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Abstract 

One of the main challenges higher educational institutions encounter amid the recent COVID-19 
crisis is transferring assessment approaches from the traditional face-to-face form to the online 
Emergency Remote Teaching approach. A set of language assessment principles, practicality, 
reliability, validity, authenticity, and washback, which can be applied to any academic subject, 
are critical within the design of any task that aims to assess learning. This review paper discusses 
how assessment approaches need to be modified in a time of crisis. It determines the position 
assessment should adopt within emergency remote teaching methods and analyzes the 
fundamental characteristics of five principles of assessment and how they can be accomplished 
with emergency remote teaching approaches. Furthermore, this paper evaluates the vulnerability 
and viability of the five assessment principles, examines the application of online assessment on 
a holistic level, and puts forward a set of recommendations to ensure the assessment principles 
are achieved within emergency remote learning contexts. The paper concludes with the notion 
that the construct of time, which is inherent within the principle of practicality, is the most 
significant when developing online assessments as it is this characteristic that is the most at risk. 
In addition, we suggest that the assessments that are implemented during emergency remote 
learning involve open-ended, as opposed to close-ended, questions and highlight the importance 
of educators demonstrating flexibility and understanding toward their students. 
Keywords: assessment principles, COVID-19 crisis, emergency remote teaching, formative 
assessment, summative assessment  
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Introduction 

During the ongoing global coronavirus (COVID-19) pandemic, the education sector in most 
countries has had to suspend or transform educational programs. Many governments have made 
the tough but necessary choice to suspend face-to-face learning and substitute it with online 
learning for higher education institutions to safeguard students’ and teachers’ health (Cahapy, 
2020; Huber & Helm, 2020; Huang, Tlili, Chang, Zhang, Nascimbeni, & Burgos, 2020). 
Consequently, and where feasible, educators have turned en masse to online teaching to cause 
the least disruption possible. For example, due to the pandemic, Australian universities have 
turned to online learning (Reedy, Pfitzner, Rook, & Ellis, 2021). Similar responses have been 
observed in Saudi Arabia (Alqabbani, Almuwais, Benajiba, & Almoayad, 2020), Jordan (Al-
Salman & d Haider, 2021), Oman (Guangul, Suhail, Khalit, & Khidhir, 2020), China (Huang et 
al., 2020; Zhang, Wang, Yang, & Wang, 2020), and various other nations including Germany, 
the United Arab Emirates, and Malaysia (Crawford et al., 2020). Plans approved by the Ministry 
of Education in Saudi Arabia, for example, have led to the implementation of initiatives aimed at 
ensuring that online Learning Management Systems (LMS), such as Blackboard, can reach as 
many students as possible (MOE, 2020).  
 

     There is nothing new about online teaching in itself: Many educators were already making 
substantial use of online learning resources before the pandemic started. What has caused 
concern is the unprecedented rapidity and extent of the transformation from face-to-face to 
remote modes, especially for those who had never given, or received, an online lesson before the 
current crisis. In this situation, Hodges, Moore, Lockee, Trust, and Bond (2020) have coined the 
term Emergency Remote Teaching (ERT) to describe a temporary change in how learning 
experiences are delivered in response to a crisis. It often involves remote teaching and learning 
as opposed to face-to-face classroom instruction. The instructional delivery is typically returned 
to the initial mode after the crisis has come to an end. 
 
     ERT differs from standard ‘online learning’ in that it does not necessarily aim to recreate the 
structured educational environment of the classroom but, rather, to ensure a rapid and reliable 
means for students to gain the necessary temporary access to educators should an emergency 
occur (Hodges et al., 2020). The educational goal of ERT is to guarantee that course materials 
are made available to all students who need them and that the latter continue to receive all the 
pedagogical support necessary to carry on learning throughout the emergency. Hence, the onus 
under ERT is on educators, and the priority is on delivering information. As teachers, and the 
management of higher education institutions, have likely been obliged to switch to online 
teaching (whether synchronous or asynchronous) rather than chosen to make the change, it is 
probable that they have had insufficient time to prepare specific materials. Instead, they may well 
simply be reworking existing material designed for classroom use, including assessment 
measures. 
 
     Hodges et al. (2020) suggest that under ERT, the role of assessment is less prominent than 
during regular times. They stress that all actors in the learning process, including students, 
educators, parents, and carers, are likely to be living through a time of profound disruption and, 
therefore, may set aside their everyday priorities, including an insistence on the need to study. 
Consequently, ERT places less emphasis on checking whether students have achieved learning 
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outcomes and more on the speed with which organizers ensure that all the necessary resources 
are in place and operational (Hodges et al., 2020). 
 
     The events that unfolded in educational settings in the aftermath of the onset of COVID-19 
represented one of the worst global interruptions to education in the 21st century. As such, there 
is very little prior research that has attempted to delineate the implementation of assessment 
principles when learning experiences are shifted abruptly from face-to-face to online contexts. 
Furthermore, to the best of our knowledge, no prior studies have put forward an emergency plan 
that can be followed to ensure a smooth transition to ensure assessment standards are upheld 
during times of crises. Therefore, this study aimed to elucidate on what assessment constructions 
need to be considered during emergency situations. It examines methods of navigating and 
ensuring assessment principles in a manner that ensures equitability for all students while also 
encouraging instructors to take into consideration the factors that ensure instruction continues 
and learning outcomes are evaluated without putting the factor of assessment at risk.  
 
     The current paper investigates the place of assessment within ERT. It is organized as follows: 
Firstly, the principles of traditional assessment are analyzed; following that, the operation of 
these principles under ERT is examined. Then, we explain online assessment in the wider 
context. Lastly, and in light of the discussion presented in the third section, we provide 
recommendations for using assessment measures within ERT.  
 
Literature Review 

Principles of Assessment and their Implementation within Emergency Remote Teaching  

Given the technology now available to support remote learning and teaching, it might seem a 
simple matter to transfer modes of assessment from the classroom into the online environment. 
However, a closer investigation is necessary to ascertain whether assessment in the classroom is, 
in fact, both suitable and transferable to the context of online tuition, particularly ERT. As such, 
this study bridges the existing gaps in understanding by delineating a set of assessment principles 
and the factors that should be taken into consideration when educational institutions shift to 
online assessment in emergency situations. This section, therefore, presents Brown and 
Abeywickrama’s (2010) assessment principles and examines how they aligned with assessment 
measures adopted under ERT.  
 
     Brown and Abeywickrama’s (2010) focus was on the best way to structure educational 
assessments in language learning. They devised a series of assessment principles, namely 
practicality, reliability, validity, authenticity, and washback. Nonetheless, they also stated that 
these principles “apply to assessments of all kinds” (p.25). This is evidenced in multiple 
publications on assessment principles in education, including McAlpine (2002) and McMillan 
(2000). 
 
     The first of Brown and Abeywickrama’s (2010) principles, practicality, requires an 
assessment to meet specific criteria, namely that it is cost-efficient, inexpensive, and should be 
marked within a reasonable amount of time through using a specific scoring process or rubric. 
Furthermore, an assessment does not need an unreasonable amount of time for either the student 
to complete or the teacher to mark. In addition, a test should not be difficult to administer (for 
example, any external equipment required, such as audio-visual devices, should be available and 
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in working order). Within the principle of practicality, then, it seems Brown and Abeywickrama 
(2010) particularly stress the value of time, suggesting that this criterion predominates over the 
other evaluation factors. 
 
     In transferring all five of Brown and Abeywickrama’s (2010) principles from the classroom to 
an online context, it is the principle of practicality that suffers the most. Firstly, regarding the 
equipment necessary for students to complete the test under ERT and because of the shift to 
online learning, every student must have access to a computer or laptop, as well as good internet 
connectivity. This is not the case for all students, and whereas in regular times, students who do 
not have their computer might visit their university library and use a computer there, under ERT, 
this avenue is closed to them. Students who do not have their own means to access an online test 
are therefore at a gross disadvantage; hence, testing in an online setting, in this case, is 
impractical. Moreover, we cannot assume that all educational institutions in all countries have 
access to LMSs, such as Blackboard. Not only will institutions that do not have such resources 
have to find the funds to buy them and the personnel to install them, but doing so will take time 
which, under ERT, is lacking. Hence, their students will be at a disadvantage because their tests 
will be suspended or reduced until these resources are in place. 
 
     As noted above, the critical important element of the principle of practicality is time, and 
under ERT, there may simply be too little of it to create or recreate appropriate tests. Even in the 
best of cases, teachers will have to rework some elements of tests, such as classroom quizzes, to 
make them suitable for the new environment. In the worst of cases, they will have to change the 
nature of the assessments completely; for example, if students were going to be assessed by 
carrying out a laboratory experiment, under ERT, they might have to fill in a sheet of multiple-
choice questions (MCQs).  
 
     The last element within the principle of practicality that has a bearing on assessment within 
ERT is the feasibility of transferring the scoring rubric or another evaluation process from the 
classroom to an online setting. For example, certain institutions have decided to replace end-of-
term or midterm assessments with continuous assessment, simultaneously devising how to 
translate a scoring system developed for the first type (percentages, grades, pass/fail, etc.) to the 
second type. Discussion is ongoing as to the implications of making this type of change. For 
example, how does this change affect future employers or graduate admissions departments’ 
understanding of the new types of assessment, and how can they compare between a class 
graduating under one system and classes which graduated under a different one as they consider 
accepting new applicants into their institutions. 
 
     The second principle enumerated by Brown and Abeywickrama (2010) to assess the 
construction of tests is reliability. For Brown and Abeywickrama (2010), a test is considered 
reliable if it meets two criteria: consistency and dependability. Thus, if the same test is taken on 
different occasions by the same or similar students, they will gain the same or similar grades. 
The factors contributing to the potential failure to meet the reliability criterion can be classified 
as student-related, rater-related, and test-related. Student-related reliability refers to the 
emotional or physical state of a student taking the assessment (e.g., feeling ill or suffering 
psychological problems such as anxiety). Rater reliability refers to the possibility that scoring is 
subject to human error in the form of the graders’ inexperience, subjectivity, bias, or failure to 
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pay attention to the scoring criteria, as well as the possibility of disturbance in the examination 
hall, for example, from the noise outside. While test administration reliability affects the 
administration of specific assessments, rather than the test itself, test reliability refers to flaws in 
the construction of the assessment. For example, it could be very long, thus exhausting students, 
or it is required to be done within too short a time, thus pressurizing students. In worst cases, a 
test could include poorly written items that confuse students. All of these eventualities could 
negatively affect grades.  
 
     In the ERT context, too, test reliability can be undermined by several factors. As for student-
related reliability, learners who are unfamiliar with online learning are likely to feel anxious 
when they are suddenly asked to take a test or assessment online, especially given the 
circumstances that have made this transfer necessary (i.e., ERT). At the same time, however, it is 
possible to strengthen assessment administration reliability under ERT, as students are less likely 
to suffer the anxiety which accompanies the experience of being in an examination hall. Instead, 
they may feel more relaxed and engaged taking an exam in their own homes, comfortably 
dressed, able to make a drink and visit the bathroom when they wish. Nonetheless, assessment 
administration reliability can also be undermined, given that in ERT, and within the broader 
context of online learning generally, it is far more difficult to prevent cheating. For example, 
there is no guarantee that the name on the assessment belongs to the person who sat it or that 
they did not consult their notes, books, and search engines during the test period. Hence, it is 
challenging to gain a clear view of whether a student has achieved the set learning outcomes. To 
partly circumvent this problem, teachers can use a setting under which students only see one 
question at a time and cannot go back to previous questions to change their answers. 
Alternatively, they might require students to answer within a set period, for example, 15 seconds, 
after which they are timed out and have to move on to the next question.  
 
     Although these measures may prevent cheating, they can have a counterproductive effect by 
increasing anxiety and stress levels or forcing students to choose an answer too quickly, thus 
making student performance unreliable for different reasons. This is particularly true for learners 
who are unused to online tuition and testing and who expect the less rigid norms of a classroom 
assessment. Finally, test administration reliability under ERT may frequently encounter technical 
challenges, among both teachers and students, that can impede the smooth running of an 
examination and even require IT professionals to provide assistance. This could cause disruption, 
adds stress to students, and impacts their grades.  
 
     Brown and Abeywickrama’s (2010) third principle, which is arguably both the most 
important and the most complex of the five assessment principles, is that of validity. For a test to 
meet the validity criterion, it must precisely measure the skill or information it sets out to 
measure. Within language education, Brown and Abeywickrama’s (2010) particular field, a 
writing test which sets out to investigate whether students can put together an argumentative 
essay in their second language must assess them on that ability, rather than, for example, testing 
whether they can translate vocabulary items between languages. The second area of validity 
refers to the fact that the test must reveal how well the person taking the test has achieved the 
stated learning objectives. When transferring tests from the classroom to the ERT context, it is 
essential that teachers must continue to respect the principle of validity. Learning objectives will 
not change when a curriculum leaves the face-to-face classroom to an online one; hence, the tests 
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accompanying them into the new online format must continue to measure effectively whether 
students achieve those objectives. The principal concern under ERT is how teachers can assess 
via online tests whether and to what extent students have achieved the learning outcomes 
required for them to graduate. One major issue with assessment alignments with the intended 
learning objectives is how well these objectives are communicated and taught online. Whether 
all students receive the same exposure or amount of learning they need to achieve a specific 
learning outcome is integral to assess how valid an online assessment is.  
 
     One can argue that disadvantaged students who have problems accessing their classes either 
because of financial constraints or lack access to a good network or device receive less training 
on the intended learning outcomes. Therefore, the validity of online assessments that measure 
specific learning outcomes is compromised by the inequity of students’ exposure to these 
learning outcomes. As a result, many institutions have made recording online classes a must 
during ERT. Thus, if means are devised to change the assessment format without changing its 
fundamental focus on a particular outcome or set of outcomes, the validity of a test held under 
ERT should not be compromised.  
 
     Authenticity, Brown and Abeywickrama’s (2010) fourth principle of assessment, is a measure 
of the extent to which test items reflect real-life instances which students use to interpret and 
demonstrate their knowledge. This is perhaps the most difficult of all the principles to maintain, 
particularly within the ERT context and in most online testing contexts. Providing authentic test 
items requires consideration of several factors, which include grasping which skill or knowledge 
the teacher is seeking to test for; ensuring that the information embedded in the test item is 
realistic and relatable; and, finally, judging how to present information within the test.  
 
     To implement the principle of authenticity within ERT, the information given in online test 
items must continue to meet all these standards. In some cases, this is relatively simple: For 
example, when asking students to read a text which depicts a realistic scenario and answer 
MCQs to demonstrate their understanding, authenticity is as easy to achieve in a test 
administered online as one distributed in the classroom. However, if students are taught to carry 
out some physical operation, such as using a laboratory tool, in the classroom, but then required 
to demonstrate their grasp of the technique under ERT, difficulties arise. They may not have the 
device or, if they do, the assessor may not be able to get a good view of how they manipulate it. 
In these circumstances, the assessment will cease to be authentic.  
 
     Finally, Brown and Abeywickrama (2010) consider ‘washback’, the effect exerted by any 
given test on how curricula are designed and taught, and what learning behaviors are expected 
from.  According them, “a test that provides beneficial washback positively influences what 
[and] how teachers teach and positively influences what and how learners learn’’ (p.38).  It also 
provides feedback that induces learning improvement. It should also allow for teacher feedback 
so students can enhance their learning (Brown & Abeywickrama, 2010). However, washback is 
considered more formative than summative because the latter is limited to a letter grade 
‘feedback’ as opposed to detailed feedback that a student can build on. For washback to be 
beneficial, interaction between the teacher and students is needed. Hence, to achieve this 
principle under ERT, student and teacher interaction is necessary during and after an assessment. 
As such, it is crucial to identify ways to ensure that such an interaction exists. One plausible 
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solution is to encourage individual and whole-class discussions after each online assessment. 
One-to-one discussions between a teacher and a student can generate individual feedback that 
learner could use to understand what they need to improve. The whole class feedback discussion 
enhances learner understanding and acknowledgment of needs improving. While it can be time-
consuming to deliver feedback of this nature, it reflects what a teacher would do in a traditional 
face-to-face mode. Finding the suitable platform for such interactions and feedback negotiation 
might be another challenge that can be eliminated by providing the right LMS and proper 
training for teachers and students on various technologies that allow smooth and easy one-to-one 
and whole-class interaction.  
 
     Clearly, there is an interplay among all these factors when assessment is recreated under ERT: 
For example, teachers under the pressure of time (the principal construct within practicality) to 
ensure that students are taught the entire curriculum after the delay imposed by the onset of the 
ERT may find that tests which are hastily composed to save time and get results in by a 
predetermined date do not meet the principles of validity and washback. Equally, not all these 
five assessment principles have to be recreated entirely in ERT; failing to comply with certain 
constructs completely will not weaken an assessment as much as the failure to completely 
comply with others, as further discussed below.  
 
     In the university context in Saudi Arabia, there has been concern that implementing online 
assessment so suddenly could sacrifice one or more of the above-mentioned principles and 
endanger students' performance by failing to assess their learning accurately. Furthermore, due to 
an inability to provide students with a fair opportunity and the required technologies and amid 
efforts to prevent the risk of contracting the coronavirus, the Ministry of Education took the 
decision that all students would be permitted to progress to the next level and that the grades 
from the first semester would also be held for the second semester. Furthermore, the Ministry 
also decreed that their grades would not be taken into consideration in their final GPAs (SPA, 
2020). Although this plan may be far from ideal, it was deemed appropriate given the time 
pressure, need to come up with a decision whether to conduct high-stakes exams, the 
requirement to take infrastructure limitations into account, and the risk of further spread of the 
virus. Consequently, it may be that under ERT, priority must be given to ensuring that courses 
continue to be delivered, with testing and assessment relegated to a position of secondary 
importance, as was the case during the first wave of the pandemic in April 2020 in Saudi Arabia 
(SPA, 2020). The section below investigates this argument in more detail by discussing the 
standard approaches to assessment of online tuition. After that, recommendations are made for 
the implementation or modification of these standard approaches to fit the context of ERT. 
 
Assessment in Online Learning Settings 

The essential aim of any assessment of learning, either face-to-face or remote, is to check 
whether, and to what extent, a student has achieved predetermined learning outcomes. 
Educational institutions in the 21st century are seeking ways to understand which outcomes are 
appropriate to a constantly changing globalized and digital world and devise ways to deliver their 
educational programs accordingly (Jerald, 2009; Kereluik, Mishra, Fahnoe, & Terry, 2013). 
Consequently, these institutions must also understand and develop new means or modify old 
ones to evaluate these new outcomes and pedagogical approaches (Boitshwarelo et al., 2017). 
Several scholars have examined how online testing is used by educators and the relative 
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advantages and disadvantages of their methods, while others have proposed new or revised 
models for online assessment. 
 

     Brown and Abeywickrama (2010) find that designers creating tests intended for online use 
select only certain types of test items, such as those that require a closed-ended response from 
students, which has the added advantage of making the creation process more manageable. 
Boitshwarelo et al. (2017) also find that online tests tend to ask MCQs alongside other computer-
friendly question types, such as true/false, pairing, and preset short answers. Although we do not 
recommend that test creators should stick entirely within these confines, as other types of 
assessment are possible, even online, the sort of tests described by Brown and Abeywickrama 
(2010) and Boitshwarelo et al. (2017) do have the advantage that teachers can quickly and easily 
create them, and they can be easily scored and administered to students.  
 
     As for the five assessment principles discussed in the previous section, in our view, 
practicality is not only the most important, but also the one which is most vulnerable to 
compromise during the transfer from traditional assessment to online assessment. As noted 
above, the principle of practicality encompasses the constructs of time and cost-effectiveness; as 
concerns the latter, the risk is that equal opportunity will not be afforded to all students 
undertaking online tuition or testing because some do not have access to the necessary 
equipment, such as computer and a good internet connection; hence, they may incur considerable 
expense in obtaining the necessary resources when university and public libraries are not 
available. This is even more the case in the context of ERT. If teachers are aware that their 
students do lack these technologies, they will be in the difficult position of being unable to 
administer tests or of having to find alternative means to include this group of disadvantaged 
students. Given the central importance of practicality, if this principle cannot be adhered to, it is 
of little use adhering to any of the others as if not all students can participate, then testing is, in 
effect, rendered meaningless.  
 
     Gipps (2005) and Means, Toyama, Murphy, Bakia, and Jones (2010) argue that online 
assessment can, in fact, offer advantages over face-to-face assessment: In terms of efficiency, 
both the assessment and the marking and feedback processes can be carried out more quickly and 
reliably, especially where large groups of learners are involved. Moreover, as Pifia (2013) points 
out, the need for manual input is eliminated when an LMS is used, reducing the time taken to 
generate tests and decreasing the likelihood of marker bias. However, previous studies on 
cheating have found that cheating can occur during online examinations because exam 
administrators cannot check whether students are looking up answers or conferring with each 
other via social networking apps, for example (Arnold, 2016; Harmon, Lambrinos, & Buffolino, 
2010; Varble, 2014). Multiple studies have found that cheating is as likely to occur online as it is 
in face-to-face contexts (Grijalva, Nowell, & Kerkvliet, 2006; Burrus, McGoldrick, & 
Schuhmann, 2007; Watson & Sottile, 2010). In light of this, academic dishonesty has been 
highlighted and described as a significant concern during ERT (Guangul et al., 2020). Some 
researchers regard the following points as more serious disadvantages that may entail online 
testing is only suitable for assessing lower levels of understanding (McAllister & Guidice, 2012); 
the format offers little flexibility for educators who are seeking to test students of different needs, 
backgrounds, and levels (Stupans, 2006); and test creators may find themselves overly dependent 
on the lists of standard MCQs drawn up by educational publishers (Masters, Hulsmeyer, Pike, 



Arab World English Journal (AWEJ) Volume 12. Number 4.  December  2021                                  
Applying Assessment Principles during Emergency Remote Teaching                          Allehaiby & Al-Bahlani 

 

  
  

Arab World English Journal                                                                       www.awej.org 
ISSN: 2229-9327                                                                                                                  

11 
 

 

Leichty, Miller, & Verst, 2001). In normal circumstances and with the current affordances and 
advances of technology, we would probably disagree with the first and second arguments 
because technology allows for a myriad of both testing methods and mediums that are suitable 
for different types of learners (for example, special needs learners can take online tests that have 
certain features such as audio clips that read aloud the choices and questions) while allowing for 
the creation of examinations and test items of all levels of difficulty. For example, computer-
adaptive testing in high-stakes testing changes the difficulty of test items presented to the test 
taker depending on how well they perform on the test (see Chalhoub–Deville & Deville, 1999). 
However, because of the push to immediately shift to ERT, teachers might create tests in a rush 
in which both the level of difficulty and accessibility for different types of learners are 
compromised. In addition, teachers might succumb to incorporate previously published questions 
to relieve any stress and ensure they meet assessment deadlines.  
 
     The two basic types of test assessment are formative and summative. Of these, Meyen, Aust, 
Bui, and Isaacson  (2002) and Boitshwarelo et al. (2017) suggest the first is more appropriate in 
the online context, in which they argue assessment of achievement should be an integral and 
continuous part of the teaching process. Moreover, it offers the most opportunity for feedback. 
However, Sewell, Firth, and Colvin (2010) find that both forms of assessment are appropriate 
and feasible for online learning. The former type aims more to provide an opportunity for 
feedback than to grade students’ progress and to enable teachers to see how far students have 
progressed towards achieving the necessary outcomes (Sewell et al., 2010). Creators of 
formative tests can choose from a variety of formats according to their aim. For example, if an 
educator is seeking to evaluate affective learning, then classroom surveys and discussions will 
allow them to gauge the values, beliefs, reflectivity, and other affective attributes of the students, 
as well as gain feedback to improve the testing process itself. Formal summative assessments, on 
the other hand, are of value at the end of programs to check the progress made towards learning 
objectives, for example via graded examinations, essays, or quizzes. These assessments are 
usually regarded with greater trepidation by students because they offer a single chance to 
achieve a high grade. Hence, if an exam grade represents 20% upwards of an entire course grade, 
it is extremely vital to protect the integrity of administrators and students by carrying out the 
examination under the supervision of a proctor (Sewell et al., 2010). However, Black and Wiliam 
(2009) prefer not to make such distinctions between the two forms of assessment as summative 
assessments can be used as formative when the purposes of the latter are appropriately 
employed. 
 
     It seems that dealing with formative assessment under normal situations and ERT might be 
easier for both teachers and students since interaction exists amongst them while the assessment 
is being conducted. However, summative assessment during ERT should be approached with 
more caution. Students should not be disadvantaged due to the sudden move to online 
assessment. Offering training interventions on the format and instructions associated with 
summative assessments can be effective. In fact, some schools do provide their students with 
mock exams in the normal situation, if time allows, so adopting this type of approach to support 
the ERT is deemed more appropriate. Another plausible and more advisable method would be 
assessing students using multiple timed summative assessments rather than relying on one 
midterm exam and a further final exam with a 50% grade weight for each. Timed lengthy exams 
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might need advanced proctoring equipment on the side of both educational institutions and 
students, and that would be rather daunting money-wise.  
 
     Taking advantage of the various affordances of advanced technology in conducting different 
performance-based assessments is viable. Live presentations or speaking tests could be 
performed via video conferencing, for example. This will be further discussed in the following 
section. 
 
Discussion 

Any discussion of assessment within ERT must be prefaced by a discussion of how assessment 
can be  implemented within the wider context of online learning. However, despite a recent surge 
of interest in remote learning, particularly within higher education, little research has been 
carried out into how learning outcomes and student performance can be assessed in this context 
(Kim, Smith, & Maeng, 2015). Moreover, there is a lack of clarity around which methods are 
best applied to assessing the skills and knowledge required more generally for digital literacy and 
employment in a digitally-driven workplace (Boitshwarelo, Reedy, & Billany, 2017). Perhaps 
due to the paucity of research, national governments, as well as the educational profession, have 
recently taken up the search for appropriate means of preparing students for life in the digital 
age, and evaluating their progress toward readiness to join a workforce characterised by 
uncertainty and change (Gupta & Ndahi, 2002; Kinash et al., 2015).  
 
     In this pandemic and given the particular lack of research into how online education can 
continue in emergency circumstances, educators have turned to technology to continue 
delivering their courses with the minimum delay and disruption. However, having done so, we 
find ourselves challenged by the need to devise new strategies of assessment in order to ensure 
that all our students, including those who do not have access to technologies, continue to achieve 
the necessary learning outcomes, so they all have an equal opportunity to progress to the next 
stage of their education or into the workforce (Cahapay, 2020). 
 
     Different studies adopted different approaches to the study of assessment in online learning. 
Some focused on academic integrity and whether it is compromised in the online learning, 
proctoring options (See Reedy et al., 2021), student achievement in the online mode as opposed 
to the traditional mode and students perceptions of online assessment ( See Igaz, Afacan, 2020 ). 
While such studies provide insights on the gains of shifting online, its costs, place and time 
benefits as compared to traditional examinations, they fail to address the quality of the 
assessments used in the online mode and or ERt in terms of the widely-accepted assessment 
principles. Validity, reliability, washback, authenticity and practicality should be given a priority 
in assessment research as they represent the pillars of assessment design and evaluation whether 
in the traditional setting or the online and ERT mode. 
 
Considerations to Consider for Implementing Online Assessments in ERT 

The argument in the previous section enables us to consider the feasibility of carrying out 
summative and formative assessments in an ERT context. As noted in the first section of this 
paper, the construct of time is particularly vulnerable in this context, given that an emergency, by 
its very nature, requires a sudden and relatively unplanned shift from one mode of action to 
another - in this case, classroom to online learning. In these circumstances, educators are 
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attempting to translate planned assessments from one medium to another. Certainly, it is more 
feasible to modify existing assessments to fit the new environment than to begin the process of 
creating entirely new ones, as doing so will minimize delay in delivering teaching programs and 
alleviate stress for both students and educators. This last point is of particular importance given 
that stress levels will probably be higher than normal anyway due to the emergency, and that the 
overarching objective is to safeguard wellbeing and ensure the earliest continuation of education. 
Hence, going ahead with planned assessments such as multiple-choice exams, final projects, 
dissertations, papers, or presentations is recommended, alongside the use of online discussion 
boards and email consultations to provide a method of communication which, if a little ‘rough 
and ready’, will nonetheless allow formative assessment to continue.  
 
     Alternatively, educators could dispense entirely with the heavily weighed final summative 
assessment normally used at the end of a course. Given, as discussed above, that some students 
cannot access the necessary technology, it cannot be assumed that all students will be able to sit 
certain types of exams while ERT continues. Furthermore, there is no way in such conditions to 
implement the recommendation made by Sewell et al. (2010), that all such high-stakes 
examinations should be proctored. Instead, the one-off summative examination could be broken 
down into several components, such as quizzes, with the final grade being the sum of the grades 
for each component and the marking rubric adjusted accordingly.   
 
     Whatever assessment plan is formulated to deal with the conditions of ERT, it is essential that 
students must be kept informed, so they are not taken aback by a change in format, and that they 
have the time to prepare themselves, gather the necessary equipment, and make any 
arrangements, for example ensuring they will not be disturbed. Significantly, educators should 
not consider ERT as an opportunity to become overly creative around how they carry out an 
assessment: Students need as much continuity as possible, so adding new assessments, or 
creating several new types of assessment, is not advised.  
 
     When it comes to ERT and academic dishonesty, we first need to ask: What role and what 
form does academic integrity play? To answer this question, it is necessary for us to investigate 
how digital environments affect academic integrity. Reedy et al. (2021) state that it is crucial to 
maintain academic integrity through a  
 

[r]econceptualization of digital exams and assessment that are fit for purpose in a digital 
age. This requires thoughtful and innovative assessment design and deployment, aligned 
to a teaching and learning approach to academic integrity […] and a move away from 
outdated approaches to academic integrity that are not effective when translated to online 
contexts. (pp. 20-21)  
 

It is important to note that adequately addressing academic integrity is not limited to employing 
technology, such as E-proctoring software. According to Stockwell (2020), technological tools 
do not represent a satisfactory solution to cheating during high-stakes examinations in invigilated 
online environments. Instead, developing exams that consist of test items developed by faculty 
could significantly reduce academic dishonesty by creating test items that are unique and 
authentic. However, Reedy et al. (2021) highlight how it can be very difficult to deter students 
from cheating during online tests if they have already developed an intention to cheat. Stockwell 
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(2020) emphasizes that, despite the technologies that have been developed to prevent students 
from cheating, they consistently find methods of overcoming the underlying mechanisms.  
 
     Parnther (2020) suggests that, specifically in the context of ERT, we consider the real 
meaning of academic integrity in relation to what ERT is doing to students in order to rethink 
what academic integrity is. For instance, there is a need to consider how the pandemic and the 
sudden switch to online learning have impacted students’ concerns and anxieties. Parnther 
(2020) asserts that learning extends beyond preparing for examinations because it involves 
considering students’ requirements outside the academic environment, for example, providing 
them with the skills they need to find a job. It is crucial these factors are taken into consideration 
to adequately address the factors that may lead to academic dishonesty. As Parnther suggests, it 
is essential to re-evaluate courses and learning outcomes, as well as effectively communicate 
with students during ERT and explain what is expected of them. The approach described here 
may be compassionate toward students, but it still does not address how academic integrity can 
be achieved during online assessment. Undoubtedly, external factors beyond the educational 
environment can impact how students perform and may motivate them to violate academic 
integrity standards; however, academic integrity represents a critical aspect of education and 
cannot be sacrificed, even during a difficult period such as ERT. As a result, it might be useless 
to move forward with the learning/teaching process since teachers would not be aware of their 
students’ performance, hence jeopardizing their chances of achieving their goals. To address this 
issue, we need to educate students on the critical nature of academic integrity. Reedy et al. 
(2021) found that students who perceived academic integrity to be of critical importance were 
significantly less likely to cheat, regardless of the ease with which they could potentially bend 
the rules.  
 
     A final advice or consideration for designing assessments during ERT is that educators must 
remember to show understanding and flexibility, whatever type of assessment they decide to 
implement during ERT. In these exceptional circumstances, educators must demonstrate that 
they trust their students and accept that the justification offered by a student to explain, for 
example, a missed deadline or a low grade, is probably the truth, given the impossibility of 
proving otherwise. It is important to bear in mind that not all students have the technological 
means at home to keep up with their learning or participate in online group activities and may 
well ask to be given a second chance. Undoubtedly, this adds to the teacher’s workload because 
she then has not only to create a second assessment, but also administer and mark it. To preclude 
this possibility, we recommend that teachers, where possible, set assignments based on open-
ended, rather than closed-ended, questions, while ensuring that similar elements and difficulty 
levels are included that were present in the main assessment and aligning that with the learning 
objectives to ensure equality and equal opportunity for all students. An example could be setting 
a question which requires students to write an argumentative essay, which can be completed in 
their own time. However, this solution is not appropriate for certain subjects, such as assessing 
knowledge of math or grammar.  
 
Conclusion 

The aim of this study was to examine how assessment principles can be put in place and 
determined in emergency situations in which learning experiences are shifted from face-to-face 
to online modalities. It also reviewed some of the factors educators should take into 
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consideration when developing assessment methods. The above discussion suggests that the 
construct of time was one of the most at-risk factors when implementing assessments during 
crises due to the unpredictability of the events that unfold. As such, educators need to adopt a 
flexible approach to assessment and be open-minded in terms of the options that are pursued; for 
instance, multiple-choice questions or writing a final paper.  
 
     As we delve into the different approaches of assessment and methods of achieving assessment 
principles (Brown & Abeywickrama, 2010) under ERT, it is worth considering what decisions 
different educational institutions have taken in terms of assessment during ERT. In addition, 
questions of how and/or to what extent those decisions affected the various assessment principles 
and what teachers and students have learned from, and thought about, assessment during ERT 
are worth investigating. Future research should also consider the various strategies that transform 
paper-and-pencil assessments into online or computer-based assessment under ERT. A final 
learning point from the ERT experience is that it has proven to many educators, including those 
who were not keen on online teaching or had not considered such an approach, that teaching via 
this mean could be beneficial. In fact, there is a broad consensus that education may never return 
to the form in which it took prior to the pandemic (Zhu & Liu, 2020), and that technology will be 
increasingly employed in combination with face-to-face approaches via an integrated approach 
(Bellini, Pengel, Potena, Segantini, & ESOT, 2021; Goh & Sanders, 2020). It is necessary to 
recognize that the shift to online learning during ERT might have been temporary, but 
technology is still imperative to education, even though it cannot be relied upon exclusively. In 
addition, COVID-19 has had a significant impact on education, requiring that we consider 
possible development opportunities concerning the provision of open, free, and accessible 
resources to all students. Consequently, a special focus should be placed on developing digital 
solutions that facilitate the development of relevant content, effective teaching techniques, and 
learning environments that are supportive, in addition to ensuring that teachers are appropriately 
qualified and prepared.   
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