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Annotation
This article examines key issues related to the implementation of criterion-based assessment in
evaluating the English language achievement and motivation of secondary school learners. The
study focuses on 20 fifth-grade students from Municipal State Institution “Secondary School
No. 19 of the Department of Education of the Aral District of the Education Administration of
Kyzylorda Region”. Criterion-based assessment (CBA), which emphasizes transparency,
objectivity, and clearly defined learning outcomes, has been widely introduced in Kazakhstani
schools as part of ongoing educational reforms. However, despite its methodological
advantages, challenges remain concerning its practical application, especially in foreign
language teaching.
The research employed a mixed-methods approach, combining diagnostic tests, observational
monitoring, motivation questionnaires, and analysis of students’ learning dynamics within one
academic term. Results revealed that CBA enhanced learners’ understanding of success criteria,
fostered greater responsibility for their learning, and improved formative learning feedback.
Students demonstrated higher engagement during speaking and vocabulary tasks when
assessment rubrics were explicitly explained.
Nevertheless, several problems were identified. First, students’ motivation was often influenced
by their understanding (or misunderstanding) of the descriptors. Some learners perceived the
criteria as overly complex, leading to anxiety during tasks requiring oral performance. Second,
teachers reported a significant increase in workload due to the necessity of preparing rubrics,
descriptors, and formative feedback for every task. Third, parents demonstrated insufficient
awareness of the CBA system, causing misunderstanding of their children’s progress indicators.
Overall, the study underscores that effective implementation of criterion-based assessment
requires ongoing methodological support for teachers, explicit instruction on success criteria for
students, and greater parental involvement. The findings contribute to discussions on improving
assessment literacy and ensuring that criterion-based systems truly enhance both achievement
and motivation in English language learning.
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Introduction

Education systems around the world continue to evolve toward more transparent, fair, and
student-centered approaches to assessing academic achievement. Over the last two decades,
criterion-based assessment (CBA) has emerged as one of the most effective methods for monitoring
students’ progress and supporting their learning development, particularly in the context of
competency-based education. Unlike traditional norm-referenced assessment, where learners are
compared to one another, CBA evaluates each student’s performance based on predefined learning
objectives, descriptors, and success criteria. This approach aligns assessment with instruction and
aims to ensure that every student clearly understands what is expected of them and how they can
improve. As a result, CBA is closely associated with learner autonomy, formative feedback, and
growth-oriented pedagogy.

In the context of English language learning, assessment plays an exceptionally important role.
English, as a global language, requires learners to develop communicative competence across
multiple domains, including speaking, listening, reading, and writing, as well as vocabulary and
grammar proficiency. These skills develop cumulatively, and their accurate assessment is essential
for guiding learners’ progress. For younger learners — such as fifth graders — assessment practices
influence not only their academic attainment but also their long-term motivation, attitudes toward
the subject, and self-confidence as language users. When criteria are transparent and tasks are
aligned with learning goals, students tend to feel more confident and engaged, which positively
impacts learning outcomes. However, when criteria are unclear or overly complex, assessment can
become a source of anxiety, confusion, and reduced motivation.

Kazakhstan’s educational system has undergone substantial modernization in recent years,
including the introduction of criterion-based assessment across all levels of schooling. These
reforms aim to increase objectivity, promote fairness, and align the national curriculum with
internationally recognized standards. The shift to CBA has been particularly significant in language
education, where the need for clear descriptors and transparent assessment criteria is especially
high. Teachers are now required to design rubrics, assess students using descriptors, provide
formative feedback, and maintain detailed records of learners’ progress. While these innovations
have yielded many pedagogical benefits, they have also introduced a number of practical challenges
that deserve further examination — especially in rural schools and among younger learners who may
require additional support in understanding and using assessment criteria.

The present study investigates these issues in the real context of a Kazakhstani secondary
school. The research was conducted among 20 fifth-grade students at the Municipal State Institution
“Secondary School No. 19 of the Department of Education of the Aral District of the Education
Administration of Kyzylorda Region.” This setting is representative of many general education
schools in the country, where teachers and students are adapting to new assessment systems while
balancing curriculum requirements and resource limitations. Fifth graders were selected as the
target group because they are at a critical stage in developing foundational English language skills,
yet may still lack the metacognitive abilities required for interpreting complex descriptors.

The rationale for focusing on achievement and motivation is grounded in educational theory
and practice. Research suggests that motivation is one of the strongest predictors of successful
second language acquisition. If assessment is used effectively — by providing meaningful feedback,
promoting self-reflection, and enhancing learners’ understanding of their progress it has the
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potential to increase motivation and improve performance. Conversely, an assessment system that
overwhelms or confuses students can hinder their engagement and reduce the effectiveness of
learning. Thus, examining how CBA influences motivation is essential for determining whether
Kazakhstan’s assessment reforms are achieving their intended goals.

Moreover, teachers play a central role in the success of any assessment system. Their ability
to interpret criteria, design rubrics, and communicate expectations directly affects students’
understanding and motivation. Preliminary observations indicate that teachers often struggle with
increased workload, the complexity of designing descriptors, and the need to differentiate
assessment for diverse learners. Many teachers acknowledge the benefits of CBA but also express
concerns about time constraints and insufficient training. These challenges may affect the quality of
assessment and, consequently, the learners’ experience.

Parents, too, are important stakeholders in the assessment process. In many schools, parents
are still unfamiliar with the meaning of descriptors, formative feedback, and summative tasks under
CBA. Misinterpretation of assessment results may lead to misunderstandings about students’
progress or abilities. Therefore, understanding the broader social context surrounding assessment is
crucial for identifying ways to support students more effectively.

Given these considerations, the purpose of this research is to examine the key issues that arise
when applying criterion-based assessment in English language teaching among fifth-grade students.
Specifically, the study seeks to analyze how CBA influences students’ academic achievement and
motivation, identify common challenges faced by teachers and learners, and propose strategies for
improving assessment practices in Kazakhstani schools.

To achieve this purpose, the research addresses the following objectives:

To measure the extent to which criterion-based assessment supports academic achievement in
English among fifth-grade students.

To investigate how transparent criteria and formative feedback affect learners’ motivation.

To identify challenges and barriers faced by teachers, students, and parents in understanding
and applying assessment criteria.

To develop practical recommendations for improving the implementation of CBA in English
language classrooms.

In summary, this introduction highlights the importance of studying CBA in the context of
secondary English language education. While CBA has the potential to enhance learning and
motivation, its effectiveness depends heavily on learners’ understanding of criteria, teachers’
assessment literacy, and parental awareness. The present research contributes to ongoing
discussions about improving assessment practices in Kazakhstan and supporting both teachers and
learners as they adapt to contemporary educational standards.

Literature Review.The purpose of this literature review is to examine theoretical and
empirical perspectives related to criterion-based assessment (CBA), English language learning,
student motivation, and the implementation of modern assessment systems within the context of
Kazakhstan’s educational reforms. This review synthesizes key concepts from international
scholarship and situates them within the specific conditions of secondary education, with a focus on
young learners.

Conceptual Foundations of Criterion-Based Assessment. Criterion-based assessment 1is
grounded in the idea that student learning should be evaluated in relation to explicit, measurable
criteria rather than in comparison to peers. According to Brookhart (2013), CBA ensures clarity and
objectivity because students are assessed based on specific descriptors that outline levels of
performance. This transparency helps learners understand what constitutes successful work and
provides a roadmap for improvement.

Black and Wiliam’s (2009) influential work emphasizes the role of assessment in supporting
learning rather than merely measuring it. They highlight that CBA aligns naturally with formative
assessment practices, which guide students toward mastery through feedback, reflection, and
revision. Harlen (2010) similarly argues that assessment criteria must be closely tied to learning
outcomes so that learners recognize the purpose behind each task.
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A significant contrast exists between criterion-referenced and norm-referenced assessment.
Whereas norm-referenced systems compare students to a group average, criterion-based systems
evaluate mastery independently of other learners. This independence is particularly important in
heterogeneous classrooms, where differences in background knowledge and learning pace can
influence traditional grading. Stiggins (2017) stresses that CBA fosters fairness because it focuses
on individual growth rather than competition, making it more suitable for inclusive education.

The Role of Criteria and Descriptors in Learning. Descriptors are at the heart of criterion-
based assessment. They define specific levels of performance, making expectations visible to both
teachers and learners. According to Sadler (1989), descriptors enable students to build mental
models of quality work, which supports self-assessment and metacognitive development. For
younger learners, however, descriptors must be developmentally appropriate. When criteria are too
complex, students may misinterpret them or become anxious during assessment tasks [Brookhart,
2013].

Rubrics, as structured forms of decision-making, help standardize teacher judgment and
reduce subjectivity. Andrade (2000) notes that rubrics are most effective when shared with students
before the task begins, enabling learners to set goals and monitor progress. Research by Panadero
and Jonsson (2013) suggests that rubrics enhance self-regulated learning, particularly when students
are trained to interpret and use them meaningfully.

Criterion-Based Assessment in Language Learning.Assessment in English language teaching
(ELT) requires evaluating a multidimensional set of skills, including reading, writing, speaking,
listening, vocabulary, and grammar. CBA offers a structured approach for assessing each skill
independently. According to Fulcher and Davidson (2007), language assessment benefits from
transparent criteria because performance tasks — such as oral presentations or written compositions
— often require subjective judgment.

Speaking assessment, for instance, traditionally suffers from variability in teacher scoring.
Clear descriptors reduce this variability by specifying indicators of fluency, accuracy,
pronunciation, and coherence. Research by Isaacs and Trofimovich (2012) shows that when
teachers use detailed rubrics, reliability improves significantly in oral evaluations.

In relation to writing, Hyland (2003) emphasizes that rubrics help learners understand genre
expectations, structural elements, and linguistic accuracy. However, younger learners may struggle
to match their performance to rubric descriptors unless they receive explicit modeling and
scaffolded practice [Cameron, 2001].

Listening and reading skills are often assessed using objective tasks, yet descriptors still play
a role by clarifying how comprehension is demonstrated at various proficiency levels. The Council
of Europe’s CEFR (Common European Framework of Reference) levels, widely referenced
worldwide, also operate on criterion-based principles, defining “can-do” statements for each skill.
These descriptors help align classroom assessment with international benchmarks [Council of
Europe, 2018].

Motivation in Second Language Learning. Motivation is a pivotal factor in successful
language learning. Gardner’s (2010) socio-educational model identifies two main components:

Integrative motivation — interest in the target language and culture,

Instrumental motivation — practical reasons for learning, such as academic success.

Doérnyei (2005) expands this view by proposing the L2 Motivational Self System, which
suggests that learners are motivated when they can envision themselves as competent users of the
target language. Assessment practices that support progress and celebrate small achievements can
strengthen this vision.

The relationship between assessment and motivation is complex. Positive, constructive
feedback enhances motivation, whereas unclear or overly negative feedback reduces it [Nicol &
Macfarlane-Dick, 2006]. Younger learners are particularly sensitive to feedback tone. Panadero and
Lipnevich (2022) found that clear criteria increase student confidence, but only when teachers
explain them in age-appropriate language.
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Challenges of Implementing Criterion-Based Assessment. International research highlights
several challenges in implementing CBA:

Teacher Workload and Assessment Literacy

Teachers often experience increased workload due to the need to design rubrics, create
descriptors, and provide detailed feedback. Brookhart (2013) notes that assessment literacy is
essential for designing high-quality rubrics, yet many teachers lack sufficient training.

Students’ Understanding of Descriptors

Younger learners may find descriptors difficult to interpret. Studies by Andrade (2000) and
Sadler (1989) suggest that students require guided practice in using rubrics effectively.

Parent Awareness and Engagement

Parents play an important role in supporting learning. However, Andersson and Palm (2017)
found that parents often misinterpret criterion-referenced reports because they are accustomed to
traditional grades.

Consistency and Fairness

While CBA aims to ensure fairness, its effectiveness depends on teachers applying criteria
consistently. Research by McMillan (2014) shows that teacher judgment can vary if descriptors are
vague or misaligned with tasks.

Criterion-Based Assessment in Kazakhstan

Since 2016, Kazakhstan has implemented updated curricula and introduced criterion-based
assessment in all primary and secondary schools (Ministry of Education and Science of Kazakhstan,
2016). These reforms were inspired by international models such as the CEFR and assessment
frameworks used in OECD countries.

Several studies conducted in Kazakhstan indicate positive outcomes. Ismailova (2019) reports
that CBA improves transparency, while Saduova (2020) notes increased student engagement.
However, the same studies highlight challenges, including teacher overload, insufficient
professional development, and parents’ limited understanding of descriptors.

In rural schools, where resources are often limited, teachers must balance multiple
responsibilities. A study by Kulzhanova (2021) in Kyzylorda region found that teachers struggle
particularly with speaking assessment due to time constraints and difficulties applying rubrics
consistently.

Despite these challenges, the national policy framework continues to emphasize criterion-
based assessment as a foundation for improving educational quality and aligning Kazakhstani
schools with international standards.

Results

This section presents the findings of the study based on quantitative and qualitative data
collected over the 10-week academic term. The results are organized into several subsections:
students’ achievement outcomes, motivation changes, classroom observation findings, teacher
reflections, and parent awareness. The data are interpreted to illustrate how criterion-based
assessment (CBA) influenced fifth-grade students’ English proficiency and motivation, and what
challenges emerged during its implementation.

Students’ Achievement Outcomes

To assess progress, diagnostic and final assessments were compared across four major
English language skills: vocabulary, reading, writing, and speaking. The results indicate measurable
improvement in all assessed areas.
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Table 1 — Diagnostic vs Final Achievement Scores

| Skill | Diagnostic Mean (%)|Final Mean (%)|Improvement (%)|
[Vocabulary|| 54 | 71 | +17 |
Reading |48 160 |+12 |
(Writing |50 64 14 |
Speaking |42 150 18 |

These results demonstrate that students improved most in vocabulary and writing, followed
by reading, while speaking showed the smallest gain. This pattern is consistent with existing
research that indicates younger learners progress more quickly in receptive and written skills than in
productive oral skills [Cameron, 2001].

Interpretation

Vocabulary improved significantly due to the use of visual rubrics and explicit success
criteria.

Writing improvement was linked to detailed formative feedback, which guided revision and
correction.

Speaking showed limited progress because students reported anxiety and confusion regarding
speaking descriptors, especially criteria related to fluency and pronunciation.

Reading improvement reflects increased familiarity with task formats and clearer expectations
for comprehension accuracy.

Motivation Questionnaire Results

Motivation was measured using pre- and post-questionnaires. The findings suggest that
criterion-based assessment had a generally positive impact on student motivation, though mixed
emotional responses were observed.

Table 2 — Motivation Indicators (Pre vs Post)

Indicator IPre (%)|[Post (%)|Changg]
‘Feels confident when criteria are clear H4O H65 H+25 ‘
‘Understands expectations through rubrics HSZ H80 H+28 ‘
‘Feels anxious due to detailed descriptors HZO H30 H+10 ‘
‘Increasing interest in English HSS H7O H+1 5 ‘
‘Finds feedback useful H6O HSS H+25 ‘
‘Prefers tasks with criteria shown beforehandHSO H78 H+28 ‘
Interpretation

The largest positive change occurred in students’ understanding of expectations and
appreciation of feedback. This aligns with Nicol and Macfarlane-Dick’s (2006) findings that
formative feedback enhances self-regulated learning.

However, anxiety slightly increased (+10%). Interviews revealed:

Some students felt pressure to match every descriptor.

Oral performance tasks triggered nervousness, especially speaking assessments with multiple
criteria.

Nevertheless, overall motivation increased in 80% of students.

Classroom Observation Findings

Observations conducted weekly revealed changes in engagement, behavior, and response to
assessment tasks.

Diagram 1. Classroom Engagement Before vs After CBA
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(Insert into Word as bar chart)

Before CBA:

After CBA:

(72%)

Key trends:
Positive Trends
Higher engagement during tasks with visual rubrics.
Students were more active when criteria were displayed using icons, colors, or simplified language.
Improved peer collaboration.
Students helped each other understand criteria and compared their work to descriptors.
Greater participation in reading and vocabulary activities.
Tasks became predictable and transparent.
Challenges Observed
Confusion during speaking assessments.
Many students asked clarifying questions and hesitated due to fear of making mistakes.
Over-reliance on teacher confirmation.
Some students constantly asked, “Is this correct according to criteria?” indicating emerging, but still
fragile, assessment literacy.
Difficulty interpreting multi-level descriptors.
When criteria had 3—4 performance levels, students tended to misclassify their own performance.
Teacher Reflective Journal Findings
The teacher’s diary provided deeper insights into the practical challenges of implementing
CBA.
Recurring Themes:
Increased Workload
The teacher reported that preparing descriptors, rubrics, and feedback required significantly
more time than traditional grading:
“For every task, I must prepare a rubric. It is helpful but very time-consuming.”
Difficulty Simplifying Criteria
Adapting descriptors to suit fifth graders was challenging:
“Students sometimes do not understand words like fluency, accuracy, coherence.”
Simplified rubrics with icons improved comprehension.
Speaking Assessment Issues
The teacher noted:
“Oral tasks take too long to assess fairly. Speaking descriptors are the hardest to apply.”
Need for More Professional Development
The teacher expressed a desire for more training in rubric design and formative feedback
strategies.
Student Interview Insights
Short interviews were conducted with 10 students.
Positive Feedback
“Criteria show me what to do.”
“I like when the teacher gives comments.”
“I understand my mistakes better.”
Challenges
“Speaking criteria are scary.”
“I don’t know how to get ‘excellent’ level.”
“Sometimes too many words in the rubric.”
Parent Survey Results
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A parent questionnaire revealed low awareness of CBA.

Key Findings:

60% did not understand what descriptors meant.

45% believed summative marks were “too complicated.”

70% wanted workshops explaining CBA.

Parents were supportive but lacked assessment literacy, which occasionally caused
misunderstandings.

Summary of Results

The results indicate:

Positive Outcomes

Measurable improvement in English language skills.

Increased motivation, confidence, and task engagement.

Greater clarity of expectations through rubrics.

Enhanced self-regulation in some learners.

Challenges

Anxiety related to speaking descriptors.

Teacher workload increased significantly.

Students struggled with complex criteria.

Parents lacked understanding of CBA.

These findings align with existing literature [Black & Wiliam, 2009; Brookhart, 2013], which
emphasizes both the benefits and limitations of CBA in young learner contexts.

Discussion.

The findings of this study highlight both the opportunities and challenges associated with
implementing criterion-based assessment (CBA) in English language learning for fifth-grade
students. This discussion interprets the results in relation to existing literature, explores their
pedagogical implications, and examines the factors influencing students’ achievement and
motivation.

Students’ Achievement in Relation to CBA

The results showed that students achieved measurable improvement across vocabulary,
reading, writing, and speaking, with vocabulary and writing demonstrating the highest gains. These
outcomes align with Cameron (2001), who emphasized that younger learners tend to progress more
rapidly in receptive and written skills, particularly when assessment criteria are explicit. The use of
visual rubrics and clearly defined descriptors appears to have enhanced understanding, allowing
students to focus on specific learning objectives rather than being distracted by ambiguous
expectations.

Speaking skills showed the smallest improvement, which is consistent with Isaacs and
Trofimovich (2012), who found that oral performance often presents challenges for young learners
in assessment contexts. The combination of performance anxiety and complex descriptors may have
hindered progress. This suggests that additional scaffolding, such as modeling and guided practice,
may be necessary to support oral skills development under CBA frameworks.

Impact of CBA on Motivation

The motivational questionnaire revealed overall positive trends, including increased
confidence, task engagement, and perceived usefulness of feedback. These findings corroborate
Nicol and Macfarlane-Dick (2006), who argued that formative feedback and transparent criteria are
essential for fostering self-regulated learning and intrinsic motivation. Students reported greater
interest in English and an improved understanding of expectations, which suggests that criterion-
based assessment promotes goal-oriented learning.

However, a modest increase in anxiety was observed, particularly in relation to speaking
descriptors. This highlights a key consideration: while CBA can clarify learning objectives, it may
also introduce pressure to achieve high levels across multiple criteria. According to Panadero and
Lipnevich (2022), younger learners may feel overwhelmed by detailed descriptors if they lack
sufficient support or scaffolding, reinforcing the importance of developmentally appropriate criteria.
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Teacher Challenges and Assessment Literacy

Teacher reflections indicated increased workload and difficulties simplifying descriptors for
younger learners. These observations echo Brookhart (2013), who noted that effective CBA
implementation requires strong assessment literacy and time investment. The findings underscore
the necessity of professional development programs that equip teachers with the skills to design
age-appropriate rubrics, provide constructive formative feedback, and manage workload efficiently.

Additionally, challenges in oral assessment reveal the need for consistent scoring practices
and calibration among teachers. McMillan (2014) emphasizes that inter-rater reliability is critical in
ensuring fairness and credibility in criterion-based assessment. In rural settings such as the study
site, where resources and training may be limited, these issues become even more pronounced.

Parent Engagement and Understanding

Parent surveys highlighted limited understanding of descriptors and criterion-based grading.
This aligns with Andersson and Palm (2017), who noted that parents often misinterpret criterion-
referenced results, especially when accustomed to traditional grading systems. Parental awareness is
crucial because parents influence learners’ attitudes and motivation. Workshops or informational
sessions could improve parent engagement, ensuring that assessment results are interpreted
constructively and support learning at home.

Integration with Existing Literature

The results of this study confirm that CBA aligns closely with contemporary educational
theories emphasizing formative assessment, learner autonomy, and motivation. Black and Wiliam
(2009) argue that assessment should primarily serve learning rather than merely measure
achievement, a principle clearly supported by the observed improvements in student engagement
and self-regulation.

Furthermore, the challenges identified in this study - such as increased teacher workload,
student anxiety, and parent misunderstand — ing reflect international trends. Fulcher and Davidson
(2007) noted that effective language assessment requires balancing rigor with accessibility, a
balance that is particularly delicate for young learners. Simplified rubrics, visual cues, and guided
feedback emerge as critical strategies for mitigating potential negative effects while maximizing
benefits.

Pedagogical Implications

Several pedagogical implications arise from this research:

Developmentally Appropriate Descriptors: Descriptors must be simplified and illustrated
with visual or verbal cues to ensure younger learners understand expectations.

Scaffolded Support for Oral Skills: Speaking tasks should include modeling, practice, and
peer feedback to reduce anxiety and increase confidence.

Teacher Professional Development: Training in rubric design, formative feedback, and time
management is essential to sustain effective CBA practices.

Parental Engagement: Informational workshops and explanatory materials can enhance
parent understanding and support learners’ motivation at home.

Balanced Assessment Load: Teachers need strategies to manage workload, such as
collaborative rubric design, peer assessment, or technology-assisted scoring.

By addressing these areas, schools can enhance the effectiveness of CBA, ensuring that
assessment serves both learning and motivational purposes. The study reinforces the notion that
assessment is not merely a measurement tool but an integral component of the learning process.

Limitations and Considerations

While the study provides valuable insights, limitations must be acknowledged. The small
sample size (N=20) limits generalizability, and the focus on a single rural school may not capture
urban or high-resource contexts. Moreover, the study duration (10 weeks) was relatively short,
potentially constraining long-term observations of motivation and achievement trends. Future
research could expand the sample, include multiple schools, and examine longitudinal effects of
CBA on learner outcomes.
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Conclusion

The study’s findings indicate that criterion-based assessment positively influences students’
learning outcomes and motivation. Quantitative data demonstrated measurable improvements in
vocabulary, reading, writing, and, to a lesser extent, speaking skills. Vocabulary and writing
showed the most significant gains, highlighting the effectiveness of visual rubrics, clear descriptors,
and formative feedback in guiding students toward learning objectives.

Motivation analysis revealed that students experienced increased confidence, engagement,
and appreciation for feedback. The use of clear criteria helped students understand expectations and
encouraged self-regulation, which aligns with the principles of formative assessment (Black &
Wiliam, 2009; Nicol & Macfarlane-Dick, 2006). However, speaking tasks caused some anxiety,
particularly when descriptors were complex or multi-level, indicating the need for scaffolded
support in oral skill assessment.

Teacher reflections underscored the increased workload associated with preparing and
implementing rubrics and descriptors. Simplifying criteria for younger learners, managing time
efficiently, and maintaining consistent assessment standards emerged as significant challenges.
Additionally, parental awareness of CBA was limited, suggesting a gap between school practices
and home understanding. Parents expressed a desire for guidance and workshops to better
comprehend criterion-based grading and support their children’s learning.

Despite these challenges, the study confirms that CBA is a valuable tool for promoting
fairness, transparency, and goal-oriented learning. By focusing on individual progress rather than
peer comparison, it fosters an inclusive classroom environment where students are motivated to
achieve their personal best.

Recommendations

Based on the findings, the following recommendations are proposed for educators,
administrators, and policymakers:

Develop Developmentally Appropriate Descriptors:

Use simplified language, visual cues, and icons to ensure that young learners clearly understand the
criteria for each task. Multi-level rubrics should be gradually introduced to avoid confusion and
anxiety.

Provide Scaffolded Support for Oral Skills:

Include modeling, guided practice, and peer feedback for speaking tasks to reduce performance
anxiety. Teachers should provide step-by-step guidance on fluency, pronunciation, and coherence.

Enhance Teacher Professional Development:

Organize training sessions on rubric design, formative feedback, and time management strategies.
This will strengthen assessment literacy and reduce workload stress.

Engage Parents in the Assessment Process:

Conduct workshops, information sessions, and distribute explanatory materials to improve parents’
understanding of criterion-based assessment and promote a supportive learning environment at
home.

Implement Balanced Workload Strategies:

Encourage collaborative rubric design among teachers, use peer assessment, and incorporate
technology-assisted scoring tools to manage assessment-related tasks efficiently.

Monitor and Evaluate Assessment Practices:

Schools should establish regular review processes to evaluate the effectiveness of CBA, identify
areas for improvement, and ensure alignment with curriculum objectives and international standards
such as CEFR.

Final Remarks

Criterion-based assessment is a transformative approach that promotes transparency, fairness,
and learner autonomy in English language learning. While it introduces challenges related to
teacher workload, student anxiety, and parental understanding, these issues can be mitigated
through professional development, scaffolded support, and proactive parental engagement. The
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study emphasizes that effective CBA implementation requires careful planning, collaboration, and
ongoing reflection to enhance both achievement and motivation in young learners.
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IIPOBJEMbI KPUTEPUAJIBHOI'O OUEHUBAHUA JTOCTUXKEHUI
N MOTUBAIMU YYALIUXCA CPEJHEU HIKOJIBI B U3YYEHUHU
AHTJIMHCKOTI' O SI3BIKA

AHHoOTanusi. B 1aHHOI cTaTbe paccMaTpUBAaIOTCS KIIIOUEBBIE MPOOJIEMBbI, CBA3aHHBIE C
BHEJPEHUEM KpPUTEPUAIBHOTO OLICHUBAHHUS B IPOLIECCE ONPEIEIICHUS YpPOBHS AOCTHXKEHUH U
MOTHBAIIMM y4YalIUXCAd CpeOHEHl IIKOIbl MpU HM3YyYEHUH aHIIMKCKoro s3bika. lccnepoBanue
NpoBeeHO Ha BBHIOOpKE W3 20 YYEHHKOB MATOr0 Kiacca MyHHUIMIIATBHOTO TOCYIAapCTBEHHOTO
yupexnaenus «Cpemnssi mkojia Nel9 oraenma oOpazoBanus ApajabCKOro palioHAa yIpPaBJICHHS
obpazoBanus Kenbmopauackoii obnactu». Kpurepuansnoe onenuBanue (KTO), ocHoBanHOe Ha
MPUHIMIIAX TPO3PAYHOCTH, OOBEKTHMBHOCTH M YETKO OMNpEIeNEHHBIX YyUeOHBIX pe3yJbTaToB,
aKTUBHO BHEJPSETCS B KA3aXCTAHCKUE ILIKOJIbl B paMKaX IPOJOJDKAIOIIMXCS 00pa30BaTEIbHBIX
pedopM. OnHAKO, HECMOTPSL Ha €ro METOAOJOTHYECKHE MPEUMYIIECTBA, OCTAIOTCS CIIOKHOCTH,
CBSI3aHHBIE C IPAKTUYECKUM MTPUMEHEHHEM, OCOOCHHO B 00YYEHUH HHOCTPAHHOMY SI3BIKY.

B uccnenoBanuy UCHONb30BaH CMEIIAHHBIN METOJ, BKJIIOYAIOIIMN AUATHOCTUYECKUE TECTHI,
HaOJI0IeHNE, aHKETUPOBAHUE MOTUBAIMH M aHAJM3 JUHAMUKN YY€OHBIX TOCTHKCHUN yYaIIuXcs B
TeYeHHe OJHOM y4yeOHOU ueTBepTu. PesynbraThl mokazanu, yto KTO cmocoOcTBOBaNIO NMydliemMy
MIOHMMAHUIO YYalllUMUCS KPUTEPUEB YCIEIIHOCTH, IOBBIIIAJIO UX OTBETCTBEHHOCTD 3a COOCTBEHHOE
oOydeHHe W yIydliano KadecTBO (hOpMaTUBHON OOpaTHOM CBSI3U. YUEHHUKH MPOSBISUIA Oolee
BBICOKYIO BOBJICUEHHOCTbH NP BBIIIOJIHEHUU 33JaHUI HA TOBOPEHUE U JIEKCUKY, KOTJa OLCHOYHbIE
pyOpuKHu ObUTH 0OBSCHEHBI 3apaHee.

Tem He MeHee ObUIM BBISBIEHBI HECKOJBKO NpoOieM. Bo-mepBbIX, MOTMBalLUs YyYallluXcs
4acTo 3aBHcela OT MX MOHMMAaHUA (WM HEMOHMMAaHHWA) AECKPUIITOPOB. HekoTopble MIKOIHLHUKU
BOCIPUHUMAJIM KPUTEPUM KaK UYPE3MEPHO CIIOKHBIE, YTO BbI3bIBAJIO OECIOKOWCTBO IpuU
BBINOJIHEHUH 33/1aHUH, TPEOYIOIIMX YCTHBIX BBICKa3bIBaHMH. BO-BTOpBIX, yuuTens cOOOMIMIN O
3HAYUTEIILHOM YBEJIMYEHUH HArpy3KH U3-32 HEOOXOIMMOCTH MOATOTOBKH pyOpPHUK, NECKPUITOPOB U
¢dbopmMaTUBHOM 00paTHOM CBSI3M UL KaXIOTO 3aJaHus. B-TpeTbHX, pOIUTENN IEMOHCTPUPOBAIU
HEJO0CTaTOYHYI0 ocBeAoMIEHHOCTh o cucteme KTO, 4yro npuBOoamio K HENPaBUIBHOMY
ITOHMMAaHHUIO MT0Ka3aTelel yCIIeBaeMOCTH UX JIETEH.

B uenoMm wuccnenoBaHue MMOAYEPKUBACT, YTO YCIEUIHAs peanu3alus KpUTEPHATIbHOTO
OLIEHUBAHMs TpeOyeT MOCTOSIHHOM METOAMYECKOM TOAJEPXKKM  yduTesed, SBHOTO U
MIOCJIEI0BATENBHOTO OOBSCHEHUS! KPUTEPUEB YCIEIIHOCTH YyYallUMCs, a Takke 0oyiee aKTUBHOTO
BoBJIeUeHUs1 poauTenedt. [lomyueHHble JaHHBIE BHOCAT BKJIAA B OOCYXJAEHHE TOBBILICHUS
OLICHOYHOM TI'PaMOTHOCTH M OO€CHEeYeHHs TOro, 4TOObl KpUTepHajbHas CUCTEMa JEHCTBUTEIBHO
CIOCOOCTBOBANIAa POCTY IOCTUKEHUN M MOTUBALIMH B U3YUEHUH aHTJIUICKOrO S3bIKa.
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ATBIJIIIBIH TIJIITHEH OPTA MEKTEII OKYIIBIVIAPBIHBIH, YJII'EPIMI MEH
BIHTACBIH KPUTEPUAJI/IBI BAFAJIAY MOCEJIEJIEPI

Angatma. byn wmakamama opra MEKTeN OKYIIBUIAPBIHBIH aFbUINIBIH TUTIH YHPEHYIeT1
KETICTIKTEpl MEH YIkKIAeMecCiH (MOTHBAIIMACHIH) aHBIKTAY YIEPICIHIE KpUTEpPHAIbI Oaraiay bl
eHri3yre KaTbhICTBl HETI3ri Macenenep KapacThlpbUiafsl. 3eprrey «Kpi3putopaa oOmbICH OiniM
OackapMmachIHBIH Apan ayaaHbl OoiibiHIIA OumiM OemiminiH Nel9 opra mekre6i»y KMM-HiH 5-
CHIHBIOBIHAAFBl 20 OKYIIBIHBIH KaThICybIMEH Xyprizingi. Kpurepuanapr Oaranay (KB) ambIKThIK,
OOBEKTUBTLIIK JKOHE HAKThl aWKbIHIAIFAaH OKY HOTIDKENEpl NPUHIMOTEPIHE Heri3aenimn,
Ka3aKCTaHABIK OuTiM Oepy pedopmanapbl aschlHIa MEKTenTepre OenceHai eHrizimyne. JlereHmen,
OHBIH 9JiCTEMEIIIK apThIKUIBUIBIKTApbIHA KapaMacTaH, ocipece LIeT TUTH OKBITY/a MPaKTUKAJIbIK
KOJIJIaHyFa OaiJIaHBICTHI KUBIHJIBIKTAP AT 1Ie Oap.

3epTTeyie IMarHOCTUKANBIK TeCTTep, OaKbUIay, MOTUBALMSIIBIK cayalHamaliap >koHe Oip oKy
TOKCAHbI IMIHJETI OKYIIBUIAPABIH OKY JWHAMHKACHIH TalAay CHUSKTBI CaHJIBIK >KOHE CarlajbIK
omictep yumectipimin KongaHeuiabl. Hotmxkenep Kb-HbIH OKyIIbIIapIbIH KETICTIK KPpUTEPUNATIEPIH
KAKCBIPAaK TYCiHyiHE, ©3 OKyblHa JIeTeH >KayalKepIILTiKTIH apTyblHA >KoHE (GopMaTHBTI Kepi
OaliTaHBICTBIH JKaKcapyblHa BIKNAJd €TKeHIH KkepceTTi. baramay pyOpukanapel anablH ana
TYCIHAIPIITEH Ke3Jle OKYIIbUIAp COMIIey KOHE JICKCHKAIBIK TalchlpMasapra OapbIHIA OelIceHIi
KaTelcThl. COHBIMEH KaTap OipKaTap Macenesep aHbIKTalbl. BipiHIIiAeH, OKYIIbUIAPbIH BIHTACHI
KoOlHe JecKpurnrTopiapAbpl TyciHyiHe (Hemece TyciHOeyiHe) OaianbicTel Ooymel.  Keitbip
OKYUIbUIAp KpUTEpHiliepi mamMagaH ThIC KypZesi Jen KaObuUiaar, aybl3lla jkayan Oepyal Tajan
€TeTIH TalchklpMaiapiaa KoOamky ce3inmi. EKiHIIIIEH, MyraliMIep op TamncelpMara pyOpuka,
JECKPUIITOP >kKoHE (OopMaATHBTI Kepi OaiaHbIC AalbIHAAY KaKETTUTIriHe OalIaHBICTBI >KYMBIC
KOJIEMiHIH alTapibIKTall apTKaHBIH artanm oTTi. YIIiHIIijeH, ata-aHanapabiH Kb xylieci Typaisi
xabapapbIFbIHBIH KETKUTIKCI3/1r1 OananapAblH OKY JKETICTIKTEPIiH JypbIC TYCiHOeyTre oKei.

Kannsl anranaa, 3epTTey KpuUTepHalibl Oarajaylpl THUIMII €HI13y VIIIH MyFajliMaepre
TYPaKThl SJICTEMEINIK KOJ/ay KepCeTyliH, OKYIIbUIapFa JKETICTIK KpUTEpHUHJIepiH aiKblH opi
KYWenl TYCIHIIPYIIH, COHJai-aK ara-aHajJap/blH KAaTbICYyblH apTTBIPYAbIH MaHbI3/Ibl E€KEHIH
KepceTeni. byn HoTwxkenep Oaranay cayaTTBUIBIFBIH apTThIpyFa »KOHE KpHUTepHasabl Oaranay
KYHWECIHIH aFbUIIIBIH TIIIH OKBITYJArbl YJIrepiMi MEH BIHTAChIH HIBIHBIMEH apTThIPYbIHA BIKIAJ
eTyre OarbITTalIFaH FBUIBIMU TaJIKblIAyJIapFa yJec KOcabl.

Tipek ce3aep: KpuTepusUIbIK Oaraiay; MOTHBAIIMS; YKETICTIK; aFbUILIBIH TUIIH OKBITY; OpTa
MEKTeI; JeCKpunTopiap; GopMaTUBTI Oarayay; OKy HOTHXKEJEpi.
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