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Abstract This paper reports on the results from a multiple-

case study of how EFL school teachers in China coped with

online assessment for 10 weeks caused by the Covid-19

pandemic. We looked into the online assessment practices

of seven teachers from seven regions of China, through

individual interview, teachers’ journals, instructional

designs for online teaching, and online classroom obser-

vation. The findings reveal that the participants went

through a transition from neglecting assessment to over-

doing assessment in their online teaching process. Whilst

they used a range of online assessment methods, they did

not systematically incorporate online assessment into their

online curricula. Analysis shows that this issue is most

likely to result from teachers’ lack of understanding of the

nature of online assessment as an intrinsic component of

curriculum and a major means of enhancing students’

learning. Implications will be discussed.

Keywords Online assessment � Online teaching �
Assessment literacy � EFL teacher � Covid-19

Introduction

Assessment refers to the activity of measuring learners’

‘achievement and progress in a learning process’ (Gikandi

et al., 2011, p. 2336). It is a core component of all kinds of

teaching and learning system in formal education (Benson,

2003). In an online learning environment, few would

contest that effective assessment is essential to teaching

and learning (Gaytan & McEwen, 2007). Online learning is

a form of distance learning enabled by the internet and/or

web-based technologies without requiring teachers and

learners to meet at the same place (Dabbagh & Bannan-

Ritland, 2005; Gikandi et al., 2011). The increased physical

distance makes it difficult for online instructors to monitor

students’ learning progress and to provide timely response

(Cheng et al., 2013). This requires online assessment to be

redesigned for the medium of online instruction, and the

primary purpose is to help students to achieve learning

goals set in an online curriculum (Akimov et al., 2018;

Robles & Braathen, 2002).

The design and implementation of assessment has been

a major challenge for instructors of online courses (Aki-

mov & Malin, 2020; Benson, 2003; Gaytan & McEwen,

2007), and the Covid-19 pandemic has magnified this issue.

Since the pandemic broke out in spring 2020, face-to-face

teaching has been suspended in more than 144 countries,

affecting about 1.2 billion students around the world

(UNESCO, 2020). Most of those students rely on online

courses to continue with learning, and many teachers have

to cope with the abrupt shift from offline to online teaching

(MacIntyre et al., 2020; Moser et al., 2020). In this paper,

we report on the findings of a multiple-case study that

investigated how Chinese EFL school teachers imple-

mented online assessment during the Covid-19 crisis. In the

field of teaching English as a second/foreign language
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(ESL/EFL), online instruction has become popular long

before the pandemic, and there is an increasing demand for

enhancing the quality of online assessment. Research on

online assessment in ESL/EFL courses mainly focus on

methods of assessment and students’ reactions (e.g. Ebadi

& Rahimi, 2019), and little research has examined the

nature of assessment from the perspective of curriculum

design. In our study, by analysing the challenges that EFL

teachers are faced with during the pandemic, we aim to

identify the inherent difficulties in their online assessment

literacy, particularly regarding ways in which they inte-

grate online assessment into online curriculum.

Online Assessment Practice: Objects, Methods,
and Utilisation

Generally speaking, the major purpose of assessment, in

both online and offline learning environments, is to collect

information about student learning progress and to enhance

teaching and learning (Speck, 2002; Stiggins & Chappuis,

2005). Based on existing literature, online assessment

practice can be conceptualised as having three major

components: objects, methods, and utilisation. In this sec-

tion, we define the three components based on a brief

review of literature.

Objects of Online Assessment

Objects of online assessment refer to the domains of

learning that is being assessed in an online assessment

event, summative or formative. According to existing

research, online assessment usually focuses on three

domains of learning: cognitive, behavioural, and affective

(Wei et al., 2021). The cognitive domain of learning

involves three aspects: the amount of knowledge learned

and the level of knowledge comprehension (Benson, 2003;

Challis, 2005); the application of higher-order thinking

skills used for processing taught knowledge, as well as

social learning skills such as collaborative learning (Ben-

son, 2003; Cheng et al., 2013); the level of cognitive

competence of a certain kind (Benson, 2003). The beha-

vioural domain of learning refers to visible learning

behaviour demonstrated in specific learning events and

throughout the learning process. For instance, in MOOCs,

learning behaviour includes the frequency of watching

video lectures, the number of posts in online discussion

forums, and the number of assignments completed and

submitted (Wei et al., 2021). Assessment of learning

behaviour can reveal students’ level of engagement in

learning, their strategies for coping with particular tasks,

and their behavioural patterns that may explain certain

learning outcomes (de Lima & Zorrilla, 2017; Lee, 2019).

The affective domain refers to students’ perceptions and

attitudes related to learning, including course satisfaction,

perceptions of learning experiences, and perceptions of

how certain learning experiences affect their confidence,

motivation, self-efficacy, sense of progress, and so on (Wei

et al., 2021). Most empirical research on online assessment

focuses on assessing the cognitive domain of learning,

discussing how certain assessment methods can accurately

reflect and effectively enhance cognitive learning outcomes

(e.g. Chang et al., 2011, 2014; Yu, 2014; Ng 2020). Whilst

the cognitive domain of learning is found to correlate with

learning in behavioural and affective domains (e.g. Jung &

Lee, 2018), it is not known how the three domains of

learning are dealt with in frontline teachers’ online

assessment practice.

Methods of Online Assessment

Research on online assessment is mostly concerned with

the procedure and effects of particular assessment methods.

Methods of online assessment involve three elements:

evidence selected to reflect learning in certain domains,

tools for collecting evidence, and rubrics designed for

assessments. All kinds of assessment replies upon certain

observable evidence as the basis for instructors to make

inference about students’ learning (Oosterhof et al., 2008).

Most online assessment uses students’ written performance

as evidence, as demonstrated through online exams, in

virtual discussion boards, in portfolios, and by written

essays (e.g. Cheng et al., 2013; Gikandi et al., 2011; Robles

& Braathen, 2002; Rovai, 2000). Some online assessment

also examines students’ oral performance, through oral

examinations and video presentations (e.g. Akimov &

Malin, 2020; Fluck, 2019). A range of tools are used for

collecting and displaying evidence for online assessment,

including web-based testing software, internet-based audio

and video platforms, electronic portfolio software, and

other digital tools like Google docs and other word-pro-

cessing software (e.g. Ebadi & Rahimi, 2019; Fluck, 2019;

Hricko & Howell, 2006; Moffitt et al., 2020). Based on

evidence collected, instructors also need to follow certain

rubrics to conduct assessment. Researchers are highly

aware that clear rubrics are essential for assessment

activities (Gaytan & WcEwen, 2007; Wei et al., 2021), and

some studies have specified generic criteria for assessing

certain types of student performance (e.g. Burch, 1999;

Chang et al., 2011). Little research has investigated the

extent to which assessment methods and rubrics are

intentionally designed in relation to specific learning goals

in frontline teachers’ online assessment practice.
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Utilisation of Online Assessment

Utilisation of online assessment refers to how assessment

results are used to facilitate students’ learning, including

how feedback is provided and how teaching plans are

adjusted to respond to students’ learning issues. Feedback

is widely acknowledged as a core component of online

formative assessment and an indispensable means of unit-

ing assessment, teaching, and learning (Gaytan & McE-

wen, 2007; Gikandi et al., 2011). Insufficient research,

however, is found to investigate how online assessment

results are used by frontline teachers, particularly the

extent to which they are used as an integrated part of an

online curriculum.

Overall, researchers are well aware that the alignment

between assessment, teaching, and learning is crucial if an

online course is to effectively enhance students’ learning

(Gikandi et al., 2011), but few studies have investigated

frontline teachers’ assessment practice in online settings

regarding such alignment. In this paper, we report on a

study that investigated into how EFL school teachers in

China conducted online assessment during the Covid-19

pandemic. By analysing the objects and methods of their

online assessment, as well as ways in which they made use

of assessment results in their teaching, we hope to discover

the extent to which their online assessment was integrated

with learning goals. Our research question is: How did EFL

school teachers implement online assessment during the

Covid-19 pandemic?

Methodology

Design

To address the research question, we adopted a case study

design (Yin, 2009) to track the changes of participant

teachers’ online assessment practices in relation to the

development of online curriculum during the Covid-19

pandemic. Specifically, participants’ assessment practices

were examined and understood as changing social practice

situated in the individual online curriculum that each of

them designed and implemented. Therefore, the dataset

should first of all encompass data which depicted partici-

pants’ employment of assessment techniques and imple-

mentation of assessment-orientation activities (Xu, 2017).

Data that revealed the context of assessment practices and

that pertained to the dynamic relationship between

assessment and curriculum development should also be

collected and analysed.

Context and Participants

Normal teaching in the spring semester, which began in

late February 2020, was disrupted by the outbreak of the

Covid-19 pandemic. The epidemic initially broke out in

late January in China, and by the middle of February, i.e.

towards the end of winter vacation. Teaching was all

moved online for secondary and elementary schools until

mid-May to early June, depending on public health situa-

tions in different regions. Online teaching thus lasted for at

least 10 weeks, from late February to early May. Within

the duration of online teaching, we invited seven teachers

from seven regions of China to participate in the current

study to which they gave their formal consent as research

participants. None of them was our acquaintances, but as

we had common friends and colleagues, they were happy to

participate and willing to share their teaching experience.

All participants were senior high school EFL teachers with

15–20 years of teaching experience (Table 1). All names

are pseudonyms.

Data Collection

Data were collected via individual interview, teachers’

journals, instructional designs for online teaching, online

classroom observation, and other protocols. We conducted

interviews through online conferencing with each of the

participants in the first week of March, April, May, and

June, which totalled up to 28 interviews ranging from

31 min to 1 h 15 min. Although all the interviews focused

on teachers’ conceptions and practices of online teaching,

the questions that we asked each participant varied as we

tried to contextualise them, e.g. referring to situations

mentioned in a previous interview. Some examples of

interview questions are shown below:

Table 1 Vignettes of teacher participants

Name Gender Province/

City

Region Students’ grade

(year)

Fu Female Beijing Northern 10

Xin Female Liaoning North-

eastern

11

Qin Female Gansu North-

western

10

Ling Female Jiangsu Eastern 10

Jun Male Guangdong Southern 11

Zhou Female Fujian South-

eastern

11

Yu Female Chongqing South-

western

10
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What did you attach the greatest importance to when you

were making online classroom assessment?

What assessment methods did you use that were the

same or similar to those you had used before the

pandemic?

What methods were new then?

What difficulty, if any, did you experience as you

conducted online classroom assessment?

We also encouraged teachers to share their teaching jour-

nals, instructional designs, teaching manuals, students’

assignments, and teachers’ course plans related to online

teaching during the pandemic. When teachers began using

online conferencing services in March to deliver lessons

and to interact with their students, we observed some of

their online classes as well. Table 2 below shows a sum-

mary of the collected data.

Data Analysis

Data were collected in Chinese and then translated into

English when presented in this paper. Interview data were

transcribed before being included in the dataset to be fur-

ther analysed. We (the two authors) first analysed the data

individually and then compared and discussed our analyses

to reach consensus in data interpretation. In our first round

of data analysis, we identified events and statements that

were relevant to teachers’ conceptions and/or practices of

classroom assessment in online teaching. Then in the sec-

ond round of analysis, we coded the selected episodes and

excerpts according to their specific themes or contents. For

instance, teachers’ conceptions of assessment were coded

as ‘‘a regular check of students’ learning’’, ‘‘activity-based

testing’’, and so on; their assessment practices were

reflected in such codes as ‘‘implementing quizzes on lan-

guage points’’ and ‘‘organising online group work’’. The

third round of analysis focused on sorting out stages of

online teaching that were characterised by different kinds

of assessment practices. This was followed by the last

round of analysis which aimed to conceptualise the

complex dynamics of assessment in relation to the devel-

opment of online curriculum. Finally, we came up with a

set of themes that corresponded with the three important

aspects of classroom assessment: domain or object of

assessment, methods or tools of assessment, and utilisation

of assessment results. Interview data were primarily anal-

ysed by the second author, the tentative results of which

were checked by the first author and further discussed

between us for inter-coder agreement. As to data obtained

from other sources, we browsed them after analysis of the

interview data, and used them as a supplement to trian-

gulate with findings from interview data analysis, or to

raise issues that needed reconsideration when discrepancies

emerged between these data and interview data.

Findings

This section delineates the changes in teachers’ assessment

practices when their teaching was forced to move online

during the pandemic. Specifically, this section first shows,

as a background, how teachers responded to the needs of

online teaching in the very initial stage, and then presents

data that reveals the object or domain of teachers’ online

assessment, methods of such assessment, and how assess-

ment results were used in different stages of online

teaching.

Neglecting Assessment

When teachers were asked to prepare for teaching from

home for at least half a semester, they were most concerned

about how lessons should be delivered online. All teacher

participants were faced with the challenge of lesson

delivery as they had had little prior experience of teaching

online. They were not sure how to manage classroom

teaching or curriculum design in an online context. The

‘‘real teaching’’ they conceived was the design and

implementation of an online curriculum. With regard to

Table 2 Summary of data

Name Interviews Journals Instructional designs Classroom observations Other protocols

Fu 4 3 6 2 16

Xin 4 1 7 1 5

Qin 4 0 7 1 7

Ling 4 9 6 4 1

Jun 4 2 6 1 3

Zhou 4 1 6 2 2

Yu 4 2 7 1 2

Total 28 18 45 12 36
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this, many teachers primarily focused on the presentation

of language knowledge. The following extracts illustrate

ideas and practices that the teachers typically had at the

beginning of their online teaching:

I record videos showing my PPT slides and my

explanations of the language points in a voice-over

… I record each part of my lesson for a couple of

times, and select the best one to be uploaded …
(Zhou, interview in March)

The merits of my videos are their complete coverage

of various aspects of a language point … For exam-

ple, I can show my students all the synonyms of a

new word … Different kinds of attributive clauses

can be taught in one online lesson, which has to be

covered by two or even three offline lessons. (Qin,

interview in March)

The education authority has organised excellent

teachers to record lesson videos that are officially

broadcast. Students watch them on TV or on the

internet … These videos, each 15 mins or so, are

much shorter than a normal class of 45 mins. So I

record videos for my students with further explana-

tions of the language points covered in official

videos. (Jun, interview in March)

Teachers were creative in their efforts to lecture on lan-

guage points in online teaching: they enhanced the quality

of their lesson videos by multiple recordings, and they

provided students with more resources to increase their

language knowledge. However, the delivery of teaching

content, language knowledge in particular, seemed to be

the sole focus of their online curriculum design and

implementation. For instance, in Yu’s ‘‘Course Plan during

Covid-19’’, which was submitted to the school for review

and approval, she did not write anything about how to

assess students’ learning progress. In February and March,

we collected 17 instructional designs, and none of them

explicitly incorporated classroom assessment activities.

Assessing Learning Behaviours: ‘‘I Have

to Ascertain They are Online’’

Although teachers did not seem to explicitly incorporate

assessment in the curriculum, they did conduct assessment,

without much awareness though, as they tried to ensure that

their students were investing required efforts in and after

online class. Specifically, they attempted to detect beha-

viours that could be taken as evidence for students’

engagement in learning, as Yu said:

Today [in class] I suddenly felt the urge to check if all

of my students were listening to me attentively. I

made up a few questions that required but such short

responses as ‘‘yes’’ or ‘‘no’’ and randomly asked a

few of them to answer. I was astonished that none of

the first three students I asked gave me any response.

They did not even turn on their microphone, which

meant that they were not with me in class … I will

‘‘raid’’ the online classroom more often in such a

way, and see if they are still there. I have to ascertain

they are online. (Yu, journal on March 19)

Another participant also mentioned such attempts to assess

learners’ behaviours:

I have difficulty in making sure that the students do

their homework … I ask them each to take a photo of

their written assignment and post it in a Wechat

group … I don’t really check them [written assign-

ments] for the quality, I check the number of posts.

The first thing I need to know is that they do finish the

work. (Ling, interview in March)

These extracts show that in the early stage of online

teaching, teachers tried to collect evidence of students’

learning behaviours both in and after online class.

Normalising Assessment: ‘‘When Class is Regularly

Online, Assessment Should be as Normal

as Regular’’

Whilst teachers were engaged with making teaching con-

tents available online as well as detecting certain beha-

viours as evidence of their students’ engagement in

learning, they gradually realised that they were poorly

informed of students’ learning progress. They began to

perceive this problem towards the end of March when

online teaching had been on for 5–6 weeks:

Today it occurred to me that we haven’t had any test

so far … Normally, we would have a test every two

or three weeks to see who was improving and who

was falling behind. Test scores are an indispensable

measure of students’ progress … There is no way of

knowing this now. (Ling, journal on March 26)

A parent contacted me last week. She was eager to

know how her daughter went along in English

learning. I felt I was confronted with a dilemma:

should I say that I didn’t quite know, or should I say

that I was not supposed to know? Well, how should I

know? How should I know what I should have

known? (Jun, interview in April)

As can be seen, teachers realised the problem of lack of

assessment in their online teaching from a variety of

sources, such as teachers’ own reflective comparison

between now and past in terms of conventional assessment

practice and parents’ request for feedback. Obviously,
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students’ progress was what the teachers believed that they

‘‘should have known’’. However, as the curriculum was

hastily put online on a massive scale in China’s mainland

in spring, assessment seemed to have been excluded from

key considerations for a well-structured curriculum. As

they became aware of the problem, teachers began to

design and incorporate real assessment in the online

curriculum.

I’ve started to hold a short quiz towards the end of

each online class … I use a few PPT slides to present

8–10 fill-in-the-blank questions, each testing on a

new vocabulary item taught in class. The students

write their answers on a piece of paper, take a photo

of it, and send it to me via Wechat … I can then see

how well they have gained the language knowledge.

(Fu, interview in April)

I’ve asked students to record videos of oral presen-

tations … I write a few questions based on the

reading text. The students answer them without

referring to the text … I check their video recordings

the same way I checked their presentations in a

normal class. I record an audio message telling each

of them where they’ve got something wrong and the

like … I believe when class is regularly online,

assessment should be as normal as regular. (Yu,

interview in April)

It is obvious that teachers, in this stage of online teaching,

have already begun thinking about normalising classroom

assessment again as a regular part of teaching. In the pre-

vious stage when teaching was moved online in a hectic

manner, assessment on students’ learning was both tech-

nically hindered and pedagogically neglected. Fu made this

point even clearer in the June interview as she looked back:

What we can’t easily implement is more easily

noticed … When the whole stuff just began, we

couldn’t meet the students to lecture to them. Then

we went all out to lecture online … Then we noticed

another thing [i.e., assessment] that we can’t easily

implement. (Fu, interview in June)

In summary, having survived a transitional period, teachers

began conducting classroom assessment by means of

classroom quiz, oral presentation, etc., as they had been so

accustomed to, on their students’ language knowledge and

skills, which was closely related to the teaching objectives

of a particular lesson.

Overdoing Assessment: ‘‘We Need to Conduct

Assessment More Comprehensively’’

From the fifth or sixth week during the spring semester,

teachers began to incorporate various kinds of classroom

assessment in their online teaching. For instance, in Zhou’s

online class on April 20, we observed that she integrated

pre-recorded videos with online interaction. In each phase

of the lesson, she first played a video which presented and

elaborated language knowledge and then interacted with

her students using an online conferencing service, asking

students questions and guiding students to talk to each

other. At the end of each phase, she conducted a quiz of

multiple-choice questions or blank-filling that tested on

related language points. She asked all students to do the

quiz, but only asked some of them to present their answers,

based on which she gave her feedback. This shows that in

this stage, teachers have begun conducting assessment via a

greater variety of means.

Some teachers like Ling also incorporated a great

number of activities of self-assessment. She described how

she encouraged students to make self-assessment in her

teaching journal:

A self-assessment task will be given to students at the

end of each class, including self-ratings and reflec-

tions… Those who complete it on time will obtain 10

extra points. Those whose reflections are selected as

good examples to be posted will obtain another 10

extra points. (Ling, journal on May 15)

Teachers also encouraged or asked students to engage in

peer-assessment. For example, Yu asked students to work

in groups of three or four (via Wechat groups, a social

media app function) to evaluate each other’s written

assignments and provide corrective feedback (classroom

observation, May 8).

As can be seen, the teachers conducted a huge amount of

classroom assessment when they had realised its impor-

tance to the curriculum. Consequently, they seemed to

begin considering connecting their daily assessment prac-

tices to evaluating the effectiveness of the curriculum:

The nature of online teaching has changed into a

matter of check, check, check … I’m checking home

assignments and tests every day … We need to

conduct assessment more comprehensively, not more

repetitively. (Xin, interview in May)

I believe that students have spent too much time

doing tests. The school asks us teachers to include too

many tests. Many of them are a waste of students’

time … We should be more concerned about stu-

dents’ learning achievements. The many tests we

administer aren’t of sufficient help to inform us of

what the students have become of, or how they are

developing themselves. (Jun, interview in May)

As can be seen, the teachers seemed to have ambivalent

feelings towards assessment. On one hand, they regained

the initiative to conduct classroom assessment in a
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‘‘normal’’ way and, gradually, with a good variety of

techniques; on the other, they began to notice the limitation

of confining assessment to the teaching of individual les-

sons as well as that of ‘‘repetitive’’ assessment. They

became increasingly and intuitively aware of the impor-

tance of conducting assessment in a more ‘‘comprehen-

sive’’ way, i.e. conducting assessment to track and

understand students’ development at the curricular level.

Discussion

The findings reveal that, whilst the teacher participants

increased their awareness of the importance of online

assessment, online assessment was not organised system-

atically to facilitate teaching and learning. In other words,

assessment was separated from the online curricula. In this

section, we analyse three major issues underlying this

problem.

Online Assessment Separated From Learning Goals

The teacher participants did not consciously conceptualise

assessment as a means for enabling students to achieve

certain learning goals. Initially, the teachers only focused

on methods of lesson delivery without thinking of how to

conduct assessment. It was only during the fifth and sixth

weeks that they became aware of their lack of knowledge

about students’ learning progress. This indicates that they

did not regard assessment as an integrated part of cur-

riculum. For if they had, they would not have ‘‘forgotten’’

about assessment, as assessment was the only way for them

to understand students’ level and learning needs, and such

understanding should determine how teaching should be

designed to bridge the gap between students’ current level

and desired learning goals (Cheng et al., 2004).

Online Assessment with Unclear Objects

The teacher participants did not seem to have a clear

conception of what objects to focus on in their online

assessment. For instance, checking students’ completion of

assignments stood out as a major form of online assess-

ment, which was essentially an assessment of students’

learning behaviour. Whilst such assessment can reflect

students’ engagement in learning (Wei et al., 2021), it

cannot be used to identify students’ cognitive learning

progress. During the later stages of online teaching, it was

only when teachers became overwhelmed by the large

amount of work required for checking assignments that

they started to reflect upon what should determine the type

and amount of assessment. Underlying that question was

the root questions of what domains of learning should be

assessed and for what purposes. Without a clear answer to

those questions, it would be very difficult for teachers to

conceive effective assessment methods.

Online Assessment with No Systematic Planning

The teacher participants did not plan for assessment in

order to provide systematic support for students’ learning.

During the whole semester, the teachers shifted from

assessing learning behaviour, to measuring learning

achievements and then, to contemplating the nature of

assessment related to learning. Usually, from the perspec-

tive of curriculum planning, various forms of assessment

should be involved, such as diagnostic, summative, and

formative assessment, with each serving for a distinct

purpose (Benson, 2003; Hargreaves, 2007; Oosterhof et al.,

2008). Whilst the teacher participants did implement var-

ious forms of assessment, they did not seem to know when

to conduct what forms of assessment and for what pur-

poses. In other words, online assessment was not system-

atically planned.

Overall, while previous research shows that a vast

majority of frontline teachers lack assessment literacy in

offline teaching environment (e.g. Gu, 2014; Lam, 2015;

Xu & Brown, 2016), our study shows that teachers also

lack online assessment literacy, i.e. their transition from

neglecting assessment to overdoing assessment during the

Covid-19 pandemic demonstrated that they did not have

sufficient understanding of principles of effective online

assessment. Whilst it can be partly explained by the abrupt

shift to online teaching for which many teachers were not

fully prepared, it is also likely to result from teachers’

insufficient understanding of the nature of learning, of

assessment, and of the intrinsic link between the two, in an

integrated online curriculum. It was the lack of such

understanding that made it difficult for teachers to con-

ceptualise and resolve assessment issues that they intu-

itively noticed in their online teaching.

Conclusion and Implications

This study investigated Chinese EFL school teachers’

online assessment practices in relation to the development

of online curriculum during the Covid-19 pandemic, and

the findings reveal that online assessment was not sys-

tematically incorporated into online courses as an inherent

part of curriculum. Analysis shows that the challenges that

teachers faced with are most likely to result from their lack

of understanding of the nature of online assessment as an

intrinsic component of curriculum and a major means of

enhancing students’ learning. Pedagogically, this conclu-

sion implies that teachers need to better understand how
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assessment, teaching, and learning should be integrated in

an online curriculum. It also implies that more research is

needed for understanding what teachers think and do in

their online assessment practice. Meanwhile, it has been

recognised that assessment practice is situated in particular

social and institutional contexts (Scarino, 2013). Our study

has limitations in this regard. Methodologically, our con-

clusion may have restricted generalizability, as our data

were collected only from selected urban areas in China.

Future research can conduct similar investigations in less

well-off areas by taking into consideration the geographical

and economic disparity across China.

Besides, it has been recognised that EFL classes in

secondary schools in China are mostly oriented towards

high-stakes tests, and curriculum only plays a marginal role

in teaching and assessment practice (Qi, 2007). It is beyond

the scope of this paper to analyse the complications

involved and their implications for online teaching, and we

suggest that future research needs to analyse such social

and cultural factors in order to understand issues in

teachers’ online assessment practice and to identify possi-

bilities for resolving them.
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