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ABSTRACT: Language assessment literacy (LAL) is the indication of language teachers’ familiarity with
assessment processes and ability to perform successful assessment procedures in foreign language education. In
recent years, its importance has increased due to the developments in foreign language teaching. The research into
this concept has already begun to define and conceptualize it. However, empirical research on LAL, especially about
educational contexts, has not been much widespread. So, this systematic review mainly aims to present an overview
of LAL concept within the scope of foreign language education. In particular, this review firstly illustrates its
conceptual side by exemplifying the definitions, components and characteristics. Then, focusing on English language
teachers, it evaluates the most up-to-date empirical studies conducted in EFL in-service or pre-service teaching
contexts to show its place in foreign language assessment and the recent trends in LAL research. Lastly, it discusses
the findings to suggest implications for practice and further study about LAL.

Keywords: language assessment literacy, foreign language education, English language teaching, foreign language
assessment.

OZ: Yabanci dilde 6lgme-degerlendirme okuryazarligi, dil 6gretmenlerinin 6lgme-degerlendirme siireglerine asina
olmasmin ve yabanci dil egitiminde basarili OSlgme-degerlendirme yOntemlerini uygulama becerisinin bir
gostergesidir. Son yillarda yabanci dil 6gretimindeki gelismeler nedeniyle bu kavramin 6énemi artmistir. Bu kavrama
yonelik yapilan aragtirmalar, onu tamimlamaya ve kavramsallastirmaya c¢oktan baglamis bulunmaktadir. Bununla
birlikte, ozellikle egitim baglaminda yabanci dilde 6l¢me-degerlendirme okuryazarlifi iizerine yapilan ampirik
caligmalar ¢ok yaygin degildir. Dolayisiyla, bu sistematik derlemenin temel amaci, yabanci dil egitimi kapsaminda
yabanc1 dilde 6lgme-degerlendirme okuryazarligi kavrammin genel bir degerlendirmesini sunmaktir. Ozellikle, bu
derleme Oncelikle bu kavramin tanimlari, bilesenleri ve karakteristik 6zelliklerini 6rneklendirerek onun kavramsal
yanlarim gdstermektedir. Sonrasinda bu derleme, Ingilizce 6gretmenlerine odaklanarak kavramin yabanci dilde
Olgme-degerlendirmedeki yerini ve bu kavrama bagl giincel arastirma egilimlerini ortaya koymak i¢in hizmet i¢i ve
hizmet 6ncesi 6gretmenlik baglamlarinda gergeklestirilen en giincel ampirik aragtirmalart degerlendirmektedir. Son
olarak, bu derleme, s6z konusu kavramin uygulama alanlar1 ve onun hakkinda daha ¢ok aragtirma Onerilerinde
bulunmak i¢in bulgular: tartismaktadr.

Anahtar kelimeler: yabanci dilde 6lgme-degerlendirme okuryazarligi, yabanci dil egitimi, Ingiliz dili egitimi,
yabanci dil degerlendirmesi.
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Introduction

Teaching and assessment are considered to be two interrelated components in an
educational context. In other words, assessment is acknowledged to be an essential part
of instruction because it gives feedback about the quality of teaching. Therefore,
assessment is helpful to reveal whether teaching is useful or not, whether students learn
the targeted behaviors/knowledge/skills, and the extent the objectives of a course is
achieved, and so on (Herrera & Macias, 2015; Rogier, 2014). Correspondingly, teachers
make decisions about content, materials, alternatives, and the like in order for better and
effective teaching practices and instruction (Rea-Dickins, 2004). So, since assessment
gives information about teaching, it simply guides, regulates and reinforces teaching. As
a result, students are motivated to learn, and both teachers’ and students’ performances
are improved. Therefore, it can be asserted that teachers have dual roles: being an
instructor, and at the same time, an assessor (Inbar-Lourie, 2013a; Wach, 2012).
However, to be a proper assessor is a difficult characteristic because it entails both
teachers’ applying assessment practices according to their teaching environment and
teaching knowledge, and developing the understanding of the nature of assessment
(Scarino, 2013). Moreover, when the component of language itself is added to this
difficulty, it is even more complex for teachers to be a good assessor. Therefore, it can
be argued that language teachers have three main responsibilities: being proficient in a
foreign language, having the necessary knowledge and skills in language teaching
pedagogy, and being able to assess students’ language progress in order to make
decisions about the teaching/learning process. Out of these, language assessment
becomes prominent because it guides teachers how to make decisions about the
learning/teaching process (Oz & Atay, 2017). To carry out an effective assessment
process, language teachers must possess a certain qualification as a part of their
professional competence; namely, language assessment literacy (LAL).

LAL basically refers to the familiarity with the processes or procedures of
language assessment. That is, teachers’ ability to utilize effectively their knowledge of
assessment in their teaching practices. In this sense, they are expected to have the
knowledge and skills of assessment procedures such as how to design a testing task,
what the suitable language measurement tools are, how to administer them, how to
interpret the results to improve teaching/learning, and how to identify the needs of
language learners. They are also expected to know what the approaches and recent
trends in assessment are, how to relate that knowledge into their own practice, what the
main principles of testing and assessment are, and how to evaluate a course entirely
regarding students, teachers themselves, teachers’ own teaching, inputs and outputs of
the instruction. In order to have such features, language teachers must be assessment
literate.

Recently, LAL has gained much importance because there has been a shift from
traditional testing notion (summative evaluation) to current assessment concept
(formative assessment) as well as a change in the approaches of language teaching
methodology and the expectations about the education worldwide (Tsagari &Vogt,
2017). Therefore, as emphasized, language teachers must employ various assessment
procedures that are suitable for their foreign language teaching context in order to keep
up with modern world’s needs of foreign language education. Moreover, LAL is seen as
the link between the quality of assessment and the achievement of students (Bayat &
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Rezaei, 2015). Though there have been notable studies into LAL lately, the research
into this field can be said to be too new and scarce (Fulcher, 2012). So, researchers need
to study on this concept from different perspectives in order to enlighten and provide
insights into this issue more.

In response to this need, the purpose of the current systematic review is to
present an overview of what is known, what has been studied, what the missing parts
are, and what the implications for language education might be about LAL within
English language teaching/learning context.

Literature Review

Language Assessment Literacy (LAL): The Conceptual Framework

There has been an increasing attention to demonstrate the role of assessment in
language teaching by means of investigating language assessment theory and practice.
As Inbar-Lourie (2017) has argued, there have been changes in the approach of
language assessment towards a more formative understanding accompanied by the
developments occurred in the pedagogy of language teaching. In the same vein, there
has been an expansion of standardized language testing around the world and some
countries use language tests as their national policy (Fulcher, 2012). Furthermore, as in
the change of language assessment notion towards formative assessment, there has been
a shift to more sociocultural theories of learning framed within zone of proximal
development and dynamic assessment in language teaching methodologies (Fulcher,
2012; Inbar-Lourie, 2008; Scarino, 2013). Thus, the consequences of all such changes
have led to modifications in language assessment conceptions. It can be inferred that the
responsibilities of language teachers have increased due to the fact that the importance
of language assessment has been recognized.

The importance of LAL concept has been emphasized in research studies
conducted in assessment field because this concept is considered to meet the needs of
being competent language educators in the field of testing, assessment and evaluation as
well as being an effective instructor in language teaching process (Buyukkarci, 2016).
In this respect, theories and practices of language assessment have obtained a crucial
role in language teaching/learning while helping teachers to develop their own LAL
competencies. Therefore, most researchers have studied LAL to define, to construct its
frameworks, to determine the characteristics of language teachers that have LAL, and to
underline its significance within foreign language education. In this respect, there have
been a number of review or conceptual articles related to LAL over the last years
compared to empirical research studies, especially within foreign language
learning/teaching contexts.

As far as this issue is taken into account, the current review firstly presents what
is done in LAL research by discussing its meaning and background, and then, evaluates
the empirical research studies carried out with English language teachers as to display
its place in the field of language assessment.

Definitions of LAL. The basis of LAL dates back to 1990s when Stiggins
(1995) first coined the term assessment literacy (AL) in general education. He defined
AL as teachers’ own understanding of assessment knowledge and procedures and the
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influence of such knowledge in their practices. After that, the content of AL in
education was formed in line with the increasing role of formative assessment in
education. However, the content was not sufficient to appeal to specific teaching subject
areas such as mathematics, science and language arts. Thereupon, researchers began to
investigate AL from the perspective of different subject areas. Since foreign language
teachers have a specific competency, which is language proficiency, content
pedagogical knowledge of language teaching differs from other subjects. This
difference makes language assessment distinctive from teacher general assessment
literacy because both the teaching context and target learner group are different. So,
language assessment requires peculiar features in its own sense including how to assess
language skills such as speaking, writing, listening and reading, and language areas such
as grammar, vocabulary and pronunciation within the scope of culturally situated
language teaching environments. Therefore, the necessity of being language assessment
literate to fulfill the needs of language teaching has been highly emphasized in the
literature.

Basically, LAL refers to the familiarity with assessment procedures of the
stakeholders concerned in this process such as teachers (testers), students (testees),
administrators and other staff in education. However, as in language teaching/learning
process, the most central stakeholder is language teachers (Giraldo, 2018; Rea-Dickins,
2004). Thus, teachers have the responsibility of assessing their language learners most
of the time except for large-scale standardized tests that require experts of test-
designers. Based on this view, most researchers have defined LAL from the perspective
of language teachers. Therefore, sometimes LAL is referred as language teacher
assessment literacy (LTAL).

Davies (2008) is among the researchers who first tried to define the concept of
LAL and determine its components. According to his definition, LAL requires three
types of features: the knowledge of language, context, and measurement; training in
assessment skills and methodology like item writing and statistics; and the principles of
language assessment like ethics and impact. Likewise, Inbar-Lourie (2008) has
presented that LAL is “to have capacity to ask and answer critical questions about the
purpose of assessment, about the fitness of the tool being used, about testing conditions,
and about what is going to happen on the basis of the results” (p. 389). She has also
indicated that LAL includes “the understanding the ‘what’ and performing the ‘how’
necessitates appreciation of the background and reasoning behind the actions taken, that
is, ‘why’” (Inbar-Lourie, 2008, p. 390). So, the questions of what, how and why lead to
the construction of LAL meaning. Besides, Taylor (2009) has stated that LAL means
understanding the language assessment principles, being able to put these principles into
practice, selecting or developing appropriate assessment tasks, collecting assessment
data to interpret and evaluate the process, and making decisions about pedagogical
process. Similarly, LAL refers to the knowledge, principles and skills of language
assessment procedures inclusive of developing language test items, administering them,
interpreting test scores, evaluating the whole language learning/teaching process, and
the functions of assessment in a broader sense (Lam, 2014; Pill & Harding, 2013). By
drawing attention to the relationship between theory and practice of language
assessment, Vogt and Tsagari (2014) have defined LAL as “the ability to design,
develop, and critically evaluate tests and other assessment procedures, as well as the
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ability to monitor, evaluate, grade and score assessments on the basis of theoretical
knowledge” (p. 377). On other hand, Fulcher (2012) studied on the learning needs of in-
service language teachers in assessment by developing a survey instrument. He focused
on knowledge, skills, principles and concepts of language assessment by adding another
dimension called contexts that involve historical, social, political and philosophical
frameworks to make sense of language assessment itself and its effect on society.
Considering these, he provides an expanded definition of LAL as:

The knowledge, skills and abilities required to design, develop, maintain or evaluate, large-
scale standardized and/or classroom-based tests, familiarity with test processes, and awareness
of principles and concepts that guide and underpin practice, including ethics and codes of
practice. The ability to place knowledge, skills, processes, principles and concepts within wider
historical, social, political and philosophical frameworks in order to understand why practices
have arisen as they have, and to evaluate the role and impact of testing on society, institutions,
and individuals (Fulcher, 2012, p. 125).

This is now accepted as the most comprehensive definition of LAL in the
literature. However, Giraldo Aristizabal (2018) has underscored the view that LAL must
comprise not only large-scale (standardized) but also small-scale (classroom-based)
language assessment knowledge and skills in addition to the appropriate use of

assessment ethically and in a fair way.

To sum up, the definitions of LAL given to date have more or less highlighted
the main elements such as teachers’ knowledge, skills, principles, contexts, procedures
and understanding of language assessment within the scope of language teaching
education.

Components or dimensions of LAL. Researchers who are interested in the
field of LAL have illustrated its components or dimensions in relation to their
definitions. That is, they have tried to demonstrate what this concept constitutes by
developing frameworks or conceptualizations. For example, Davies (2008) has
discussed that LAL has three components: knowledge, skills, and principles.
Knowledge of language assessment entails the knowledge of language description,
context and measurement. Skills encompass practices of assessment such as designing
language tests and interpreting results. Principles involve using appropriate tests,
fairness and washback effect of assessment. Inbar-Lourie (2008; 2013b) has also
approached LAL concept by three questions in order to classify the dimensions of LAL:
what, how, why. ‘What’ reflects the content or behavior or learning outcome about
language learning to be assessed; ‘how’ refers to the assessment procedures, tools,
analysis and the like; ‘why’ includes the rationale or framework behind language
assessment. Out of these dimensions, ‘what’ is prominent because it directly reflects the
context of language teaching. Besides, Scarino (2013) has divided LAL into two
categories: knowledge base and process base. Knowledge base means identifying
disciplinary domains within language context boundaries so as to show how to develop
and use the knowledge in practice. Process base refers to the developing phase that
teachers construct their own concepts through their critical approaches towards
language assessment. As for Fulcher (2012), as in his definition, he has concluded that
LAL has three layers: practices at the bottom layer, principles in the middle layer and
contexts at the top layer. Practices consist of knowledge, skills and abilities related to
language assessment. Principles are the processes, principles and concepts of language
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assessment. Contexts are made up of historical, social, political and philosophical
frameworks that question the origins, reasons and impacts of language assessment.
Fulcher (2012) has also underlined the fact that this type of dimensional LAL may not
fit to other stakeholders except for teachers. In order to summarize all the models of
LAL, Stabler-Havener (2018) presents an outline of LAL components in which she has
proposed four models. The first one is ‘A Five-Component, Professional Development
Program Model’ which uses certain standards to identify AL components. Inspired by
this model, she has argued that Inbar-Lourie’s (2008) ‘what, how, why’ dimensions
reflect those standards. The second one is ‘A Skills, Knowledge and Principles Model’
that is attributed to Davies’ (2008) LAL components. The third one is ‘A Practices,
Principles and Contexts Model” which refers to Fulcher’s (2012) expanded definition of
LAL. The last one is ‘A LAL Stakeholder Profile Model’ that takes into account other
stakeholders in addition to teachers as supported by Pill and Harding (2013), and Taylor
(2013). For instance, Taylor (2013) has divided stakeholder constituents into three
layers: core, intermediary and peripheral. In the peripheral layer, there are policy
makers and general public. In the intermediary layer, language teachers and course
instructors are found. In the core layer, test makers and researchers take place.
According to their own layer type, the extent of dimension about knowledge and other
related topics about language assessment change. For classroom teachers, language
pedagogy is more important than other constituents in language assessment procedure
(see Taylor, 2013, Figure 2, p. 410 for more information).

To conclude, LAL shares relatively the same components or dimensions with
different categorical names such as knowledge, process, skills, principles, abilities and
contexts.

Characteristics or competencies of LAL. Researchers or area experts in
language assessment/education have drawn conclusions to characterize what the
features of LAL are and what kind of competencies reflect teachers’ LAL development.
In this sense, the first steps were taken by the American Federation of Teachers,
National Council on Measurement in Education and National Education Association in
1990 by suggesting seven principles for teacher AL under the name ‘The Standards for
Teacher Competence in the Educational Assessment of Students’ (Mertler, 2003). In
fact, The Standards were generated before the term AL that did not exist until Stiggins
mentioned in 1995 But The Standards have been accepted to reflect what the
competencies of teachers with regard to assessment are in terms of general education,
which have been used to describe teacher assessment literacy competencies. The
principles proposed cover the following characteristics:

1. choosing appropriate assessment methods; 2. developing appropriate assessment methods; 3.
administering, scoring, and interpreting the results of assessments; 4. using assessment results
to make decisions; 5. developing valid grading procedures; 6. communicating assessment
results; 7. recognizing unethical or illegal practices (Mertler, 2003, pp. 8-9).

Stiggins (1995) has also pointed out that assessment literates know and realize
what sound and unsound assessment is. That is, all assessment literate stakeholders
know what they assess, how to assess, why they assess and how to use assessment
results effectively. Similarly, some researchers believe that not only classroom teachers
but also other stakeholders in assessment process such as policy makers, test developers
and learners themselves are important factors (Djoub, 2017; Pill & Harding, 2013;
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Taylor, 2013). Hence, all such stakeholders need to be assessment literate in order for a
better educational process. Nonetheless, teachers have still held the central role among
other stakeholders in terms of language assessment (Giraldo, 2018).

Most researchers have identified the competencies of assessment literate
teachers nearly the same regardless of any specific teaching subject area (Berry &
O’Sullivan, 2016; Gotch & French, 2014; Huang & He, 2016; Khadijeh & Amir, 2015;
Rogier, 2014). They have emphasized common characteristics of assessment literate
teachers as understanding what a good assessment is, knowledge of how to assess with
which tools according to appropriate learning goals, interpreting assessment results in
order to make decisions about teaching as well as to enhance learning, being able to
analyze one’s own assessment practices, integrating suitable assessment procedures into
learning/teaching context effectively, being familiar with alternatives in assessment, and
applying assessment procedures ethically. Nevertheless, such characteristics reflect only
general competencies of assessment literate teachers. To highlight the factor of
language, Inbar-Lourie (2013b) has postulated that language assessment literate teachers
must have additional characteristics such as proficiency in language classroom
assessment, mastering language acquisition and learning theories and modifying them
accordingly to their assessment practices, considering authentic language use and being
aware of assessment dilemmas. She has also indicated that all these characteristics are
individualized within teachers’ own language teaching context. In another research,
Inbar-Lourie (2017) has exemplified the importance of language in LAL by means of
the Common European Framework of Reference (CEFR). CEFR integrates teaching and
assessment in language education, and thus, has recommended alternative forms of
language assessment such as portfolio and self-assessment. Therefore, in a way, CEFR
can be assumed to contribute to LAL.

Likewise, Giraldo (2018) has supported the claim that language component
should be underlined while discussing the competencies of language assessment literate
teachers because language itself - its knowledge, use, and pedagogy- differentiates LAL
from general AL characteristics. He has constructed a comprehensive list of LAL
characteristics by expanding Davies’ (2008) components of LAL, and he has suggested
a total of sixty-six features considering three-dimensional structure of LAL as
knowledge, skills and principles (see Giraldo, 2018, Table.1l, p. 188 for more
information). He has tried to emphasize the element of language nearly in all sub-
competencies of language assessment literate teachers in his list. Therefore, it can be
inferred that Giraldo (2018) has presented a comprehensive and detailed list of LAL
characteristics.

As a conclusion, it is apparent that characteristics of assessment literate teachers
are relatively common. But it should be noted that other categories highlighting the
component of language have also been added in terms of language education thanks to
the research conducted within the scope of LAL.

Purpose of the Review

LAL is considered to be an important element in foreign language education,
and the research into this field has just commenced as Fulcher (2012) has asserted.
There have been recent attempts to define this concept, to develop related framework, to
identify the characteristics or to review the existing literature through mostly a
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theoretical or conceptual point of view (e.g. Inbar-Lourie, 2013a; Popham, 2009;
Rogier, 2014; Taylor, 2009). Yet, there are few empirical research studies investigating
this concept from the perspective of teaching context (in-service vs pre-service) in the
literature. Therefore, the major concern of this systematic review is to provide an
overview of the research studies conducted with in-service and pre-service English
language teachers in the context of foreign countries where English language is taught
as a foreign language. To explore recent trends in LAL within the scope of context can
shed light on what is known, what is done, what needs to be done to improve, what the
gaps or challenges are, how the concept is practiced in classrooms and what can be
recommended as implications in education regarding the concept of LAL.

All in all, the current systematic review firstly aims to introduce the concept of
LAL by discussing its definitions, characteristics, components and importance in
foreign language education by means of the studies conducted in the section ‘LAL: The
Conceptual Framework’. Then, specifically, this article focuses on the research studies
carried out in EFL contexts both with in-service and pre-service teachers between 2014-
January and 2018-June (the last five years) in order to present a review of current state
of LAL in such contexts at the teacher level by showing not only conceptual but also
practical side of LAL. Lastly, this paper has the purpose of summarizing and
synthesizing the most up-to-date research on LAL within foreign language education so
as to provide insights into future directions and implications for further study.

Method

The present study employs systematic review as the research methodology. It is
because it aims to explore the concept of LAL within English language teaching
contexts including both in-service and pre-service educational environments in order to
determine the current place of LAL within these contexts, and also to make implications
for future studies.

Systematic review basically refers to review relevant literature in a particular
field of study in a systematic process as comprehensive as possible to make meaning of
information and contribution to the addressed questions or problems (Petticrew &
Roberts, 2006). It is based on a specific problem or question to review the related
literature systematically rather than just summarizing it (Petticrew & Roberts, 2006). It
should be noted that although systematic review is used interchangeably with the terms
research synthesis or research review and sometimes with meta-analysis or meta-
synthesis, there is not a general agreement how they are different (Copper, Hedges, &
Valentine, 2010).

Systematic review is mostly utilized “when a general overall picture of the
evidence in a topic area is needed to direct future research efforts” (Petticrew &
Roberts, 2006, p. 21) including quantitative, qualitative or any other eligible research
studies as in the present study; and thus, it does not have to be only quantitative (as in
meta-analysis) or qualitative (as in meta-synthesis) research. Its systematicity comes
from the procedure used as a step-by-step process to review the literature and
accordingly, to provide an overview by means of synthesizing the studies to enlighten
the addressed topic. According to Petticrew and Roberts (2006), systematic review
includes the steps of formulating question, problem, hypothesis or topic needed to be
searched, determining the eligibility criteria as inclusion and exclusion criteria,
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literature search through databases, and synthesizing evidence by means of narrative
synthesis. In narrative synthesis, the organization and description of studies, the analysis
of the findings, and the synthesis of the findings are carried out (Petticrew & Roberts,
2006). Therefore, certain steps were performed while organizing the content of this
systematic review.

The Procedure of the Present Systematic Review

This systematic review utilizes some steps to review the relevant literature in
line with the study purpose considering Petticrew and Roberts’ (2006) proposed
process.

First of all, the relevant research about language assessment literacy was
investigated. To do so, certain well-known electronic databases specifically about
education (ERIC, EBSCO and Google Scholar) were utilized. It should be noted that
ERIC was a part of EBSCO while searching. Additionally, a national database called
DergiPark/lULAKBIM, a Turkish database, was included because some articles could
not be found via mentioned databases though Turkey has an EFL context.

Secondly, the keyword ‘“language assessment literacy” was used with and
without quotation marks to do the preliminary search. That keyword was applied to all
sections such as abstract, keywords, content and title of the studies.

In the third step, some criteria (inclusion and exclusion criteria) were employed
according to the purpose of this study to determine and choose relevant research studies.
Those criteria could be specified as: Only accessible studies that were written in English
language were considered. The category of education was selected. The most recent
research about LAL was determined by putting check between the years 2014-January
and 2018-June so that last 5 years of research would appear. Only peer-reviewed
empirical articles were taken into consideration because one of the aims of this review
was to show the place of LAL within practice. Therefore, books, book chapters, book
reviews, reviews of literature, theoretical/review articles, conference papers and
proceedings, theses/dissertations were excluded. Besides, topic relevancy (language
assessment literacy) was concerned; that is, the studies with reading and writing skills
used to describe merely literacy without assessment focus were not thought for this
review. The articles of only teacher focused LAL were included since EFL teachers are
the main stakeholders of language assessment, and teachers’ background contexts were
taken into account as pre-service and in-service teaching contexts. It should be
underlined that only English subject matter as a foreign language was considered. All
types of research designs such as qualitative, quantitative and mixed-methods designs
were welcomed. Overlapping articles within the databases were also removed.

As a fourth step, the organization and exclusion of articles were carried out by
two authors of this study. Accordingly, the articles which suited to the criteria (only
English language based, teacher-focused, empirical, not review, consisting of pre-
service and in-service teaching contexts, the most up-to-date) were selected and
examined according to the determined eligibility criteria. In the first search, there were
758 articles regardless of the criteria (EBSCO: 135, ERIC: 34, Dergipark: 351; Google
Scholar: 238); there were overlapping ones and some articles without the scope in this
number, as well. After the elimination, the rest was 21 empirical research articles all of
which were suitable to the selection criteria.
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Finally, these suitable articles about EFL teachers’ LAL within pre-service and
in-service teaching contexts were evaluated in order to show the current state of LAL in
ELT as well as to provide future directions about the topic by means of narrative
synthesis under the themes in-service and pre-service EFL teaching contexts.

The Profile of the Research Articles Included

The research articles reviewed in this paper are made up of 21 empirical studies
conducted in the last 5 years. The distribution of the articles across the publication years
can be seen in Table 1. In the last two years, there has been an expansion of empirical
articles within LAL research. Thereupon, it can be inferred that rather than writing only
review or conceptual articles, researchers have begun to investigate LAL in practice. On
the other hand, the studies conducted in in-service EFL context (f=17) outnumbered the
studies in pre-service context (f=4). Therefore, there is a research gap in terms of the
studies in pre-service EFL contexts where the development of LAL begins, so it is a
critical stage.

Table 1

The Distribution of Research Articles across Publication Years (2014-January & 2018-
June)

EFL In-service Context EFL Pre-service Context
Year Foreign* Turkish Foreign Turkish Total
2018 2 2 - 1 5
2017 5 2 - - 7
2016 1 2 1 - 4
2015 2 - - 1 3
2014 1 - - 2
11 6 2 2
Total 17 ) ’1

*Foreign refers to the countries which have an EFL context other than Turkey such as China,
Colombia and the like in order to show the comparison.

As for the features of the articles, they were outlined in Table 2. When this table
is scrutinized, it can be seen that most researchers have preferred qualitative research
designs (f=12). It can be assumed that more different research designs may be
complementary to enlighten the issue of LAL from different perspectives. In addition,
more different research tools can Dbe utilized because interviews and
questionnaires/surveys were dominant.

Table 2
The Features of LAL Research Articles between 2014-January and 2018-June
Author(s)/Year Type Context Participants/Instruments
1 Giraldo Aristizabal action in-service EFL 60 teachers
(2018) research (Colombia) questionnaire, interview, document
Yan, Zhang & Fan L in-service EFL 3 EFL teachers
2 qualitative . ) .
(2018) (China) interview
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10

11

12

13

14

15

16

17

18

19

H. Xu (2017)

Tsagari & Vogt
(2017)

Y. Xu & Brown
(2017)

Sellan (2017)

Baker & Riches
(2018)

Y. Xu (2016)

Hakim (2015)

Jannati (2015)

Vogt & Tsagari
(2014)

Yastibas & Takkac

(2018a)

Yastibas & Takkac

(2018b)

Mede & Atay
(2017)

0z & Atay (2017)

Tuzcu-Eken (2016)

Buyukkarci (2016)

Viengasang (2016)

Lam (2014)

longitudinal
(3 years)

qualitative

quantitative

qualitative

qualitative

qualitative

quantitative

qualitative

mixed

qualitative

qualitative

mixed

qualitative

qualitative

quantitative

mixed

qualitative

in-service EFL-
novice

(China)
in-service EFL
(Cyprus,
Germany,
Greece)

in-service EFL
(China)

in-service EFL
(Singapore)

in-service EFL
training

(Haiti)
in-service EFL
(China)

in-service EFL
(Saudi Arabia)

in-service EFL
(Iran)

in-service EFL
(EU countries)

in-service EFL
(Turkey)

in-service EFL
(Turkey)

in-service EFL
(Turkey)

in-service EFL
(Turkey)

in-service EFL
(Turkey)

in-service EFL
(Turkey)

pre-service ELT
(Thailand)

pre-service ELT
(Hong Kong)

4 novice teachers

observation, interview, field notes,
journal writing

63 teachers
interview

891 teachers
questionnaire, survey

8 teachers

documents, interview, stimulated
recall, observation

120 teachers
feedback, critiques, survey, interview

20 teachers
lesson plans, interviews

30 instructors
survey

18 instructors
interview

7 countries
questionnaire: 853
interview: 63

8 instructors
think-aloud protocols

8 instructors

interview, focus group

350 instructors
questionnaire, focus group

12 instructors
interview

5 teachers & 15 students
interview

32 teachers
survey

46 undergraduates at practicum
survey, interview

5 teacher education institutions

program and government documents,
interview, student assessment tasks,
teaching evaluation
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-Servi 49 undergraduates
20  Komur (2018) qualitative pre-service ELT g ]
(Turkey) open-ended questions

. ) pre-service ELT 124 undergraduates
21 Hatipoglu (2015) mixed . .
(Turkey) survey, interview

As a conclusion, there have been noteworthy attempts in the literature to
investigate the concept of LAL within foreign language education contexts.

Findings

Empirical research articles about EFL teachers’ LAL were analyzed in terms of
their teaching contexts (in-service vs pre-service). It is because teaching context is
considered to affect and shape all the assessment practices and knowledge of language
teachers. The concept of context includes learners’ characteristics and needs,
teaching/learning goals, teachers’ experience in assessment, teachers’ own beliefs,
resources, training phase and the like within foreign language education. Therefore, this
review has divided findings into two sections: In-service context and pre-service
context.

In-service EFL Context of LAL Research

This section of the present review is mainly about the recent studies carried out
within in-service EFL context regarding LAL. Specifically, it illustrates what
researchers have investigated in terms of EFL teachers’ language assessment, whether
EFL teachers who are working in schools or at universities are language assessment
literate, what kind of variables have an impact on their LAL, and whether they need
training on language assessment or not.

To begin with, Giraldo Aristizabal (2018) investigated the assessment beliefs
and practices of English language instructors working at a language institute in
Colombia while designing an achievement test. He carried out his research as a part of
action research which aimed to develop LAL of in-service EFL teachers. 60 EFL
teachers participated in the study. Since that part of the research was qualitative-
oriented, questionnaires, interviews and documents were the primary data collection
tools. The researcher used a priori coding system in order to analyze the data. The
analysis yielded that the participant teachers believed tests should have basic qualities
such as validity and reliability while they reported that not all qualities were reflected in
the practices. They also indicated that designing a test as a part of their training was
useful for their professional development.

Yan, Zhang, and Fan (2018), however, focused on contextual and experiential
factors in the development of LAL. That is, they designed their study in order to
evaluate how such factors interact with each other to enhance LAL. 3 EFL teachers
from middle school in China were interviewed with five questions regarding their
experiences in assessment practices in terms of their working context. The analysis was
conducted through an inductive approach with five categories as assessment context,
assessment training experience, assessment practice, assessment knowledge and
assessment training needs. The findings revealed a separate LAL profile of teachers in
which the effect of context was found. The participants also needed more training in
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assessment practice rather than assessment knowledge. In this sense, the results showed
that their theoretical knowledge was mostly formed through their practices and working
contexts. Thus, teachers had fine opinions about assessment issues due to their
practices.

In a similar vein, Xu (2017) explored the development of LAL of novice EFL
teachers. He carried out a three-year-longitudinal study with 4 EFL teachers in China.
He collected qualitative data with the help of different techniques such as classroom
observation, interview, journal entries and fieldnotes. As a result of his analysis of 3-
year-development, he found three stages: The first stage was learning and applying
practical assessment techniques; the second stage was connecting assessment to
teaching goals; the third stage was the transition from planned assessment to more
improvised formative assessment. Those stages reflected the participants’ progress in
their language assessment practices. The researcher also emphasized that improvised
assessment may be the sign of LAL development.

Tsagari and Vogt (2017) concentrated on the qualitative part of their study
conducted across seven European countries in 2014 in order to discuss perceived levels
of LAL as well as training needs of in-service EFL teachers. However, the researchers
took only three countries; namely, Cyprus, Germany, and Greece, for that part of the
study. Thus, they conducted interviews with 63 EFL teachers from primary or
secondary school context. Teaching experience of the participants ranged from two to
thirty-four years. The interview findings indicated that nearly all the teachers still
utilized pen-and-paper tests and traditional assessment tasks but did not use
standardized tests; they preferred classroom testing. Furthermore, teachers reported that
they knew alternative assessment tools but did not use in their classroom practices. The
participants also mentioned they received language assessment training but found it not
very useful because their LAL seemed to improve during working professionally.
However, they were not successful enough to determine what they need as assessment
training or what they need to enhance their LAL levels. So, the researchers argued that
the sample was not at a sufficient level in terms of LAL, which indicated that language
assessment training in teacher education was not adequate. They also commented that
language assessment practices of EFL teachers were not much developed.

Likewise, Xu and Brown (2017) intended to investigate EFL teachers’ levels of
LAL and the impact of demographic variables on their assessment performances.
Therefore, they applied an adapted version of teacher assessment literacy questionnaire
surveys consisting of assessment scenarios and also items related to demographic
information. The sample was made up of 891 EFL teachers working at universities from
seven regions of China. The results of the surveys revealed that demographic variables
did not influence the levels of LAL, i.e. teaching experience did not affect assessment
decisions or performances much. Besides, the levels of LAL were at the moderate level.
Therefore, the researchers recommended that the concept of LAL and its measurement
should be contextually grounded so that it can reflect the assessment contexts where
teachers work.

Unlike other studies, Sellan (2017) focused on a new language assessment
paradigm introduced in Singapore as a part of educational policy. That was Integrated
Program which aimed to stimulate teacher-based classroom assessment practices to
enhance language learning while delimitating traditional exams. Thus, the study was
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based on EFL teachers’ formative assessment and how such assessment was helpful in
language learning. 8 high school EFL teachers were interviewed three times: in the
beginning, in the middle, in the end. Lesson observations, policy documents and paper
marking practices were also evaluated. The analysis of all the data collected yielded that
EFL teachers not only improved in terms of language related issues such as knowledge,
genre, culture and authenticity but also performed better assessment techniques in line
with their expanded language improvement. In this way, teachers stated that they could
more easily and successfully respond to the needs of language learners.

From the perspective of in-service training, Baker and Riches (2018) designed a
one-week-workshop so as to improve the participants’ levels of LAL in Haiti. Hence,
they examined the development of LAL from the views of two stakeholders: EFL
teachers and facilitators. 120 EFL teachers were working in high schools and did not
take an assessment training before. During language assessment workshop, the
researchers collected teachers’ feedback on draft exams as well as their critiques of
national exams. They also conducted surveys and interviews with the sample. They
found that both types of participants developed positively in language assessment.
However, they had challenges in decision-making phase while collaboratively studied
with facilitators, but the researchers compromised with teachers more easily, which
showed that teachers were more open to development.

On the other hand, Xu (2016) was motivated by the problem that was not much
explored: how teachers planned their assessment practices. The findings for this
problem would also show the development level of LAL. So, she run qualitative
analyses of EFL teachers’ lesson plans and additionally, conducted interviews with 20
university teachers in China. As a consequence of her analysis, it was found that
teachers obviously added assessment components such as objectives in their plans but
did not match learning objectives with their assessment practices. Teachers also did not
utilize rubrics for performance assessment. The researcher concluded that EFL teachers’
assessment was much more intuitive and governed by their instruction rather than
clearly planned.

Considering the relationship between experience and assessment, Hakim (2015)
explored the perceptions of EFL teachers in line with their experiences in assessment in
order to reveal the level of awareness and ideology regarding LAL. She developed a
questionnaire related to language assessment perceptions and 30 language instructors
working in English Language Institute in Saudi Arabia responded. The questionnaire
responses showed that the participants had the knowledge of assessment techniques and
their use but were not able to put that knowledge into practice. Therefore, teaching
experience did not affect their assessment practices, but affected only understanding of
assessment components or testing plan.

In the same vein, Jannati (2015) focused on the perceptions and practices of in-
service English language teachers about assessment. Her study included 18 English
language instructors who were divided into three groups with regard to their teaching
experience from low to highly experienced. The findings from interviews indicated that
the instructors were familiar with general concepts and terminologies of assessment.
Nevertheless, teaching experience did not influence instructors’ perceptions of
assessment. So, though they had the knowledge of assessment, which was their
assessment literacy, they were not able to use that literacy in their teaching practices.
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Pointing to training needs, Vogt and Tsagari (2014) investigated the levels of
EFL teachers’ LAL and whether they needed training in assessment across seven
European countries (Cyprus, Macedonia, Germany, Greece, Italy, Poland, Turkey) by
means of questionnaires. As mentioned in the previous parts, the researchers did the
same study but divided it into two parts as qualitative in 2017 and quantitative in 2014.
Consequently, that study was the quantitative part of their research. The researchers
found that teachers needed training in language assessment though they were working
professionally. It is because local needs of educational contexts were different, and their
knowledge of assessment could not be adequate to assess language learners in practice.
Therefore, the researchers highlighted that pre-service teacher education is important in
providing a good model of language assessment training.

Considering Turkish in-service context, Yastibas and Takkac (2018a) were
interested in how EFL instructors decided what to assess and how to assess. In this way,
they aimed to show how teachers’ LAL would be reflected in their practices. Therefore,
they made 8 EFL instructors from a Turkish university prepare and design language
tests for different language skills and areas. They utilized think-aloud protocols with
which they tried to illustrate the process of planning assessment. The findings indicated
that the participants prepared language tests according to the progress of their students
and the material used as coursebook. Therefore, all the assessment was structured in line
with students and coursebook. The sample also reported that language tests had a
positive washback on students learning.

In another study, Yastibas and Takkac (2018b) investigated how EFL teachers
developed their LAL while working as language instructors at university in Turkey. In
their study, 8 EFL instructors were individually interviewed and also were included in
focus group discussion about their language assessment conceptions and experiences.
The researchers shaped the findings in three dimensions: previous assessment
experience, assessment training and self-improvement. It was found that teachers’
previous assessment experiences differed from each other, and thus, they held different
beliefs and conceptions about language assessment, which reflected their assessment
practices. Moreover, teachers’ pre-service assessment training was much more
influential in their development of LAL. Among those three dimensions, the most
prominent one was found as self-improvement because the participants reported that
while they had the chance to practice their assessment knowledge by preparing and
administering assessment procedures, they gained experience, which led to an
improvement in their LAL level. Hence, the researchers highlighted that language
assessment experience was an important factor in the improvement of LAL.

Mede and Atay (2017) were also concerned with the levels of LAL of EFL
teachers who were working at universities in Turkey. They designed their study to find
out training needs in language assessment practices. They collected relevant data by
means of a questionnaire and focus group interviews. 350 EFL instructors with more
than five years of teaching experience took part in the study. The findings indicated that
the whole sample needed training even in basic assessment techniques. The sample
stated that they were not able to prepare good language tests and provide feedback
according to the test results. They also mentioned that the construction of skill-based
language tests was difficult for them; they were only good at preparing vocabulary and
grammar tests. So, the researchers pointed out that the assessment training the sample
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received was not sufficient because it did not improve language assessment practices
except for grammar and vocabulary testing.

In addition, Oz and Atay (2017) focused on in-class language assessment
perceptions of Turkish EFL instructors. They investigated teachers’ reflections,
knowledge, practices and experiences with respect to language assessment through their
perceptions. 12 EFL instructors were interviewed and they expressed that they had
much knowledge about language assessment. But it was problematic when teachers
tried to apply that knowledge into their assessment skills, which indicated that LAL
could not be reflected in classroom assessment well. Their teaching experience also was
not very helpful in improving LAL in practice.

From a different point of view, Tuzcu-Eken (2016) addressed the problems of
testing and obstacles encountered within vocational school context in the
implementation of assessment. To investigate those issues, she conducted interviews
with 5 Turkish EFL teachers about their views on testing and what kind of problems
they came across while assessing language learners. She also put emphasis on students’
opinions in the process; therefore, she carried out focus group interviews with 15
students. While students were found to have lack of motivation since their main goal
was to pass the course, teachers reported that they tried their best to employ different
language assessment techniques despite certain barriers. The problems mentioned
comprised of physical conditions such as lack of technological tools, crowded classes
and not administering listening and speaking assessments properly due to class size.
Though teachers believed they were somewhat language assessment literate, they could
not reflect their literacy into their contexts, which shows that external factors hindered
applying appropriate and comprehensive language assessments.

Buyukkarci (2016), however, carried out his research in order to find out the
levels of LAL of Turkish EFL teachers working in primary, secondary and tertiary
education. He also explored whether teaching experience and post-graduate education
led to a difference in teachers” LAL. 32 EFL teachers responded to a survey of
assessment literacy. The results yielded low levels of LAL, which indicated that
teachers’ LAL did not improve much. Furthermore, both teaching experience and doing
post-graduate education did not contribute to the development of the participants” LAL.
All those results produced the interpretations that pre-service training, in-service
teaching experience and post-graduate training were not really helpful in enhancing
LAL,; so, teachers needed satisfactory language assessment training.

Pre-service EFL Context of LAL Research

This section of the current review is based on the most up-to-date language
assessment studies conducted with pre-service EFL teachers who would be teachers at
the end of their teacher training. Essentially, it depicts language assessment training of
prospective EFL teachers, to what extent they are language assessment literate, what
kind of variables have an impact on their LAL during their teacher education, and
whether the training was useful or not. By addressing those questions, the researchers
have sought the ways to improve LAL of pre-service teachers. However, it should be
noted that in recent years, there are not many studies interested in pre-service context
compared to in-service context.
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To start with, Viengsang (2016) carried out her study in order to investigate how
assessment literacy was understood, the effect of previous training, and practices in the
practicum, the needs and problems regarding assessment. She was concerned with pre-
service language assessment training context, and hence, 46 EFL teacher candidates
doing their teaching practice in Thailand took part in the study. The sample firstly
responded to a questionnaire and then, 5 of them were interviewed. The results showed
that though the sample was trained, and had the knowledge of language assessment,
they were not able to reflect that knowledge to their classrooms. Hence, a gap was
revealed between theoretical side and practical side of language assessment course
taken in training process.

Differently, Lam (2014) designed a comprehensive research which aimed to
explore the overall language assessment training programs offered in five Hong Kong
English language teacher education institutions. More specifically, whether such
programs were facilitative or debilitative in the development of teachers’ language
assessment literacy was investigated. A survey of the programs and government
documents, interviews with selected pre-service teachers and instructors, the evaluation
of students’ assessment tasks, and the evaluation of assessment courses were utilized to
investigate the effect of the programs. Five main themes were reported: the assessment
courses in the programs were not effective in enhancing LAL; the application of LAL in
real classroom contexts was limited; there was a lack of training in administering
assessments of both classroom-based and large-scale; the experiences of the participants
in the course were varied, either being positive or negative; the perceptions related
assessment was examination-oriented due to their exam-oriented culture. Therefore, in
general, the assessment courses were not as effective as expected in developing LAL of
pre-service language teachers.

In terms of Turkish pre-service context, Komur (2018) based his research on the
awareness and readiness in terms of language assessment. So, he explored Turkish pre-
service EFL teachers’ knowledge about testing and also questioned whether the content
of their assessment training course was sufficient or not in responding to their language
assessment needs. 49 senior undergraduates who were prospective EFL teachers
answered four open-ended questions. The analysis of their responses yielded that most
of the participants were aware of recent developments in ELT field but needed more
training on practical techniques of assessment corresponding to the latest innovation in
ELT. Therefore, they perceived themselves not qualified enough to conduct an
appropriate language assessment despite their expanded knowledge of theories of
testing.

Similarly, Hatipoglu (2015) carried out a three-year-long research in order to
explore the needs of pre-service EFL students regarding language assessment and
testing. She collected needs analysis surveys and interviews from 124 undergraduate
students of ELT. The findings indicated that local needs, contexts, and students’
previous experiences with assessment had an impact on students’ beliefs about English
language testing and evaluation training, and one single course was not enough because
the students had limited knowledge in language testing and assessment. Therefore, she
concluded that the content of the course required changes in order for better training in
language assessment.
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Discussion and Conclusion

In this section, the interpretive systematic review of the literature and current
research studies carried out about LAL have been summarized, synthesized, and also
criticized in terms of missing points. Moreover, implications for further practice and
research; that is, future directions, have been recommended. Hence, the past, present
and future of LAL concept have been illustrated.

The effects of LAL have been recognized when the importance of the
relationship between teaching and language assessment is acknowledged. It is because
assessment is one of the helpful ways in evaluating the quality of education. However,
the concept of LAL research can be thought new compared to AL research (Zolfaghari
& Ahmadi, 2016). As a consequence of LAL research, there has been an increasing
interest to define what LAL is, to show how it is developed, to find what kind of
features it has and to illustrate how it is implemented in classrooms in order to
emphasize its role in foreign language education (Csépes, 2014).

As far as the conceptual side of LAL is taken into consideration, this concept has
been defined, conceptualized and characterized. Terminologically, LAL refers to the
familiarity with assessment procedures and effectively performing them in teaching
contexts. The definitions of LAL provided up to this time have had common aspects
such as teachers’ knowledge, skills, principles, contexts, procedures and understanding
of language assessment within the perspective of language teaching education (e.g.
Davies, 2008; Fulcher, 2012; Inbar-Lourie, 2008). Nonetheless, it is clear that more
research into this multi-layered concept is needed because only one stakeholder
(teacher) has been studied mostly, and less attention has been given to the importance of
different language contexts such as in-service and pre-service teachers, other
stakeholders or cultural issues as well as the ethics in language assessment. Therefore,
by taking into account these features, other definitions of LAL might be formed
covering all the possible layers of language assessment or different definitions
according to different stakeholders apart from Taylor’s (2013) model and contexts for a
better understanding of this concept. When components or dimensions of LAL are
considered, there have been valuable attempts with regard to these in the literature. For
instance, Davies (2008), Fulcher (2012), Inbar-Lourie (2008), and Taylor (2013) have
portrayed the dimensions of LAL according to their definitions or understandings. It can
be deduced that LAL possesses more or less the same components or dimensions with
different classifications such as knowledge, process, skills, principles, abilities and
contexts. However, Davies’ (2008) classification of LAL as knowledge, skills and
principles has been appreciated much more in educational contexts. On the other hand,
the challenge here is to show how LAL components can be operationalized in language
teaching practices. For example, Fulcher (2012) has tried to construct a working
definition of LAL by doing research with in-service foreign language teachers. Yet, it is
better that theory and practice of LAL should be thought together for different contexts
as well as for different stakeholders. In addition to these, the researchers have
characterized what kind of features make language teachers assessment literate. Most of
them have indicated common characteristics such as being aware of what sound and
unsound assessment is, knowledge of assessment theory and pedagogical ways to
perform it, ability to match learning outcomes with assessment processes, applying
appropriate language assessment tools and so on (e.g. Huang & He, 2016; Inbar-Lourie,
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2013b; Khadijeh & Amir, 2015; Rogier, 2014). On the other hand, while some
researchers have stated the characteristics of LAL could be valid for all the stakeholders
concerned in assessment, some others have stressed that for each stakeholder or
academic discipline, characteristics may differ and thus, such characteristics can be
taken into consideration. For aforementioned reasons, research into this gap can be
useful for educational concerns to develop a deeper understanding of LAL. Besides, the
feature of ethics has not been highlighted much; therefore, the ethical side of LAL can
be studied in order to contribute to the conceptualization of LAL.

In terms of the research executed about LAL, it is apparent that there are several
reviews, theoretical or conceptual studies in the literature. But there is not much
exploration about how LAL can be operationalized in foreign language
teaching/learning contexts or how it can differ between pre-service and in-service EFL
teachers. Therefore, much empirical research is needed to enlighten the concept of LAL
as in Fulcher’s (2012) study in which both theory and practice of LAL have been
investigated. In other words, doing research to construct theory or conceptualization is
required instead of discussing LAL in its own. In addition, the outline of studies has
yielded that the number of qualitative studies is greater than the other research designs,
and interviews as the data collection instrument are dominant. For that reason, various
research designs and instruments can be employed so as to clarify and interpret the
meaning and implementation of LAL better.

As previously stated, this review covers the empirical research of LAL
performed in in-service and pre-service foreign language education contexts between
the years of 2014-January and 2018-June. From this perspective, it can be seen that
there are more studies with in-service EFL teachers than pre-service EFL teachers.

With regard to in-service EFL teacher context, most of the studies have
concluded that the levels of EFL teachers’ LAL were low and thus, they needed
language assessment training (e.g. Buyukkarci, 2016; Mede & Atay, 2017; Tsagari &
Vogt, 2017; Vogt & Tsagari, 2014; Yan, Zhang & Fan, 2018). This training can be a
complementary in-service training. From this point of view, Giraldo Aristizabal (2018)
and Baker and Riches (2018) found positive effects of workshops regarding language
assessment on teachers’ development of LAL. So, other in-service training sessions may
be designed if teacher education programs fall behind in this respect (Popham, 2009). In
a different way, the needs of training are considered as a sign of inadequate pre-service
teacher education. Therefore, remedial actions can be taken to improve the content of
language assessment courses in foreign language teacher education programs. If pre-
service EFL teachers took a good training on language assessment, they would be more
successful in their assessment practices as in Yastibas and Takkac’s (2018b) study in
which previous assessment courses affected the development of LAL in a positive way.
Even, if this kind of strategy were taken as a policy like in Sellan’s (2017) study,
training programs would produce more capable and devoted foreign language teachers
in terms of language assessment. In addition, some studies that have investigated the
effect of demographic variables and contextual issues have found that the context where
teachers work affects their assessment practices and sometimes, EFL teachers could not
respond to the needs of that context (e.g. Tuzcu-Eken, 2016; Vogt & Tsagari, 2014;
Yan, Zhang & Fan, 2018). On the other hand, most of demographic variables have not
influenced LAL. Specifically, researchers have focused on teaching experience but have
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not found a positive or facilitative effect in improving LAL of EFL teachers (e.g.
Buyukkarci, 2016; Hakim, 2015; Jannati, 2015; Oz & Atay, 2017; Xu & Brown, 2017).
It can be assumed that training and context are crucial factors whereas experience does
not make a difference in LAL enhancement. Finally, nearly all the studies with in-
service EFL teachers reviewed have revealed that teachers have some knowledge of
language assessment, but they are not able to put that knowledge into practice.
Accordingly, the practical side of language assessment should be highlighted.

Considering pre-service EFL teacher context, as noted before, there are not
many empirical studies in recent years. However, up-to-date research into this context
has shown that there is a gap between theory and practice of language assessment as
discussed by in-service EFL teachers. In other words, the finding of the research in the
last five years has indicated that prospective EFL teachers complained about the
emphasis put more on theory rather than practice (e.g. Komur, 2018; Viengsang, 2016).
Thus, a balance between theory and practice is required for better language assessment
training. For this goal, the training of LAL can encompass “an appropriate balance of
technical know-how, practical skills, theoretical knowledge, and understanding of
principles, but all firmly contextualized within a sound understanding of the role and
function of assessment within education and society” (Taylor, 2009, p. 27). In addition,
because of this kind of imbalance, EFL teacher candidates were found to have lower
levels of LAL (e.g. Komur, 2018). Likewise, the training courses on language
assessment in foreign language education have appeared to be ineffective in supporting
the development of LAL and the content of such courses have fallen short in equipping
their undergraduate students with necessary knowledge and skills required for good
practices of language assessment (e.g. Hatipoglu, 2015; Lam, 2014). All of these studies
have concluded that language assessment training programs in foreign language
education should be improved in order to provide a better education. It is because to
develop LAL of teacher candidates is believed to be a necessary component of foreign
language teacher training program (DeLuca & Klinger, 2010; Herrera & Macias, 2015).
For instance, the content of the programs may be revised and renewed according to the
needs of their attenders as well as the developments and changes in foreign language
education and assessment field. One of the points also attracting attention is prospective
EFL teachers’ inability to interpret assessment results (Lam, 2014). Therefore, the
training courses should equally give importance to all the required characteristics of
language assessment literate teachers. Besides, to focus on the needs of LAL training
might be useful to graduate qualified EFL teachers. With respect to this idea, it should
be emphasized that pre-service language teacher training is a critical phase in
developing teacher competencies such as language assessment. Thus, more research can
be carried out to show what may be done to improve LAL of teacher candidates and
how foreign language education programs might be shaped in line with such directions.

After all, this systematic review is an attempt to demonstrate the current place of
LAL, its importance in the literature, and strengths and weaknesses of studies conducted
in recent five years in terms of foreign language education context. It has also provided
some implications for practice and recommendations for further research. It is hoped
that this review has contributed to the LAL research field by discussing, summarizing,
synthetizing and suggesting. Furthermore, it is believed that this review reveals new
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perspectives regarding LAL. Still, researchers must carry on investigating LAL in order
to shed light on its hidden points.
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