://​doi.​org/​10.​1177/​02655​32213​480338.
Turner, C., & Purpura, J. (2015). Learning-oriented assessment in the classroom. In D. Tsagari, & J. Banerjee (Eds.), Handbook 

of second language assessment,  (pp. 255–272). De Gruyter Mouton.
Van den Berg, B. (2002). Teachers’ meanings regarding educational practice. Review of Educational Research, 72, 577–625. 

https://​doi.​org/​10.​3102/​00346​54307​20045​77.
Wiliam, D. (2011). What is assessment for learning? Studies in Educational Evaluation, 37(1), 3–14. https://​doi.​org/​10.​1016/j.​

stued​uc.​2011.​03.​001.
Williams, E. (1992). Student attitudes towards approaches to learning and assessment. Assessment & Evaluation in Higher 

Education, 17(1), 45–58. https://​doi.​org/​10.​1080/​02602​93920​170105.
Yastıbaşa, A. E., & Takkaç, M. (2018). Understanding language assessment literacy: Developing language assessments. 

Journal of Language and Linguistic Studies, 14(1), 178–193.

Publisher’s Note
Springer Nature remains neutral with regard to jurisdictional claims in published maps and institutional affiliations.

https://doi.org/10.1017/CBO9780511733086.009
https://doi.org/10.1016/j.tate.2010.09.017
https://doi.org/10.1186/s40468-021-00142-5
https://doi.org/10.1186/s40468-021-00142-5
https://doi.org/10.1177/0265532213480338
https://doi.org/10.3102/00346543072004577
https://doi.org/10.1016/j.stueduc.2011.03.001
https://doi.org/10.1016/j.stueduc.2011.03.001
https://doi.org/10.1080/0260293920170105

	Constraints in employing learning-oriented assessment in EFL classrooms: teachers’ perceptions
	Abstract 
	Introduction
	Learning-oriented assessment
	Language teachers’ conceptions of LOA

	Research method
	Design of the study
	Participants
	Research method
	Data analysis

	Results
	Teacher-related constraints
	Teachers’ lack of knowledge about the foundations of LOA
	Inability to design appropriate tasks for learning
	Learner-related challenges
	Institute-related constraints


	Discussion
	Concluding remarks
	Acknowledgements
	References


