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Abstract:

University evaluation is essential to ensure the effectiveness of
the educational process. Despite its complexity, its primary purpose is
to improve learning outcomes; it helps identify students, weaknesses,
address them continuously and transform mistakes into opportunities
to enhance teaching practices.

Effective university evaluation should follow clear standards it
must be reliable, objective, aligned with learning objectives,
comprehensive and continuous. Strengthening the link between
evaluation and daily teaching practices remains crucial for achieving
better academic outcomes.

Keywords: Educational evaluation, university evaluation
measurement, assessment, educational objectives.
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Abstract: The issue of evaluation occupies a central place in
sociology, given the unique pedagogical dimensions of this discipline.
This is because the matter concerns the analysis of social phenomena
and the structures of social relations, thus highlighting the challenge
of bridging theory and practice. Therefore, evaluation in this field has
a special strategy in order to work on providing the element of
neutrality as much as possible, and this latter is a technically complex
process because it requires a deep understanding. Therefore,
evaluation in sociology becomes a sociological practice that reflects
cognitive perceptions and social structures.
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Abstract :The field of education in the humanities and social sciences
is witnessing a growing shift toward the adoption of alternative
assessment strategies, due to their ability to measure learners'
cognitive, skill-based, and affective competencies in a more
comprehensive and in-depth manner. This study aims to highlight the

most prominent of these strategies, such as portfolios, research
projects, presentations, and peer assessment, while analyzing their
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relevance to the nature of these disciplines, which emphasize critical
thinking and interpretive analysis.

The study also addresses the pedagogical and organizational
challenges that hinder the effective implementation of these strategies
and proposes developmental prospects to facilitate their integration
into educational systems. This includes teacher training, curriculum
adaptation, and the development of appropriate assessment tools. The
study concludes that adopting alternative assessment serves as a
gateway to enhancing learning quality and achieving a more
interactive and equitable education in the fields of humanities and
social sciences.

Keywords : Alternative assessment — Humanities — Social sciences —
Portfolios — Educational projects.
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Abstract:

The evaluation mechanisms in the LMD system and its effective
methods are real outlets for forming models of educational
researchers, who seek to prepare a generation of students capable of
achieving intellectual integration, through these mechanisms for
which many research teams and psychology and education
laboratories are established. This is achieved by establishing a unified
methodology for objective assessment that both students and faculty
are convinced of, within a sound methodological framework that takes
into account various aspects: cognitive, behavioral, psychological, and
even pedagogical, in line with the philosophy of the LMD system and
its influential objectives in the social and environmental spheres. This
is what we will attempt to address in this article, by identifying the
most important evaluation mechanisms practiced by professors in the
College of Humanities and Social Sciences, and the extent of variation
in their application of these mechanisms according to the variables of
professional experience and specialization.

Keywords: mechanisms, continuous evaluation, LMD system,
university professors.
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Abstract: This article aims to highlight the possibility of fulfilling
certain conditions of educational assessment, such as objectivity and
fairness, in the grading of exam papers in the social sciences. We
sought to demonstrate this by emphasizing the differences between the
results of traditional grading, which relies on the examiner’s personal
judgment, and those based on rubric-based assessment (Rubrics),
constructed on predefined criteria that indicate the extent to which a
student’s answer meets performance indicators derived from those

criteria. These indicators focus on the quality of execution, the use of
knowledge, and the organization of ideas. Artificial intelligence
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techniques were also employed in the re-grading of a sample of exam
papers. The applied section of the article shows that relying on
rubric-based assessment and artificial intelligence can achieve two
fundamental conditions of evaluation—objectivity and fairness—as
the results of re-grading revealed discrepancies between the first
evaluation (traditional) and the second (rubric-based).

Keywords: Higher education assessment; Assessment rubric;
Performance criteria; Mastery criteria; Fairness in assessment; Social
sciences; Artificial Intelligence.
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Error, Interlanguage and Selectivity Criteria: Assessment Models
in the Academic Teaching of Arabic in Italy

Gl )l 3 el | 7 3Las 8 LAY jlae g Al Aalllg Unet|

Dr /Maura Tarquini
Chercheuse Universitaire
Universita degli Studi di Sassari — Universita degli Studi di Cagliari

Résumé

Cet article propose une réflexion sur I’évaluation des erreurs dans
I’enseignement universitaire de I’arabe en Italie, en s’appuyant sur une
approche communicative et une analyse contrastive entre L1 (italien)
et L2 (arabe). Aprés une mise en contexte historique et
méthodologique, 1’étude présente une unité didactique expérimentale
appliquée a des étudiants de niveau B1-B2 du CECR. L’analyse se
concentre sur les défis liés a I’interlangue, notamment 1’intégration
des emprunts lexicaux et la maitrise de structures morpho-syntaxiques
complexes. L unité s’appuie sur des extraits littéraires contemporains
en arabe standard moderne, intégrant des néologismes. La progression
des ¢tudiants est évaluée a travers une grille de critéres centrée sur la
compétence communicative, la créativité lexicale et la capacité
d’autocorrection. Les résultats montrent un passage d’un systéme
interlangue intermédiaire a une phase post-systématique, caractérisée
par une autonomie croissante et une réorganisation cognitive active.
Une correction sélective et métalinguistique s’est révélée
particulierement efficace pour soutenir cet apprentissage.

Mots-clés : ¢valuation formative, interlangue, arabe langue étrangere,
glottodidactique, compétence communicative
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1. Introduction

D’un point de vue historique, 1’intérét pour I’étude de 1’arabe en Italie nait
dans un cadre de confrontation religieuse ou, plus simplement, culturelle :
dans un contexte européen et chrétien, I’intérét principal est d’ordre religieux
et se manifeste surtout dans le domaine de la traduction. Le premier objet
d’intérét est le Coran qui est traduit et commenté, mais dans une perspective
polémique.

Par ailleurs, au XVlIe si¢cle, apparaissent les premiers textes imprimés en
langue arabe ou concernant la langue arabe, grace a I’impression a caractéres
mobiles de la Tipografia Medicea Orientale, fondée en 1584 sous le
patronage de Ferdinand ler de Médicis (1549-1609) et dirigée par Giovanni
Battista Raimondi (1536-1614), philosophe, mathématicien et orientaliste
(Casari, 2016).

* Quelques ¢ditions en arabe de dall § (193Lall [Le Canon de la médecine]

d’Avicenne, figurent dans le catalogue de la Typographia Medicea dés 1593
(Lancioni 2018, p. 12).

e La traduction latine réalisée par le Pére Tommaso Obicini de Novara
(1585-1632) de I'un des plus célebres traités de la tradition grammaticale

arabe, la 4w9,>¥| [Compendium de grammaire d’al-Agurrim], est

imprimée en 1636 sous le titre Grammatica Arabica et se présente comme
une exposition systématique des régles grammaticales de 1’arabe classique
accompagnée de commentaires et d’observations pratiques (Lancioni, 2018,
p. 13).

Le premier exemple représente une tentative d’ouvrir la voie a une nouvelle
phase de dialogue scientifique entre les civilisations, en imprimant la science
en langue arabe. Le deuxiéme cas, cependant, s’inscrit dans un tout autre
contexte : celui des activités missionnaires et des grammaires qui en ont
découlé, notamment dans le cadre de la Congrégation De Propaganda Fide
(Anzuini, 2014 ; Lancioni, 2014).

L’impression de textes arabes de grande valeur scientifique ou de
grammaires orientées vers 1’enseignement religieux-historique entrainera, au
fil des siécles, des conséquences sur le choix de programmes d’enseignement
strictement normatif de la langue arabe en Italie : pendant longtemps,
I’intérét marqué et exclusif pour la langue classique conduira a
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I’enseignement de la langue par une méthode grammaticale-traductionnelle,
calquée sur 1’approche utilisée pour le grec et le latin.

Le XIXe si¢cle marque une phase de bouleversement des relations entre les
deux rives de la Méditerranée : 1830 (conquéte francgaise de 1’Algérie)
inaugure le nouveau siécle colonial et, par conséquent, une transformation de
I’intérét de I’Europe envers le monde arabe, qui devient 1’objet de
I’impérialisme et passe de rival religieux a sujet d’éducation de la part du
colonisateur. Avec 1’établissement de colonies et de protectorats, la présence
militaire et politique sur les territoires arabophones devient de plus en plus
pressante. Le Royaume d’Italie (1861-1946) meéne également un ensemble
d’actions militaires, politiques et administratives, créant un empire colonial
en Afrique entre la fin du XIXe siécle et la premiére moitié du XXe siécle ;
il suffit de rappeler la colonisation de la Libye (1911-1912) et le contrdle
direct de la Somalie méridionale (1905-1936).

Dans ce cadre, I’intérét pour I’enseignement de 1’arabe évolue également : la
connaissance de la langue cesse d’étre un moyen pour I’ceuvre missionnaire
ou pour I’étude érudite de textes scientifiques. La langue arabe devient un
instrument de formation des fonctionnaires coloniaux et, plus généralement,
du personnel impliqué dans les relations économiques, politiques ou
militaires avec le monde arabe.

L’enseignement de 1’arabe en Italie connait son essor a cette période, avec
des traditions académiques portées par des figures telles que Carlo Alfonso
Nallino (1872-1938), Giorgio Levi della Vida (1886-1967), Laura Veccia
Vaglieri (1893-1989), Alessandro Bausani (1921-1988) et Renato Traini
(1923-2014) : ce ne sont 1a que quelques-uns des grands savants qui ont jeté
les bases des études arabes en Italie.

Les grammaires de la période coloniale s’orientent encore une fois vers une
approche strictement grammaticale-traductionnelle, fondée sur la
classification des éléments morphologiques et sur le déchiffrement de 1’écrit
et de la traduction. Malgré les critiques et les controverses liées a la période
coloniale, I’enseignement de 1’arabe a eu une conséquence positive
importante : a partir de cette période, I’arabe entre de maniére stable dans les
cursus universitaires européens et, par conséquent, aussi italiens.

Les processus d’indépendance ont entrainé un renforcement des consciences
nationales arabes, qui s’est concrétisé, d’une part, dans la proclamation
d’Etats nationaux indépendants ; d’autre part, dans la fondation de la Ligue
arabe ; et enfin, dans 1’accroissement du role que les pays arabes ont joué
dans les institutions internationales, telles que 1’Organisation des Nations
Unies.

Cela a renforcé le role de I’arabe en tant que langue de communication : le
contexte culturel et social a inévitablement changé de maniere substantielle,
et les objectifs ainsi que les défis posés aujourd’hui par la didactique de
I’arabe imposent une reconsidération de nombreuses catégories, puisque le
but de I’é¢tude de la langue arabe s’est profondément transformé par rapport
au contexte du début du si¢cle dernier.
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2. L’évolution méthodologique : un cadre théorique

Les approches glottodidactiques destinées aux apprenants de langue seconde
(L2), ayant I’italien comme langue maternelle (L1), ont été multiples et se
distinguent les unes des autres tant par leurs fondements théoriques que par
leurs stratégies didactiques. Toutefois, un facteur semble les avoir réunies :
I’ancrage dans une relation triangulaire entre les coordonnées de 1’acte
didactique, a savoir : 1’agent (I’enseignant), 1’objet (la langue) et le sujet
(I’apprenant). L’évolution de ces trois éléments a, en effet, déterminé
I’alternance des différentes méthodologies.

2.1. De ’approche grammaticale a I’approche communicative

Entre le XIXe et le XXe si¢cle, la méthode la plus répandue pour
I’enseignement de la L2 a été celle dite « grammaticale-traductionnelle ».
Dépourvue d’une théorie pédagogique structurée, cette approche privilégiait
la traduction de textes classiques et la présentation déductive des regles
grammaticales, lesquelles constituaient le noyau de 1’enseignement. Par
conséquent, 1’objet - c’est-a-dire la langue cible - était rarement utilisé de
maniere active, D’apprentissage du lexique n’était pas prévu et les
compétences orales étaient négligées. Le sujet - ’apprenant - jouait un role
passif, tandis que I’agent - I’enseignant - occupait une position autoritaire,
centrée sur la transmission normative et la correction punitive des erreurs.

La méthode grammaticale-traductionnelle s’est imposée des les débuts de
I’enseignement académique de la langue arabe en Italie. En 1941 fut publiée
la grammaire arabe en italien la plus connue de I’époque, la Grammatica
teorico-pratica della lingua araba (Laura Veccia Vaglieri, 1941), qui doit sa
force a la classification des éléments morphologiques, au déchiffrement de
I’écrit et a la traduction. L’ouvrage figure encore aujourd’hui dans les
bibliographies recommandées de certains cursus universitaires, malgré la
publication de travaux plus récents, tels que la Grammatica di arabo-
moderno standard (Mion & D’Anna, 2021), plus en phase avec la réalité
linguistique contemporaine.

Dans le panorama général de 1’enseignement des L2, des la seconde moitié
du XIXe siécle, la méthode grammaticale-traductionnelle avait commencé a
étre vivement critiquée pour son incapacité a permettre aux apprenants
d’utiliser activement la langue. Des approches alternatives se sont diffusées,
telles que la méthode directe, promue par Marcel (1853), Gouin (1880),
Prendergast (1864) et Jespersen (1904). Ce modéele s’inspirait de
I’acquisition spontanée du langage par les enfants, en mettant I’accent sur la
langue parlée et I’introduction inductive des reégles grammaticales, a partir de
I’oralité. Toutefois, la méthode directe se basait presque exclusivement sur
I’oralité et ne prévoyait pas de critéres spécifiques pour 1’évaluation des
erreurs commises par les apprenants.

A la fin des années soixante, I’approche communicative s’impose, fondée
sur des apports psycholinguistiques et, en particulier, sur les théories
¢laborées par Chomsky (1957 ; 1959) qui, en contestant les théories
béhavioristes, a révolutionné la conception de 1’apprentissage linguistique en
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tant que processus créatif. Dans ce cadre, I’apprentissage de la L2 ne repose
plus sur la mémorisation, mais sur la communication authentique. La
méthode notionnelle-fonctionnelle (Hymes, 1972) incarne ce tournant, en
définissant la langue comme un outil permettant d’atteindre des objectifs
communicatifs concrets.

Dans le prolongement de cette phase glottodidactique fondée sur 1’approche
communicative, la production bibliographique consacrée a 1’enseignement
de l’arabe en Italie a connu, a I’époque contemporaine, une série de
transformations dans la manic¢re dont les manuels présentent la langue et
organisent 1’enseignement. Le Corso di arabo contemporaneo (Durand,
Langone & Mion, 2015) ou les volumes Comunicare in arabo (Ruocco,
D’Anna & Fatayer, 2022) constituent des outils qui développent de maniere
harmonieuse et efficace les compétences communicatives des niveaux Al-
B2 du Cadre européen commun de référence pour les langues (CECR), a
travers des matériaux authentiques répondant aux besoins linguistiques et
psycholinguistiques des étudiants.

Avec I’enracinement de 1’approche communicative dans la didactique des
langues secondes, la langue est désormais congue comme un outil de
communication authentique. L’enseignant assume un role de guide facilitant
I’apprentissage et I’interaction dans des situations communicatives, en
s’appuyant sur 1’unité didactique (et non plus sur la simple legon) comme
dispositif d’enseignement. L’agent prend également en compte les besoins
communicatifs du sujet et valorise les variables individuelles qui influencent
I’apprentissage, notamment la dimension psychologique : celui qui ne craint
pas l’erreur et ose expérimenter a plus de chances de réussir (Diadori,
Semplici & Troncarelli, 2020, p. 20). L’enseignant joue le role de
facilitateur, promeut 1’autocorrection, la conscience métalinguistique et la
réflexion sur les stratégies d’apprentissage personnelles. L’erreur sort ainsi
d’une logique normative et devient partie intégrante du processus formatif,
expression d’une interlangue individuelle en constante évolution.

2.2. Les méthodes d’évaluation : du behaviorisme au cognitivisme
jusqu’a la glottodidactique

Pour évaluer efficacement les erreurs commises par les apprenants, plusieurs
approches théoriques ont été développées au fil du temps. Parmi les
premicres a émerger figure 1’ Analyse Contrastive (AC), enracinée dans les
théories behavioristes (qui se sont affirmées entre les années quarante et
cinquante), selon lesquelles I’apprentissage linguistique est défini comme un
ensemble d’habitudes que l’on peut développer par la pratique et
I’expérience. L’ AC nait comme une hypothése scientifique d’investigation et
de comparaison entre deux systémes linguistiques, avec pour objectif de
prévoir les difficultés et les erreurs dans 1’apprentissage d’une L2. Les
travaux de Lado (1957) ont mis en place les premicres procédures
méthodologiques et ont traduit le concept de différence structurelle entre
deux langues en termes de difficulté plus ou moins grande dans
I’apprentissage d’une langue étrangere. L’ AC repose sur deux principes : le
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systéme de regles de la L1 interfére avec celui de la L2 ; plus les deux
systémes différent, plus I’apprentissage est difficile.

L’hypothése de I’AC repose sur 1’idée qu’il est possible de comparer
systématiquement la L1 et la L2 aux niveaux phonologique, morphologique,
syntaxique et lexical, afin d’identifier les principales différences entre la
langue de départ et la langue cible. Cette comparaison permettrait de prévoir
les difficultés, les problémes et, par conséquent, les erreurs les plus
probables chez les apprenants, facilitant ainsi I’organisation d’un programme
didactique tenant compte des divergences constatées.

L’AC a toutefois fait ’objet de critiques importantes : bien que la procédure
permette de prédire le niveau de difficulté en identifiant les zones de
divergence entre la L1 et la L2, d’un point de vue diagnostique, les erreurs
ne peuvent &tre évaluées qu’apres leur survenue, et toutes ne sont pas dues a
des phénomenes d’interférence (Whitman & Jackson, 1972, p. 40). L’AC a
néanmoins été appliquée dans diverses études, notamment celles ayant
montré des interférences de I’italien (L1) dans I’apprentissage de I’arabe
(L2). Al-Ali (2016), par exemple, a appliqué cette théorie au syntagme
verbal, en mettant en lumicre, d’une part, les différences entre un systéme
temporel (I’italien) et un systéme aspectuel (I’arabe), et, d’autre part, les
difficultés lies a I’extraction de la racine verbale pour ensuite la fléchir par
I’ajout de préfixes, suffixes et infixes.

Un changement substantiel s’est opéré avec 1’introduction de la perspective
cognitiviste, a partir des travaux de Chomsky (1957, 1965, 1995), qui a
proposé une conception de I’apprentissage linguistique comme processus
mental créatif, fondé sur une prédisposition spécifiquement humaine a
I’acquisition du langage (Diadori et al., 2009, p. 94). Dans cette optique,
I’apprenant est per¢u comme un acteur actif de son propre parcours, doté
d’une Grammaire Universelle. Selon Selinker (1992, p. 172), la L1 facilite
souvent I’apprentissage de la L2, notamment lorsque 1’apprenant pergoit des
similarités entre les deux langues. Cela s’explique par I’activation des
mémes facultés cognitives innées (Chomsky, 1995, pp. 75-77), lesquelles
feraient de 1’apprentissage de la L2 une forme de « réapprentissage
linguistique » (ibid., p. 76).

L’erreur n’est plus interprétée comme une simple déviation, mais comme
une manifestation naturelle des hypothéses formulées par I’apprenant lors de
I’¢laboration de la langue cible. Dans cette perspective, 1’erreur revét une
valeur diagnostique essentielle, utile a 1’enseignant pour le suivi du
développement de l’interlangue. La théorie de I’interlangue, formulée par
Selinker (1972), postule que les apprenants d’une L2, pour comprendre,
manipuler et organiser de nouvelles formes linguistiques sur le plan réceptif
ou productif, développent un systéme linguistique autonome, intermédiaire
entre leur langue maternelle et la langue cible. Selon cette théorie,
I’interlangue est en évolution constante, influencée par des facteurs cognitifs,
linguistiques et psychologiques.

87



Partant précisément de la théorie de I’interlangue, Corder (1974) a élabore,
dans les années soixante-dix, I’ Analyse de I’Erreur (AE), définie comme un
outil de recherche structuré en procédures destinées a identifier, décrire et
expliquer les erreurs produites par les apprenants de la L2 (VanPatten &
Benati, 2010, p. 28). Selon cette approche, la compétence linguistique de
I’apprenant ne correspond ni a la L1 ni a la L2, mais constitue un systéme
autonome et dynamique.

L’approche communicative a définitivement transformé la manicére de
concevoir et de traiter 1’erreur, désormais considérée comme le résultat de
multiples facteurs tels que les étapes de développement, les processus
interlinguistiques et les différences individuelles (Selinker, 1972). L’erreur
est encouragée a travers des activités créatives visant au développement de
compétences linguistiques, sociopragmatiques et interculturelles. L’ attention
didactique se déplace du produit final vers le processus d’apprentissage, en
valorisant la réorganisation cognitive qui s’opére entre les connaissances
préalables et les nouvelles acquisitions. L’erreur n’est plus la preuve
manifeste d’un échec, mais I’indice d’un processus d’apprentissage en cours,
a affiner : D’apprenant est en train d’intérioriser I’input, et s’efforce de
formuler et reconstruire une grammaire de la L2. Dans cette optique, la
correction et 1’évaluation de D’erreur acquiérent une portée stratégique et
sélective : I’enseignant intervient sur les erreurs qui entravent la
communication ou nuisent aux objectifs de 1’activité didactique ; a I’inverse,
il néglige les erreurs liées a des contenus encore non traités.

3. L’étude de cas d’une unité didactique

Parmi les nouveautés les plus significatives introduites dans la
glottodidactique par 1’approche communicative, 1’unité didactique (Freddi,
1981, 1994 ; Balboni, 2015 ; Vedovelli, 2010) occupe une place centrale, en
remplagant la lecon traditionnelle entendue comme simple transmission
d’informations de I’enseignant a 1’éléve. Il s’agit d’un mod¢le didactique
innovant, qui dépasse la simple diffusion de régles linguistiques pour
proposer un processus complexe et harmonieux, centré sur le texte. A partir
de celui-ci, ’apprenant est initialement guidé dans la découverte des régles,
puis conduit a leur application dans 1’usage concret de la langue, dans le
cadre de situations communicatives réelles impliquant une interaction entre
locuteurs.

Le concept d’unité didactique reprend la relation triangulaire entre les
coordonnées de 1’acte didactique : 1’objet, c’est-a-dire les compétences
concourant a la capacité de communication ; [’agent, ¢’est-a-dire les choix
méthodologiques de ’enseignant ; le sujet, a savoir 1’éléve et ses stratégies
cognitives et affectives. Ce modele suit en outre une série de phases précises
(Diadori et al., 2009, p. 48) : motivation (exploration du contexte et
anticipation du contenu du texte) ; globalit¢ (compréhension générale du
texte : lieu, personnages, théme) ; analyse (guidage dans la découverte des
régles : linguistiques, fonctionnelles, culturelles) ; synthése (réutilisation des

88



régles découvertes) ; réflexion (systématisation des régles) ; controle
(vérification de I’acquisition par les apprenants et évaluation des erreurs).
Dans cette contribution, nous analyserons le cas d’une unité didactique
appliquée selon une approche communicative et une méthode notionnelle-
fonctionnelle auprés des étudiants de troisiéme année en langue arabe
(niveau B1-B2 du CECR) de I’Université de Cagliari. L’objectif principal du
cours annuel a été de faciliter I’apprentissage et ’enseignement de la langue
a travers la littérature arabe contemporaine.

Au cours du déroulement des unités didactiques, le travail global a été
structuré en plusieurs phases visant a se concentrer sur des éléments
linguistiques quantifiables et comparables. Une série de textes a été
collectée, classée progressivement selon les registres utilisés et le niveau de
difficulté morphologique et syntaxique. A la fin de chaque unité didactique
réalisée durant 1’année universitaire, la phase de vérification a permis
d’évaluer le niveau d’apprentissage des étudiants.

L’unité didactique analysée ici s’est déroulée en trois séances de quatre-
vingt-dix minutes, selon une approche communicative et une méthode
notionnelle-fonctionnelle. Les objectifs communicatifs étaient multiples :
compréhension et production descriptives ; structures morphosyntaxiques
complexes ; narration d’événements en séquence temporelle ; explication et
définition de concepts technico-scientifiques ; expression d’hypothéses, de
causalité et de conséquence ; compréhension de textes authentiques ;
familiarisation avec un registre de niveau moyen-élevé ; utilisation
contextuelle de néologismes.

Malgré la complexité de 1’unité didactique, nous nous concentrerons ici sur
certains aspects : les contenus saillants de I’input (les textes) ; la phase de
motivation des ¢étudiants conduite par [’enseignant ; les principales
divergences entre la L1 et la L2 ; la phase de vérification, d’évaluation et de
contrdle de 1’évolution de I’interlangue.

3.1. L’input : le texte

L’unité didactique analysée ici prévoyait cinq extraits du roman s>Ssd
[Chicago] de I’écrivain égyptien ) s=¥) (Al-Aswani, 2007).

Extrait 1

Lelaey 4 e suslg

[Plus une machine est précise, plus elle est vulnérable aux dommages, et les
ordinateurs les plus récents peuvent étre endommagés par un seul choc
violent.]

Extrait 2

L S <<L§3Lﬁ"‘» Lgaud JSGlo s> odz=s ssU ) 6).53\ AUl e
e Juall 3 s syadg olol8y3l slive mall (Sopedl ayllall Loy 448
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il Axandl adlacy pasyall Gsall saus «Jlsz S dusdlag 43S
sl Sliyenll 3 ayball dsllasil i e

[De I’autre c6té de la table est assis George Michael, qu’on appelle le «
Yankee » parce que tout en lui porte la marque de I’ Américain pur : ses yeux
bleus, ses cheveux blonds tombant sur ses épaules, ses vétements casual, son
corps robuste et large, ses muscles gonflés et dessinés, fruit de sa stricte
régularité dans les exercices physiques.]

Extrait 3

deriy il @ladl @zmudd) @ley laline 2oy 2 aradsiua!
A Azand ¥ Alys § 98y Sl

[L’histologie est un mot latin qui signifie « science des tissus » : la science

qui utilise le microscope pour étudier les tissus vivants. ]
Extrait 4

2l b Bl 0 Llagisl 5leadl BMe a8 (Satll 53 e Lok
Al e STl Z¥) sun day

[Il appuya sur le bouton de la télécommande et la voiture se ferma
automatiquement, puis il ferma la porte du garage et tira le verrou a la main
pour s’assurer qu’elle était bien fermée.]

Extrait 5

) a5 Lely apdems) 4l w52 8 o o iSOl oyay Y B
Gan e Ogdu=ny jexdl sgidl O duae olat gusl (29 <<§5_1;5-J‘2’\»
OISU o Leewnd!l ada G cdly «digall dssl JI» sl ells (9 9> i
ol e (§83las) dusesly cpud (gl «adl Acly3l yaxdl
[Beaucoup ignorent que « Chicago » n’est pas un mot anglais, mais qu’il
appartient a la langue « algonquine », I’une des nombreuses langues parlées
par les Amérindiens. Dans cette langue, le mot Chicago signifie « odeur
forte ». Cette appellation vient du fait que I’endroit ou se trouve aujourd’hui
la ville était a I’origine une vaste zone réservée par les Amérindiens a la
culture de I’oignon, dont I’odeur acre a donné naissance a ce nom. ]
3.2. La motivation : le paratexte
Afin d’abaisser le filtre affectif, il a été nécessaire de préparer les étudiants a
I’approche des textes en leur fournissant les coordonnées contextuelles
(émetteur et contexte de production) et en explorant le paratexte. D’un point
de vue linguistique, il a également été indispensable de fournir des
précisions historico-linguistiques concernant les évolutions récentes de

I’arabe standard moderne (MSA).
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L’écrivain égyptien Al-Aswani a mis en ceuvre une expérimentation
linguistique a travers la création de néologismes issus du lexique européen
(Cfr. Avallone, 2021). Le roman Chicago est une ceuvre située aux Etats-
Unis, principalement dans un campus universitaire de 1’Illinois, et raconte la
vie d’un groupe d’expatriés égyptiens confrontés a la nostalgie de leur patrie,
aux conflits identitaires, aux contradictions politiques et aux difficultés liées
a Dintégration. L’auteur y aborde la question de I’identité : I'un des

protagonistes <l Cdi) 98! [le Dr Ra’fat Thabit], est un professeur

égyptien naturalisé américain, qui renie ses racines arabes et manifeste de
I’hostilité envers tout ce qui renvoie a I’Egypte.

Avec le passage du temps, la langue arabe fait face a de nouveaux besoins
lexicaux, en s’adaptant au contexte contemporain. Il est d’ailleurs
aujourd’hui largement admis que le MSA ne constitue pas une étiquette
linguistique monolithique, immuable ou imperméable aux évolutions.
L’unité didactique a justement été congue sur la base du postulat selon lequel
la langue arabe est influencée par les emprunts européens qui ont été intégrés
dans le systéme linguistique arabe. Le patrimoine littéraire arabe suit depuis
longtemps une dynamique d’hybridation linguistique, notamment par la
création de néologismes. Ce phénomene est désigné, selon la terminologie
de Myers-Scotton (1993, 1997), comme intrasentential code-switching,
c¢’est-a-dire une série d’emprunts issus des langues européennes, insérés dans
une matrice morphologique arabe.

Dans son roman, Al-Aswani met en relief la problématique identitaire du Dr
Ra’fat Thabit justement a travers une série d’emprunts a 1’anglais,
translittérés selon les conventions grapho-phonétiques de ’arabe et intégrés
morphologiquement a la langue arabe, adaptant ainsi sur le plan linguistique
les événements racontés a la réalité contemporaine américaine. Ce sont
précisément ces néologismes qui, dans le cadre de cette unité didactique, ont
constitué¢ un input supérieur au niveau d’interlangue des étudiants - sur les
plans morphologique, syntaxique, mais surtout grapho-phonétique - bien
qu’il s’agisse d’apprenants de niveau B1-B2 selon le Cadre Européen
Commun de Référence pour les Langues (CECR).

3.3. L’analyse contrastive des éléments saillants de ’input

Introduit pour harmoniser I’enseignement et 1’évaluation des langues en
Europe, le CECR promeut une vision intégrée de la compétence
communicative, incluant des dimensions linguistiques, sociolinguistiques et
pragmatiques. Les activités didactiques et les systémes d’évaluation sont
construits a partir des descripteurs de niveau (de Pré-Al a C2, avec des
niveaux intermédiaires) qui orientent 1’enseignant dans la définition des
objectifs, des contenus et des critéres de correction.

Toutefois, dans le cas spécifique de 1’arabe, il est nécessaire d’adapter ce
modele en tenant compte des difficultés propres au systéme grapho-
phonétique, phonologique, morphologique et syntaxique de la langue.
L’analyse contrastive (AC) de certains éléments saillants de I’input textuel a
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permis d’identifier les zones de difficulté potentielle et d’anticiper les
principaux obstacles linguistiques auxquels les étudiants seraient confrontés.
L’apprentissage de I’arabe par des étudiants italophones présente des défis
considérables, notamment dans la phase initiale - celle de Dlatteinte du
niveau seuil - qui comporte les différences techniques les plus marquées par
rapport aux langues européennes. Le niveau seuil constitue la phase la plus
délicate dans I’apprentissage de 1’arabe, et aussi celle qui présente les plus
grandes divergences structurelles. Nous nous concentrerons ici sur deux
¢léments : d’une part, ’aspect lexical relatif a I’intégration des emprunts
(extraits 1, 2, 3, 4) ; d’autre part, [’aspect morpho-syntaxique centré sur la
phrase relative (extrait 5).

L’obstacle principal réside dans 1’apprentissage de 1’écriture : le premier
contact avec 1’arabe implique 1’acquisition d’un systéme graphique étranger
a I’alphabet latin, tant sur le plan visuel que structurel. Il s’agit d’un systéme
consonantique, trés éloigné du systéme alphabétique. Outre 1’apprentissage

des variantes isolée, initiale, médiane et finale de chaque 8, [lettre], ainsi

que de lensemble des «,> [signes vocaliques] et des signes

orthographiques, la difficulté réelle réside dans 1’absence de voyelles dans
les formes non vocalisées et dans la nécessité d’intérioriser des modeles de
vocalisation.

En italien, toutes les voyelles sont obligatoirement écrites, avec des
distinctions claires entre voyelles toniques et atones : 1’italophone doit
inférer les voyelles bréves non €crites, une opération sans €équivalent dans sa
L1. D’un coté, I’écriture et la phonologie de I’arabe sont apprises dés une
phase que l'on pourrait qualifier ici de A0 ; de l’autre, I’intégration
d’emprunts implique un effort cognitif supérieur au niveau d’interlangue
atteint, méme apres trois années d’étude universitaire.

Le principal probléme concerne le graphéme 7z : en MSA, cette lettre

correspond au son [d3], alors qu’en arabe égyptien, elle correspond au son
[g]. Ce dernier est présent dans les langues européennes mais absent du

MSA. Dans les emprunts issus des extraits, ¢ est utilis¢ pour transcrire [g],
tandis que le phonéme [d3] du MSA est remplacé par la lettre persane z

Ainsi, les mots des extraits 2 et 4, Jls>S et zl,>, seront prononcés

respectivement [ 'ka:dzwal] et [ga'rad3].

Par ailleurs, I’étudiant de troisiéme année a déja assimilé : le concept de
structure a flexion finale et celui de structure introflexe ; la compréhension
du systeme des modeles morphologiques ; I’acquisition des principales
structures syntaxiques et des accords correspondants. Toutefois, 1’extrait 4

présente un exemple de 4> 4 [proposition circonstancielle de maniére

92



ou d’état] qui differe des normes déja assimilées. Dans la phrase @M&] @3
LSolagigl 8,Lewd! [la voiture s’est fermée automatiquement], le mot

LSslegigl [automatiquement] joue le role de Jl> [complément de

maniére]. Il s’agit d’un calque évident de I’anglais automatically. En italien,
il correspond a un adverbe de maniére qui, par rapport a I’arabe, n’est pas
marqué morphologiquement ; il posseéde une plus grande liberté de
positionnement dans la phrase ; il peut étre dérivé d’un adjectif ou former
une locution ; il ne demande pas d’accord formel, mais reste li¢
sémantiquement a son référent.

Enfin, les cas présents dans les extraits 1 et 3 montrent que 1’extraction de la
racine des mots peut s’avérer difficile a gérer avec les méthodologies

acquises durant les deux premiéres années : &Sl [machine], 3¢S

[ordinateur], <:9Su9,S4a [microscope], (2 glgiunta [histologie].

Sur le plan morpho-syntaxique, I’extrait 5 a confronté les étudiants a la
difficulté de reconnaitre et reproduire des phrases relatives. De manicre
générale, en arabe comme en italien, le relatif s’accorde avec son antécédent
en genre et en nombre. Deux différences principales peuvent étre soulignées

entre les deux langues. Tout d’abord, dans la construction de la 4o

[proposition relative] en arabe, si ’antécédent n’est pas le sujet du verbe, la
proposition implique la présence d’un Jile ywys [pronom de reprise] qui

est suffixé au verbe ou a une préposition, jouant respectivement le role de
complément d’objet ou de complément de préposition. En italien, cette
fonction n’existe pas sous cette forme.

Ensuite, 1’élément J}pjl\ p..w\ [pronom relatif], en arabe, n’est pas

exprimé si son antécédent est indéfini. Dans ce cas, on parle de dciad o>

[proposition attributive], qui correspond en italien a une simple subordonnée
relative indéfinie (ou le pronom relatif est néanmoins exprimeé).

Les écarts mis en évidence par I’AC (intégrée ici de maniére consciente et
non prescriptive) entre L1 et L2 ont constitué un facteur clé du succes de
I’unité didactique et de sa réussite sur le plan communicatif, car ils ont
stimulé la conscience interlinguistique et [’autonomie de [’apprenant.
L’application de ce type d’analyse s’est révélée utile aussi bien en phase pré-
didactique - pour sélectionner les principales difficultés - qu’en phase
diagnostique et évaluative, permettant une lecture approfondie des erreurs
présentes dans les productions orales et écrites.

3.3. Contréole : I’évaluation

Le déroulement de 1’unité didactique s’est articulé selon les étapes
fondamentales, en cohérence avec les objectifs fixés.
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La premiére phase, consacrée a I’exploration, a porté sur I’analyse de mots-
clés : des substantifs liés au domaine technologique et des adjectifs
qualificatifs.

La deuxiéme phase, centrée sur I’exploration du texte, s’est focalisée sur des
structures morphologiques et syntaxiques spécifiques, avec une attention
particuliére portée a la valeur aspectuelle du systéme verbal arabe, en
contraste avec la valeur temporelle du systéme verbal italien.

La troisiéme phase, celle de la motivation, s’est déclinée en deux moments :
une premicre étape d’introduction a la conversation a travers des questions
simples, et une seconde étape d’¢lucidation a I’aide de cartes heuristiques en
toile d’araignée, dans lesquelles le lexique était organisé par champs
sémantiques. Le vocabulaire proposé comprenait des termes présents dans
les textes, déja connus des étudiants ou nouveaux a acquérir.

La quatriéme phase, dédi¢e a la compréhension globale (ou superficielle), a
mobilisé différentes stratégies : écoute et lecture silencicuse, écoute et
répétition & voix haute, exercices d’association entre synonymes et
antonymes.

La cinquiéme phase, relative a la compréhension analytique (ou
approfondie), a prévu des exercices de reconstitution de séquences
temporelles et de reconnaissance et utilisation de structures exprimant la
causalité et la conséquence.

Les sixiéme et septiémes phases, respectivement consacrées a la synthése et
a la réflexion, se sont révélées les plus exigeantes : elles se sont concentrées
sur les actes de communication selon une perspective fonctionnelle, ainsi
que sur la systématisation des phénoménes linguistiques abordés. Ces phases
se sont déroulées dans un climat de faible pression affective, dans la mesure
ou les exercices n’étaient pas notés et n’avaient aucun impact sur la note
finale de I’examen : leur seule fonction était d’informer 1’enseignant sur
1’évolution de I’interlangue de 1I’étudiant.

Deux épreuves ont été administrées afin de vérifier les compétences
effectivement acquises : une épreuve écrite (un essai de 500 mots) et une
épreuve orale. Les étudiants ont rédigé leur essai dans un cadre surveillé,
sans acces au matériel de D'unité, afin de permettre une évaluation
authentique de 1’apprentissage. L’objectif de la production écrite était
d’exprimer une idée d’un certain niveau de complexité en décrivant de
maniere cohérente une série d’événements et de personnages évoluant dans
un contexte technico-scientifique.

L’épreuve orale, quant a elle, a inclus des activités de jeu de role, des
dialogues ouverts et des dialogues en chaine. Dans les deux épreuves,
I’utilisation de structures exprimant la causalit¢ et la conséquence a
représenté une valeur ajoutée. Une attention particuliere a également été
portée a I’utilisation correcte des néologismes, en accord avec le systéme
morphologique de I’arabe.

L’évaluation de I’évolution de I’interlangue s’est fondée sur la précision
formelle dans la production écrite et sur la fluidit¢ communicative dans
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I’épreuve orale, sans interpréter les erreurs comme des échecs (cf. Cattana &
Nesci, 2004) : beaucoup ont été considérées comme des indices du
développement de ’interlangue, et donc comme des étapes de formulation
d’hypothéses par les étudiants sur le fonctionnement de la L2. Le critére
discriminant a été la compétence communicative : seules les imprécisions
nuisant réellement a la communication ont été sanctionnées.

En ce qui concerne la production écrite, le tableau 1 suivant résume les
critéres utilisés pour I’évaluation des épreuves, les types d’erreurs considérés
et les modalités de correction privilégiées :

Tableau 1
Critere Analyse de ’erreur Type de correction
adoptée
Contenu Cohérence avec la Correction
consigne, communicative : viser
développement une meilleure clarté
thématique lorsque ’erreur
empéche la
compréhension
Organisation du Usage des Correction
texte connecteurs, classificatoire si la
enchainement désorganisation nuit au
temporel sens
Précision morpho- | Utilisation de Correction résolutive

syntaxique

structures complexes
et correctes

selon le niveau de
I’étudiant

Utilisation des
adjectifs

Accord, variété,
précision descriptive

Seulement si cela
compromet la
cohérence
communicative

Lexique technico-
scientifique

Usage pertinent de
termes spécialisés

Correction résolutive
avec indication de la
forme correcte

Expression de
causalité /
conséquence

Usage de structures
logiques appropri¢es

Fournir des indications
métalinguistiques
permettant a I’étudiant
d’identifier I’erreur

Registre et style

Adéquation du
registre a I’objectif

Signalement et
explication apres
I’activité

Néologismes et
emprunts

Usage contextuel et
correct

Corrigés uniquement
s’ils créent des
ambiguités ou des
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| incompréhensions

Le tableau 2 résume les critéres d’évaluation et les modalités de correction
appliquées a I’épreuve orale.

Tableau 2
Critére Analyse de ’erreur | Type de correction
adoptée
Fluidité Fluidité et continuit¢ | Correction différée si
communicative de I’intervention elle n’entrave pas la
communication
Interaction Capacité a gérer les Correction immédiate

tours de parole et les
réponses

si elle bloque la
communication

Précision morpho-

Présence d’erreurs

Reformulation

syntaxique systématiques ou partielle ou complete
occasionnelles de la production si le
sens est compromis
Description Précision et Répétition avec
cohérence de la prosodie accentuée
description pour faciliter
I’identification de
I’erreur et encourager
’autocorrection
Narration Séquentialité et Correction différée
cohésion pour ne pas
interrompre le
discours

Explication de
concepts

Clarté et exactitude
lexicale

Fournir explicitement
la version correcte si
P’erreur nuit a la
communication

Lexique technique /
néologismes

Utilisation
appropriée dans le
discours

Demander a 1’étudiant
de répéter ou
reformuler

A la lumiére de la grille des critéres d’évaluation, des erreurs
commises et des objectifs pédagogiques de 1’unité, il est apparu que
les étudiants se situaient a un stade d’interlangue en transition entre un
systétme approximatif intermédiaire et un systéme pré-systématique
avanceé.

Au niveau morpho-syntaxique, les structures grammaticales
complexes étaient présentes, mais pas toujours maitrisées. Les
¢tudiants ont tenté des constructions élaborées (notamment des
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propositions relatives et des périodes hypothétiques), mais ont commis
des erreurs formelles, en particulier dans la construction des relatives.
Le registre moyen-¢élevé des textes authentiques a été identifié, mais
n’a pas toujours ¢té maintenu dans la production écrite, qui s’est
révélée globalement cohérente et structurée, bien que la connexion
logique entre les idées se soit affaiblie dans les passages complexes.
Les principaux succes ont été observés dans 1’acquisition du lexique et
la phase d’autocorrection. Le niveau d’apprentissage et d’emploi des
termes spécialisés et des emprunts a été trés €leve, bien que parfois
entaché d’adaptations incorrectes : une phase « créative » a en effet
¢té observée, au cours de laquelle des racines arabes ont ¢t¢ inventées
pour forger des néologismes non conventionnels. Toutefois, les
¢tudiants ont su reconnaitre certaines de leurs erreurs (lexicales,
morphologiques et syntaxiques) et ont cherché, dans leurs
connaissances antérieures, des stratégies pour reformuler des énoncés
tendant vers une version correcte. La recherche de la bonne formule
ou du mot adéquat a toutefois compromis la fluidité, en particulier a
’oral.

En somme, la présence d’erreurs systématiques, mais aussi de
tentatives fonctionnelles et autonomes, indique que les étudiants
¢voluent vers une phase post-systématique, dans laquelle 1’interlangue
est stable, mais en expansion. A ce stade, une correction sélective,
métalinguistique et orientée vers le développement de 1’autonomie
linguistique s’est révélée particulierement efficace.

4. Conclusions

L’analyse menée dans cet article met en évidence les limites
persistantes du mode¢le grammatical-traductionnel dans
I’enseignement universitaire de 1’arabe en Italie. Bien que
historiquement enraciné dans une tradition philologique rigoureuse,
cet approche montre aujourd’hui ses insuffisances face aux exigences
d’une didactique communicative et contextualisée.

L’¢étude de cas présentée démontre 1’intérét d’un enseignement fondé
sur I’interaction, la compétence communicative et la valorisation des
erreurs comme indicateurs de développement de l’interlangue. La
prise en compte des spécificités morpho-syntaxiques et grapho-
phonologiques de I’arabe, ainsi que des phénomeénes liés aux emprunts
et aux néologismes, permet de mieux comprendre les défis rencontrés
par les apprenants italophones.

Les résultats suggerent qu’une évaluation formative, sélective et
métalinguistique, centrée sur le sens et 1’autonomie, favorise un
apprentissage plus durable et authentique. En ce sens, 1’abandon
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progressif du paradigme grammatical-traductionnel au profit de
démarches intégratives et fonctionnelles représente une voie
prometteuse pour la didactique de 1’arabe en contexte académique.
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Abstract

This paper addresses the problem of assessing Arabic as a second
language in relation to the topic of diglossia, with particular reference
to oral varieties. Since the late twentieth century, a broad line of
research has raised the issue of how to harmonize diglossia in Arabic
language testing. The main studies that laid the theoretical foundations
for the assessment of Standard and dialectal Arabic are analyzed.
Despite the crucial contribution of foundational studies, no consensus
has yet been reached on an international standardization of a unified
method. An analysis of the causes that make Arabic language
assessment a fragmented field is provided. The paper puts forward a
proposal grounded in the diastratic, diaphasic, diamesic and diatopic
sociolinguistic variables, suggesting a method based on field
experimentation that employs a form of written examination to assess
oral varieties. This approach enables precise phonetic verification in
written form and aligns the research techniques of theoretical
dialectology with L2 assessment practices.

Keywords: Assessment, Arabic language, diglossia, written exam,
dialectology
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Introduction:

Assessment in the field of humanities faces some particularly delicate
challenges because of the concept of objectivity. This concept is a
foundation of the sciences but tends to be attributed to the hard
sciences more than it is considered strong in the humanities. Despite
the dichotomy between hard and soft sciences has been deconstructed
(Shapin, 2022), the issue of the concept of objectivity remains delicate
in the context of assessment. With this brief premise in mind, the
humanities, which are undoubtedly founded on the scientific method,
tend to present less consensus! on the methods of evaluation and
assessment (Helm, 2000; Dallinger & Mann, 2000). Within the
humanities, linguistic studies are perhaps the area in which the
greatest efforts have been made to standardize assessment methods
(Bachman, 1990; Bachman & Palmer, 1996). Despite this, evaluation
systems remain very varied across languages, countries and
institutions. The case of the Arabic language remains a casus bello in
the field of linguistic assessments as an L2. If we consider European
languages such as French but also so-called Oriental languages such
as Chinese, we can easily find an internationally recognized
standardized assessment system. For instance, French follows the
DELF? and DALF? certification systems, while for Chinese the HSK*
certification system has been developed, along with other tests. On the
contrary, the case of the Arabic language in the context of learner
assessment methods remains highly debated (El Seoud, 2024; Al-
Batal, 2024). The Arabic language in fact presents a particular set of
linguistic, sociolinguistic and cultural articulations that make the

! About humanities and social sciences, the problem of evaluation and assessment
has been related to the concept of skill (The British Academy 2017). In fact « “skill’
is at once held to be a pivotal object for modern social and economic life, while also
a concept with no consensus as to what exactly it refers to.” (Green, 2011, p. 21).
2 DELF Diplome d’études en langue frangaise.
3 DALF Diplome approfondi de langue frangaise.
4 HSK Hanyu Shuiping Kaoshi Chinese Proficiency Test.
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formulation of shared evaluation lines and criteria very complex. But,
if it is true that science is a form of classification, as the last
universalist mathematician himself stated,” language is the only
objective tool that science has at its disposal (Poincaré, 1905).°

1. Arabic testing: roots of a fragmented field

The main challenges that a unified assessment method faces lie on the
strong diglossic nature of Arabic (Ferguson, 1959), rooted ideological
sociolinguistic biases (Suleiman, 2013) and a lack of unified
consensus on the written aspect of dialectal variants (Habash, Diab,
Rambow, 2012; Al-Wer & de Jong, 2017). The discrepancy between
written competences and oral ones in the two levels of diglossia
creates a non-homogeneous system in the Arabic language when
related to teaching and standardization (Ventura, 2023, p. 102).
Despite Modern Standard Arabic (MSA) having a written competence
to be assessed, its oral version is strongly restricted in task-based use’
(Rahman, 2025; Al-Batal, 2018) and requires cultural competences to
orient its field of use (Ryding, 2013). In the meantime, fusha has its
modern version, but the classical version can also be assessed in a
literary domain. On the other hand, dialect has an oral competence to
be assessed, but its use in the written domain is highly debated
(Habash et al., 2019). In addition, dialects can be considered on a
macro level as macro-regional variants or national dialect levels,
namely the capital variant, or on a low-scale level, divided into
regions, towns, or even villages (Behnstedt & Woidich, 2013).

In this complex context, the European model of written versus oral
competences assessment and passive versus active competences
assessment faces problems. Thus, the four competences to be assessed
in European languages are fragmented in Arabic. The higher the

3 “On dira que la science n’est qu’une classification et qu’une classification ne peut
etre vraie, mais commode” (Poincaré, 1905, p. 295-296).

6 “tout ce que crée le savant dans un fait, c’est le langage dans lequel il 1’énonce”
(Poincaré, 1905, p. 254).

7 Even the most recent studies continue to highlight the difficulty of solving the
problem: “here is a lack of research specifically addressing how TBLT strategies can
be effectively adapted to Arabic classes” (Rahman, 2025, p. 36).

8 “And since Arabic dialects vary from MSA and from each other in terms of
phonology, morphology, lexicon and syntax (Watson, 2007), using MSA
orthographic standards cannot fully address the needs of the dialects” (Habash et al.,
2019, p. 3628).
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competence, the greater the fragmentation. The equivalent of a C2
level in the CEFR? scale (Council of Europe, 2001) requires in Arabic
a broader spectrum than the four-competence model. While a
European L2 assessment includes writing, reading, listening, and
speaking competences, an Arabic language learner at the C2 level
should reach: the four competences in MSA; three competences in
Classical Arabic mainly for religious purposes, in which active
speaking production is not a commonly required competence
(Parkinson, 1991);!* at least two competences in at least one dialect,
namely listening and speaking, along with two competences in reading
and writing in at least two variants of the writing system, namely
romanization and Arabic script. This last competence is harder to
assess in the absence of a common acceptance of dialect writing
practices in Arab sociolinguistic perception (Suleiman, 1999; Schmitt,
2020). Dialect writing, in fact, has no unified common norms on the
one hand, and a general ideological rejection as a written language on
the other hand (Bassiouney, 2020). All this, alongside the fact that at
the top level at least one competence, namely listening, in a second
dialect is a common fact. Mastery of forms of Middle Arabic is also
common. To have a clear exemplification of this fragmentation of
competences let’s take a native Arabic speaker as a model for an L2
learner of Arabic. He is able to write a letter and read a journal in
MSA, listen to television news in MSA, and speak MSA for example
to a foreigner when required. He understands when he listens to prayer
in the mosque and is able to pray and to write religious formulas in
Classical Arabic. He can dialogue in everyday life, listening and
speaking, in his own dialect. He is able to read and write short
messages in the romanization system in dialect and express his
feelings and opinions in Arabic script in dialect, for example in social
networks. When confronted, for example as a Maghrebi dialect
speaker, with a form of Levantine dialect he can understand, so

9 CEFR Common European Framework of Reference for Languages.

19 Discussing the perception of the distinction between MSA and Classical Arabic,
Parkinson observed a contrasting perception among Arabic speakers: “Educated
Egyptians, then, appear to be clearly aware that their modern formal language differs
in many respects from classical language, but they differ about whether this is a
good or bad thing, and about whether they have a right to use the term fusha to refer
to the modern form” (Parkinson, 1991, p. 35). Referring to western scholars he
observes: “while others question its status as a variety of linguistic interest since ‘it
has no native speakers of its own’ >’ (Parkinson, 1991, p. 36).
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listening, though not necessarily imitate the accent and speak it. He is
able, as Maghrebi dialect speaker, to adapt his own dialect tending to
Levantine or to fusha when speaking with Arabs from another region.
Among the challenges faced by a unified assessment method, political
and ideological factors play an important role. The political factor is
linked to geopolitical history (Suleiman, 2004).!'" European
assessment methods rely on political unification and standardization
on the one hand, like the case of the CEFR in the EU (Council of
Europe, 2001), or on the existence of a single main country where the
language is spoken on the other hand, like Italian or Chinese. The
Arabic language has not a political supranational union, as Pan-
Arabism aspired to (Suleiman, 1994), nor the situation of a main
unique country. This is a huge difference with assessment unification
for other languages. An ideological factor is also very important
(Brustad, 2017). The central role of fushd, which is also a political link
among all Arab countries and a strong cultural bond, doesn’t leave
space to projects of interest in perception of dialect as a true
competence to be assessed. While many universities in Arab countries
offer courses in dialect, like Bourguiba'? in Tunis for example, the
assessment is rarely perceived as more than a folkloristic element for
foreigners. The idea of a “learning in the street model” still often
persists, while all languages and, at the same time no language, can be
learned in a purely spontaneous manner. No exception for the so-
called Neo Arabic.

Due to these intricate factors, a real international consensus on the
assessment of the Arabic language has not yet been reached (Raish,
2021). Some initiatives are well attested in different countries, but
they are still not strongly linked to one another. Some standards lack
reference to a clearly stated theoretical-scientific approach,
particularly commercial-type exams, while others are well rooted in a
clear school of scientific thought.

2. A brief overview on Arabic assessment tests and theories
It is necessary to distinguish the commercially available Arabic
language tests from the formulation of scientific theories that are the

11 Suleiman (2004) discussed in particular the relationship between national identity
and Arabic language, highlighting the delicate balance between these two notions
for Arabic speakers.
12 Institut Bourguiba des Langues Vivantes (IBLV), Universit¢ Tunis El Manar,
Ministere de I’Enseignement Supérieur et de la Recherche Scientifique.
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basis of academic-level assessment practices. From a non-strictly
academic point of view, it is possible to find various assessment tests
offered to Arabic language students in various forms. The Arabic
Language Proficiency Test (ALPT) was developed since 2002 by the
Arabic Academy and has been accepted by the Islamic Chamber of
Commerce and Industry (ICCI) and by the Ministry of Religious
Affairs in Indonesia.!> Despite its commercial popularity and online
accessibility, the ALPT lacks transparent documentation regarding its
development and validation process. Other types of commercial
exams with a similar characteristic are offered by Berlitz Language
Institutes and the Eton Institute'* which has an Arabic Language
Competency Test (ALCT). Further assessments are also offered by
Al-Arabiyya-Institute with an exam called Al-Arabiyya-Test,'> and
Avant Arabic Proficiency Test (APT) which claims to be based on
STAMP, which stands for STAndards-based Measurement of
Proficiency, and to follow the ACTFL Proficiency Guidelines.'® From
an institutional point of view, there are numerous initiatives, such as
the Arabic Competency Test organized by the King Salman Global
Academy for Arabic Language and the Saudi Education and Training
Evaluation Commission. At a global level, the tests proposed by
cultural and educational institutions are numerous and present at
various levels in different countries. From the academic point of view
the most comprehensive and widely referenced work is ACTFL (1989,
2012), along with some development that will be discussed here
later.!” Furthermore, since 2018 the IMA Institut du Monde Arabe in
Paris has developed CIMA Certificat International de Maitrise en
Arabe,'® while in Italy'” in Milan ILA Certificazione Lingua Araba

13 Arabic Academy, https://www.arabacademy.com/alpt/

14 Eton Institute, https:/etoninstitute.com/alct/

15 Al-Arabiyya-Institute, https://en.alarabiyya-institute.com/al-arabiyya-institute/
16 Avant, https://www.avantassessment.com/blog/avant-stamp-and-the-actfl-
proficiency-guidelines

17 The following tests are available: Arabic Oral Proficiency Interview (OPI), Arabic
Proficiency Test (APT), Online Arabic Proficiency Test (O-APT), and ALTA
Language Tests. For a more in-depth look at the types of tests, see Winke & Aquil
(20006).

18 Institut du Monde Arabe, https://www.imarabe.org/fr/certificat-international-
maitrise-en-langue-arabe-cima

19 Since 2013 in Rome, the Arabic language certification of Sguardo sul Medio
Oriente has also been a pioneering project in Italy.
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has emerged in 2016 by Centro Studi I11a.° The mentioned
certifications generally aim to assess MSA and do not take dialectal
varieties into account.?! It should also be noted that the development
of IT and Al tools for the administration of Arabic language exams is
underway (Chirkunov et al., 2025).22 However, in the current state of
research, these tools are to be understood as an aid to teachers and
students and are not a substitute for validated evaluation systems.?’
Nevertheless, the topic of the assessment of Arabic as a second
language has been the subject of a long path of studies that has its
roots in the late twentieth century.>* Theories in this field stem from
the need for objective academic tools in language evaluation, but also
from the need to move from a grammatical translation model aimed at
Medieval Classical Arabic to the emergence of a greater interest in
MSA.

The American Council on the Teaching of Foreign Languages
(ACTFL) has laid the foundation for a process of integrating the
Arabic language into an assessment procedure that moves toward a
form of standardization. Allen’s contribution (1984) was fundamental,

20 Centro Studi Ila, http://www.certificazionearabo.com/
2! The available certifications do not systematize diglossia in the assessment: “Siamo
consapevoli dell’esistenza di varianti linguistiche locali, ma il gruppo di ricerca
ritiene che tali varianti debbano essere oggetto di una certificazione separata, sia a
motivo dell’estrema varieta di queste varianti — tutte di pari dignita — sia perché
nessuna variante dialettale di qualsiasi lingua ¢ la variante linguistica che viene
utilizzata e testata nelle certificazioni internazionali.” Centro Studi Ila website,
retrieved on 2025, certificazionearabo.com (italics mine).
22 Al tools under development aim to cover the CEFR levels but it should be
remembered that there is no consolidated scientific agreement on the application of
the CEFR to the Arabic language: “Arabic writing assistant to include a prompt
database for different proficiency levels, an Arabic text editor, state-of-the-art
grammatical error detection and correction, and automated essay scoring aligned
with the Common European Framework of Reference standards for language
attainment.” (Chirkunov et al., 2025, p. 1)
23 “ARWI is designed to serve as a support tool for teachers and learners, not as a
standalone evaluator.” (Chirkunov et al., 2025, p. 5).
24 Despite the prolific and historic reflection on Arabic as an L1 in Arabic scientific
literature, regarding assessment practices of Arabic as an L2 among Arab scholars,
Facchin states that “[Arab] scholars’ interest and commitment for this specific
branch of TAFL can be considered relatively scarce” (Facchin, 2017, p. 186).
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as he helped to outline the problems that make Arabic a language on
which it is difficult to reach consensus on a uniform evaluation. His
Arabic Proficiency Guidelines were reformulated in those years
(Allen, 1985; Allen, 1987), a sign of the ferment around the topic in
the late 1980s. He warned against the use of Middle Arabic, citing the
case of the Foreign Service Institute (FSI) in Washington, D.C., which
had adopted a hybrid “middle language” form.>> The work of
Rammuny (1980) on Arabic Proficiency Test Project led to the
development of some implementation of the Arabic Proficiency Test
(APT), which was presented at the American Association of Teachers
of Arabic (AATA) panel in 1982 (Rammuny, 1983). This work then
developed in a model of proficiency-based oral achievement testing
for elementary Arabic (Rammuny, 1986). If we look at the structure of
the test just a decade earlier, however, it was based on testing two
varieties of Arabic: “The test items are intended to assess listening
comprehension, vocabulary, grammar, reading comprehension, and
writing skills in both Medieval (Classical) and Modern Standard
Arabic.” (Rammuny, 1974, p. 3). It seems interesting to note that the
effort of change here is focused on a shift from the dominance of
Medieval Arabic to the integration of greater attention to MSA. There
is still no trace of dialect. In fact, as already mentioned, we still see
the effort to move from a grammatical translation method based on
Medieval Arabic to a method that is still similar but increasingly open
to MSA. The test is also divided into Listening Comprehension and
Written Comprehension, therefore this approach is still far from the
communicative one: “to evaluate the student’s ability to grasp the
meaning of the specific content of passages written in both Medieval
and Modern Standard Arabic” (Rammuny, 1974, p. 6, italics mine). In
the late 1980s Alosh (1987) highlighted a dichotomy between two
methods: “An early example is the Grammar-Translation Method
(GTM), which emphasize roles of reading and translation at the
expense of the other skills. Another more recent instance is the Audio-
Lingual Method (ALM), which can be regarded as a reaction to GTM”

25 “Graduates of the program are able to communicate orally with a large number of
speakers of Arabic from within this particular dialect area and from others as well.
However, the language which they acquire is not the spoken language of any dialect
area and thus, while graduates are indeed able to communicate effectively and to
carry out the tasks for which they are trained, genuine proficiency (interpreted
literally as replicating the native-speaking environment) is not attained.” (Allen,
1987, p. 47).
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(Alosh, 1987, p. 52). Some years later, in the 90s, about the concept of
proficiency despite diglossia, Ryding (1991) proposed the
implementation of Formal Spoken Arabic (FSA) which she describes
as “the name of this variety of spoken Arabic which has evolved as a
medium of instruction and communication for foreign service officers
and other US government employees assigned to posts in the Arab
world” (Ryding, 1991, p. 212). However, the danger of an approach of
this type, which she herself partly warned against, ?® is that it may be
useful as an initial vehicle but may prove counterproductive when, at
more advanced levels, it is necessary to verify the distinction of a
greater number of sociolinguistic variables. The problem of how to
integrate dialect into university study in relation to well-defined levels
was then raised by Ryding (1995), highlighting how the levels of
competence are directly correlated to the type of language chosen
within the Teaching Arabic as a Foreign Language (TAFL). Alongside
the issue of dialect integration, the issue of integrating the cultural
dimension in the teaching and subsequent assessment of the Arabic
language was raised as early as the 1980s. In particular, al-Batal
(1988) brought to light how the integration of cultural aspects was
fundamental and highlighted how “The teaching of culture in the
Arabic language curriculum has been sporadic, peripheral and
overshadowed by a strong emphasis on developing grammatical
competence in students” (al-Batal, 1988, p. 443).

3. The transition from the end of the twentieth century to the new
century

At the end of the twentieth century, it is therefore possible to observe
a trend in research, particularly in the 1980s and 1990s, which laid the
foundations for a reflection on assessment in the Arabic language.
New methodologies began to be explored and the problem of an
assessment that was more responsive to the needs of communication
began to question researchers on several levels. While in TAFL in
general a progressive methodological evolution towards a
communicative approach can be observed, the change in testing
methods seems to be more resistant to new teaching practices. The
grammatical and translation methodology model is increasingly
questioned, leaving room for communicative approaches (Aguilar et

26 “The use of FSA for accelerating the growth of spoken communication skills for
learners of Arabic as a foreign language does not mean that it is a panacea for all
Arabic language acquisition problems.” (Ryding, 1991, p. 216).
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al., 2014, p. 23). The paradigm shift was supported by a fundamental
change in theoretical approaches. The progressive evolution of
theoretical linguistics has led from structuralism to generative and
communicative models (Anttila, 1976; Chapelle & Plakans, 2013;
Céceres Estafia, 2018). At the end of the twentieth century, this new
theoretical approach within general linguistics was probably the most
important input,?’ certainly alongside exogenous factors, for the
development of new teaching methodologies. Within TAFL, this
movement also progressively led to the development of what is
generally defined as an integrated approach (Younes, 1990; Ryding,
1991; Younes, 2015). However, the debate in the scientific field is far
from over and is experiencing strong tensions between different
methods. In particular, the role of diglossia, although widely known
from a theoretical point of view (Ferguson, 1959), continues to divide
studies between integrated approaches, approaches more oriented
towards MSA and the media, and approaches oriented towards
national or regional dialect varieties (Aguilar et al., 2014; Neilsen,
2008).22 Among the approaches that address the problem of supra-
regional dialectal varieties, that of choosing a Middle Eastern type of
urban variety seems to be the most supported approach in this
methodological strand. In this context, what emerged is what has been
called Educated Levantine Arabic (Younes, 2006).% This linguistic
typology has been supported as valid and used in the Cornell Arabic
program, and described as: “It is the variety used by educated speakers
of the Levantine area (Jordan, Palestine/Israel, Syria, and Lebanon)
when communicating with one another and with speakers of other
varieties of Arabic”, (Younes, 2006, p. 159). A question still to be

7 “In the past twenty-five years the field of language testing has been influenced by
radical changes in orientation in several interrelated fields. In linguistics, this period
has seen Chomsky’s theory of syntax come, fade, and more recently re-emerge as a
dominant paradigm for describing the formal characteristics of utterances. [...] In
language teaching, we have moved from an approach that focused on language as
formal structure and learning as facilitated by explicit formal instruction, to one that
emphasizes language as communication and recognizes the potential for learning
and acquisition through communicative language use.” (Bachman, 1990, p. 296).

28 “it is not possible to say anything decisive about the order in which Arabic
varieties should be taught simultaneously or one after the other” (Neilsen, 2008, p.
152).

2 On the concept of Educated Spoken Arabic it is necessary to refer to the founding
studies of Mitchell (1986) and Badawi (1985).
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developed in the assessment is how to grasp the problems posed by
intra-dialectal or cross-dialectal variations. The ability to interact with
speakers from different dialect areas has already been highlighted in
Wahba, Taha, England (2006). As observed by Soliman (2014), in
fact, there is a need to integrate “the learners’ ability to engage
successfully in cross-dialectal situations by making use of their
knowledge of MSA and a dialect.” (Soliman, 2014, p. 129). The
relationship between MSA and dialects in both teaching and
assessment has been invoked on several occasions, both by supporting
the need for a parallel combined path, as in the case of integrated
approaches (Younes, 2015), and by proposing an overcoming of the
dichotomy between the two varieties (Giolfo & Sinatora, 2011). In
recent years, Solimando (2021) underlined the influence of ideology
not only in TAFL but also in Arabic language testing practices. The
choice to test only MSA is in fact considered a way to influence
language policies, highlighting, at the same time, how shared
assessment practices are still not widespread in Arab countries. The
study (Solimando, 2021) highlights the extensive use of MSA in
Arabic language tests of four private Arab institutes, in particular: the
Arab Academy, the Saudi National Center for Assessment, the Jordan
al-Nagah National University and the Arabic Linguistics Institute of
the King Sa‘id University. As for the judgment on the use of the test
guidelines available so far, Alosh (2018) underlines the usefulness that
the ACTFL Guidelines, American Council on the Teaching of Foreign
Languages, as well as the ILR Interagency Language Roundtable and
the FSI Foreign Service Institute system have had so far. However, he
once again calls for the need to adapt these tests to diglossia and to
base a reflection on how to modify them. He also argues that
separating tests between MSA and dialect even “violates the diglossic
model of Arabic” (Alosh, 2018). In the field of spoken Arabic testing,
de Graff’s studies (2011, 2012) are an important point of reference,
especially for the tradition of studies on this topic in the Netherlands.
In particular, he recently highlighted the use of authentic dialect texts
in Arabic exams (de Graff, 2021). However, the material is mixed, as
the exam is defined as: “reading comprehension test about a number
of (more or less) authentic texts from all over the Arab world to which
students have to apply different reading strategies” (de Graft, 2021, p.
181).

In order to contribute to the reflections on the topic of the use of
dialect in Arabic language tests, I put forward some proposals on the
methods I have experimented with and on some theoretical lines for
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the integration of diglossia in the assessment of learning of Arabic as a
second language.

4. Proposals for testing Arabic as an L2 in diglossia: a written
exam for an oral variant

As proposed in Ventura (2023), the diglossic switching model is a
method that combines the study of Modern Standard Arabic with the
study of one or more dialect variants. In this context, the gradual
inclusion of dialectal elements in assessment levels is based on the
diaphasic, diastratic, diatopic and diamesic dimensions. The diaphasic
variable takes into account the situation in which the communicative
act takes place and allows one to determine the appropriate linguistic
register depending on the level of formality or informality. In this
context, specific cultural skills are necessary, as al-Batal (1988)
recalled, to understand, in this case, what is formal or not in Arab
culture.®® The diastratic variable allows refinement of knowledge of
the sociocultural panorama and takes into account variations in the
interlocutor’s speech. Consider, for example, the expansion of
emphatics phonemes in some Moroccan dialects as a sociolinguistic
marker.?! It is also necessary to consider that the diamesic variable®? is
the one most often used in other evaluation and teaching models. In
fact, it significantly differentiates the use of the Arabic language
depending on the medium through which it is conveyed. The
traditional diamesic opposition between written and oral implies, in
fact, greater variations in Arabic than in non-diglossic languages. The
most recent assessment theories, in fact, distinguish not only between
writing and speaking, but also clearly between MSA and dialects
based on the medium through which the language is used. An
exemplary case is the knowledge of means of communication such as
satellite TV and their language, which has been the subject of

30 In Italy, it is worth mentioning a wide tradition of Islamic studies that has strongly
contributed to the field of studies on Arab culture. Just to mention some of the major
exponents: Michele Amari, Carlo Alfonso Nallino, Giorgio Levi Della Vida,
Alessandro Bausani and Francesco Gabrieli.
31 In Moroccan Arabic, labialization is a process of extending emphasis beyond the
distinctive pharyngealized phonemes. The presence of numerous labializations in a
speaker’s speech marks him as rural (Durand and Ventura, 2022, p. 16).
32 “Diamesic variation, a concept coined by variationist researchers in Italy, helps to
understand the impact of media on linguistic structures and their evolution™ (Selig,
2022, p. 870)

111



numerous works (Elgibali & Korica, 2014). The diatopic variable,
finally, calls for the need for an increasingly broad integration of the
study of Arabic dialectology into Arabic language curricula. This
need, repeatedly recalled in the scientific literature as mentioned
above, must not be limited to the inclusion of a dialect alongside
MSA. The importance of a diatopic study, in fact, also implies a
theoretical basis for students that allows them to acquire the
fundamentals of Arabic dialectology. Assessment of knowledge of
dialects, in fact, implies knowledge of theoretical elements of
phonetics and phonology, theoretical concepts of sociolinguistics,
alongside a solid basis of scientific phonetic transcription or Semitistic
transcription (Ventura & Durand, 2018).

The assessment of Arabic proficiency should therefore include these
four different variables.*® Inserting these sociolinguistic variables
allows for an expansion of the European model of reading, writing,
listening and speaking, assessing the real nuances of Arabic. These
variables, in fact, can create a check table with the European four
competences related to the four sociolinguistic variables. In my
teaching experience, the inclusion of different dialect varieties in the
exam has proven to be very useful in testing students’ understanding
of elements of dialectology. By switching between different
Palestinian dialect forms, in particular urban, Bedouin and rural, it is
possible to verify the recognition and understanding of different
typologies even within the same dialect, in this case Palestinian. The
same mechanism is possible, for example, by switching between the
Hilalian and Pre-Hilalian variants in Moroccan dialect. Clearly, this
method is applicable to the specific dialect provided for in the
curriculum. Another approach is to switch between two macro-
dialectal areas, such as a Maghrebi dialect and a Middle Eastern
dialect, which allows for cross-dialectal verification.

In this context, the testing of language varieties that are by definition
predominantly oral, due to their sociolinguistic nature, allows for
relatively straightforward structuring of oral exams, but encounters
problems in written tests. In order to verify the learning of dialect in
written form, a lack of homogeneity is observed in the test preparation
practices. While it is true that, in teaching, both Arabic script and
transcription are used, the latter is certainly predominant in scientific
Arabic dialect studies, where Arabic script is rarely employed. This
strong imbalance towards the use of transcription shows that phonetic

33 The diachronic variable can be added to insert Medieval Arabic or Classical
Arabic next to MSA.
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notation is far more precise for a specialized study of dialects.
Therefore, while scientific research uses transcription and teaching
tends to choose transcription and then pair it with Arabic script, the
assessment does not seem to have made a choice. Indeed, the tests
available in Arabic, which, as we have mentioned, overwhelmingly
prefer MSA, when they present dialect parts tend to use Arabic script.
In this regard, I think that a greater alignment between research,
teaching and assessment is necessary. The scalar situation that goes
from transcription in the research field, to a mix with Arabic script in
teaching, up to a preference for Arabic script in tests, seems to reveal a
fear that the scientific method may be beyond students’ capabilities.
On the contrary, it would be necessary to encourage the use of
transcription also in the evaluation of writing and reading. I conducted
field experiments using this approach, and it proved to be effective.
Although further research is needed, I observed a positive response
from the students. In particular, the use of texts in scientific
transcription during examinations took place at several Italian
universities where 1 taught, as well as at private institutes. In
particular, texts in scientific transcription for the dialect were used
alongside the study of MSA, based on the level and type of course.
For beginner students, transcription initially remains linked to the first
approach to the phonetics of MSA and in the diglossic switching
model it is used for the basis of the PHME phonetic model of
equivalence for dialect (Ventura 2023). For the subsequent levels of
the bachelor’s degree, the use of structured dialogues and idiomatic
expressions in dialect becomes increasingly widespread. For the
master’s degree, not only the study of national varieties, namely the
city variant of the capital, but also the use of Bedouin-type Arabic
texts for example, have proven useful. In the assessment, knowledge
of the dialect was verified through both oral and written modalities.
The oral test is clearly the most common and is carried out through a
situational dialogue with the student. The written test was applied
mostly for specific courses in Arabic dialectology. The exam is
carried out by listening to a portion of text in dialectal Arabic and the
phonetic annotation in transcription by the student. This allows us to
verify with a high degree of precision the student’s listening ability
and the recognition of precise phonetic parameters. In particular, the
recognition of the well-known shifts of classical consonants into
dialectal consonants allows us to verify that the student is able to
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recognize their etymological nature (Ventura, 2023).3* Furthermore,

the vowel notation and the correct insertion of the shwa allow a very
high degree of specialization,®® along with the correct treatment of
epenthetic vowels.*® Only in limited cases, in which the type of course
was sufficiently aimed at dialectology, I inserted another useful
verification element, namely the transposition of the text into Arabic
script. The combination of these two tests, although complex to apply
in short Arabic language courses, constitutes an even more complete
approach. In fact, transcription perfectly verifies phonetic learning,
while transposition into Arabic script allows us to further assess
learners’ ability to disambiguate phonetic etymologies. For example,
the traditional shift [¢g] > [7] in urban dialects emerges in transcription
as hamza, while in Arabic script it appears often as gaf, or the
etymological recognition of the sound [g] must be recognized by the
student as corresponding in Arabic spelling to the Egyptian z but
disambiguated from the Bedouin &. Furthermore, it is possible to
combine these tests with the administration of a more traditional
translation but applied to an authentic dialect text in Arabic script or to
an authentic dialect text in romanization, mainly extracted from social
networks, alongside a text in transcription. This part of the exam,
although more traditional in method, certainly completes the
verification of dialect learning, together with the tests described
above, in its four specifically dialectal sociolinguistic dimensions.
This type of exam is a proposal within the panorama of exam methods
for Arabic as an L2, which requires further structured research on its
scoring and effectiveness. At this stage, however, my proposal is
based on direct field testing that has shown a good level of test
passing by students. I was able to observe a better response at
advanced levels, where the phonetic complexities of the diglossic
switching model are greater and allow for a more articulated test.

5. Institutional problems in CFU/ECTS EU system

A general disclaimer on this method is needed. The application of the
assessment at university level strongly depends on the actual
availability of resources. Length of the course and the number of

34 Phonetic etymologies primarily understood as cognates.
35 For example, the distinction between the verb drab and the masdar darb in
Moroccan Arabic (Durand & Ventura, 2022, p. 157).
36 Epenthetic vowels play a central role in dialect phonetics; for consonant clusters
in Middle Eastern Levantine Arabic see Durand & Ventura, 2017, p. 28-30.
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hours per semester can impact the feasibility of planning an articulated
method of assessment. Students’ performance can be affected by
exogenous factors related to curricula. In Europe, in fact, language
curricula are related to the CFU or ECTS system.>’ This means that
for languages a specific number of credits is offered on a common
default basis. But while an amount of credits can be sufficient for a
language with a well-established standard oral and written variety,
such as English, virtually a double amount is needed for a diglossic
language. Arabic implies a minimum of two languages to be learned,
as illustrated above, so a double path is needed. Whether this double
path is separated, as some mentioned methods suggest, or whether the
two languages are taught within the same class, as proposed by other
theories, the number of instructional hours would need to be
proportionate to those required for two European languages.

Italian universities, in particular, follow ministerial study plans in
which the number of credits for each language is predefined. The
same amount is established for different languages.*® Another factor is
also that some European languages have already been studied in high
school, so the beginning point of study is totally different from
Arabic. The disparity in the starting point between major European
languages and Arabic, as well as other so-called Oriental languages, is
a fact. Exams in English can, for example, start at a B1 level already
in the first year of a bachelor’s degree, while Arabic begins with
learning the script (see my AO level proposal in 2018 and in Ventura,
2023). Despite this, by the end of a bachelor’s and master’s degree,
students are able to manage MSA both in media and in literary
contexts. We should not forget, reasoning about diglossia in
assessment, these factors as a matter of fact. The integration of
diglossia in Arabic curricula is not only a theoretical problem, still

37 The CFU Credito Formativo Universitario and the ECTS European Credit
Transfer and Accumulation System are the equivalence systems resulting from the
Bologna process for the transfer of qualifications in the European Union and in other
countries adhering to the system (European Commission, 2015).

38 This is the general structure of Italian university degree courses in languages,
although it is important to note that some bachelor’s and master’s degree courses
have a European focus and others an Oriental one. Degree courses in Italy are
divided into specific codes. Most language departments only offer degree courses
with European-focused codes, with the possibility of choosing Arabic or other non-
EU languages.
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under debate, but also an institutional dilemma that universities and
national programmes need to contribute to addressing.

6. Conclusion

The problem of integrating diglossia into Arabic language tests is far
from being completely solved. Although there has been an important
movement since the 1980s and throughout the 1990s that has
contributed to raising the issue of the need for shared standards in the
assessment of Arabic as a second language, and although the line of
studies that developed in the 20s of the 2000s has seen the emergence
of numerous useful solutions, the current phase still requires a
convergence between theories. The sharing of practices in universities
in various countries can therefore be a useful element for weaving a
dialogue on possible common and shared applications.

This paper has proposed an approach to Arabic language tests based
on the theory of the diglossic switching model and based on my field-
tested examination techniques in Italian universities. In particular: the
need to integrate the four fundamental levels of sociolinguistics, on
the one hand, and the proposal of a dialect written exam based also on
scientific transcription. The latter allows the verification of phonetic
aspects also in written form, in addition to allowing a high level of
precision in the phonetic and phonemic fields. This assessment
method provides a solution to the problem of testing oral varieties
through a written exam. Furthermore, the examination method allows
for an alignment between the techniques of theoretical dialectology
and the verification practices in the field of Arabic as an L2.
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Awareness and Perceptions of the Algerian Higher Education
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Abstract

This study investigates a sample of university students' awareness,
understanding, and attitudes toward the national higher education
evaluation system, which encompasses written exams, continuous
assessment, projects, oral presentations, and class participation. It
examines whether students of the Faculty of Letters and Languages
studying at Tahri Mohamed University perceive the system as fair,
efficient, and conducive to learning while exploring the underlying
philosophy of continuous assessment and identifying gaps between its
intended aims and students' perceptions. A mixed-method survey
integrating Likert-scale items, multiple-choice questions, and open-
ended responses was administered to 144 undergraduate students
across first, second, and third years during the 2024-2025 academic
year. Findings reveal that both understanding and perceived fairness
of the evaluation system increase steadily with academic progression
(r = .82, p < .001), with first-year students exhibiting the lowest
awareness (M = 2.8, SD = 0.9) and third-year students the highest (M
= 42, SD = 0.7). Qualitative analysis identified barriers to
understanding, including unclear grading criteria, inconsistent teacher
implementation, and insufficient orientation. The study concludes
with evidence-based recommendations to strengthen clarity,
engagement, and transparency in assessment practices across Algerian
universities, including mandatory first-year orientation programs,
standardized assessment rubrics, and faculty professional
development.

Keywords: Algerian higher education, assessment practices,

continuous assessment, student perceptions, evaluation fairness,
educational equity, higher education policy
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Introduction

The evaluation system in higher education serves multiple critical
functions: measuring student learning outcomes, certifying
competency, providing formative feedback, and ensuring institutional
accountability (Biggs & Tang, 2011). In the Algerian context, the
evaluation system reflects both international best practices and
national educational policy priorities, yet persistent gaps exist between
policy intent and student perception. Understanding how students
perceive and engage with assessment mechanisms is essential for
institutional improvement and student success.

This study addresses a significant gap in the empirical literature on
Algerian higher education by examining student-centered perspectives
on evaluation practices. While policy documents and administrative
reports describe the evaluation system, little is known about how
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students understand it, perceive its fairness, or engage with its diverse
components. This investigation contributes to both theoretical
understanding of assessment in non-Western contexts and practical
evidence for policy reform.

1. Theoretical Framework and Literature Review

1.1 Overview of Higher Education Evaluation Systems: International
Context

Assessment in higher education has evolved significantly over the past
two decades, moving from traditional, exam-centric models toward
comprehensive, multi-method  approaches that align with
constructivist learning theory (Biggs & Tang, 2011). International
organizations, including UNESCO and the OECD, increasingly
emphasize that effective assessment systems must integrate multiple
modalities—including formative and summative components—to
capture diverse cognitive and metacognitive competencies (Gikandi et
al., 2011). This paradigm shift reflects growing recognition that
written examinations alone cannot adequately measure critical
thinking, creativity, collaboration, or applied knowledge.

In North African and Maghreb contexts, including Algeria, higher
education evaluation systems have undergone reform to align with
Bologna Process principles and quality assurance frameworks
(Bensaid, 2017). However, implementation remains uneven, and
significant variation exists across institutions and faculties.
Understanding the alignment between policy intention and student
experience is thus crucial for effective institutional evaluation and
reform.

1.2 The Algerian Higher Education Evaluation System: Structure and
Components

The Algerian higher education evaluation system adopts a blended,
mixed-methods approach that integrates multiple assessment
mechanisms designed to measure theoretical knowledge, applied
competencies, and professional skills. Core components include:
Written examinations typically constitute 40—-60% of the final grade
and are conducted at semester or year-end points. These may include
multiple-choice questions, essay items, short-answer problems, or
problem-solving tasks. Their prevalence reflects both their
administrative efficiency and perceived objectivity (Benyahia, 2018).
However, research demonstrates that written exams, particularly high-
stakes summative assessments, often privilege memorization over
deeper learning and critical analysis (Brown & Knight, 1994).
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Continuous assessment comprises formative evaluations distributed
throughout the semester, including quizzes, homework assignments,
in-class activities, and smaller projects. Its theoretical foundation rests
on principles of constructive alignment and formative assessment,
which posit that regular, low-stakes evaluation supports learning and
enables timely intervention (Gikandi et al., 2011). In Algeria,
continuous assessment typically represents 20-30% of the final grade.
Project-based and practical work, particularly prevalent in
scientific, technical, and professional disciplines, requires students to
apply theoretical knowledge to authentic or experimental contexts.
Such assessments are valued for fostering higher-order thinking,
collaboration, and professional competency (Thomas, 2000; Boud,
2007).

Oral presentations or exposés evaluate communication skills,
conceptual comprehension, and critical reasoning. They provide
valuable opportunities for formative feedback and develop
presentation competencies essential for professional contexts.
However, their inherent subjectivity poses challenges to perceived
fairness (Brown & Knight, 1994).

Class participation and conduct are assessed through attendance,
engagement, and behavioral criteria. While participation grading aims
to promote active learning and accountability, poorly operationalized
criteria can lead to perceptions of inequity (Kuh, 2009).

The final grade is typically calculated as a weighted average of these
components, with written exams carrying the largest weight
(Benyahia, 2018; Haddad, 2020). This architecture reflects policy
intentions to balance standardized measurement with formative
support, yet implementation quality and student comprehension vary
substantially.

1.3 Continuous  Assessment:  Philosophy, Evidence, and
Implementation Challenges

Continuous assessment, central to modern educational philosophy, is
grounded in multiple theoretical perspectives. Constructivist learning
theory emphasizes that students actively construct knowledge through
engagement with challenging tasks and feedback (Biggs & Tang,
2011). Formative assessment theory posits that regular, low-stakes
evaluation enables students to monitor their progress and adjust
learning strategies (Black & Wiliam, 1998). Self-determination theory
suggests that frequent, constructive feedback enhances intrinsic
motivation and autonomy (Deci & Ryan, 2000).
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International  evidence  demonstrates that well-implemented
continuous assessment correlates with improved learning outcomes,
increased motivation, and reduced anxiety compared to high-stakes,
exam-focused systems (Gikandi et al., 2011). Furthermore, continuous
assessment promotes equity by providing multiple opportunities for
demonstration of competency and accommodating diverse learning
preferences.

However, empirical research in North African and developing
contexts reveals implementation challenges. Bensaid (2017) found
that inconsistent teacher practice, insufficient student guidance, and
weak alignment between stated objectives and actual implementation
undermined the effectiveness of continuous assessment in several
Maghreb universities. Furthermore, if students do not understand the
purpose of continuous assessment or perceive it as arbitrary or unfair,
it may increase anxiety rather than support learning.

1.4 Project-Based and Practical Assessment

Project-based learning and assessment have emerged as high-impact
practices for fostering critical thinking, creativity, and professional
skills (Thomas, 2000; Boud, 2007). Research demonstrates that
project work enhances deep learning, supports knowledge transfer to
novel contexts, and develops teamwork and communication abilities
(Boud, 2007). In STEM disciplines, laboratory-based and practical
assessments are particularly valued for bridging theory and
application.

In the Algerian context, projects are widely used but often suffer from
unclear expectations, inconsistent evaluation criteria, and inadequate
scaffolding (Benyahia, 2018). Students frequently report confusion
about evaluation rubrics, leading to perceptions of unfairness and
reduced motivation. Addressing this requires transparent
communication and standardized assessment criteria.

1.5 Oral Assessment and Communication Skills

Oral presentations develop essential professional communication
competencies and allow lecturers to assess conceptual understanding
and critical reasoning in depth. However, oral assessment is
vulnerable to evaluator bias, student anxiety, and inconsistent criteria
(Brown & Knight, 1994). Research suggests that providing detailed
rubrics, allowing preparation time, and training evaluators
significantly enhance both perceived fairness and actual reliability
(Brown & Knight, 1994).
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1.6 Participation and Engagement Assessment

Classroom participation is advocated as a mechanism to promote
active learning, accountability, and inclusive classroom dynamics
(Kuh, 2009). However, participation grading presents several
challenges: operationalization difficulties, potential biases (e.g.,
favoring extroverted learners), and cultural variation in
communication norms. In contexts with diverse student backgrounds
and learning preferences, transparent criteria and awareness of cultural
dimensions are essential.

1.7 Constructive Alignment and Integrated Assessment

Constructive alignment, a foundational concept in curriculum design,
posits that learning outcomes, teaching methods, and assessment
practices must be coherently integrated to maximize learning
effectiveness (Biggs & Tang, 2011). An aligned system ensures that
assessment instruments genuinely measure stated learning objectives
and that teaching strategies prepare students for assessed outcomes.
When misalignment occurs—for example, when assessment
emphasizes memorization while stated objectives stress critical
thinking—student confusion and perceived unfairness increase.

In the Algerian system, the integration of multiple assessment
methods theoretically supports constructive alignment by measuring
diverse competencies. However, if students do not perceive this
alignment or understand the relationship between learning objectives
and assessment approaches, the intended benefits may not materialize.
1.8 Gaps and Research Questions

Despite the centrality of assessment in higher education, several gaps
remain in the empirical literature regarding Algerian universities:
Student perspective: Little empirical research examines how
Algerian students perceive and understand the evaluation system from
their vantage point.

Fairness perceptions: The relationship between academic
progression, familiarity with assessment methods, and perceptions of
fairness remains underexplored.

Continuous assessment understanding: The extent to which
students comprehend the philosophy and purpose of continuous
assessment, and factors that support such understanding, are unclear.
Implementation variation: Differences in how assessment policies
are enacted across faculties and institutions require investigation.

This study addresses these gaps by investigating student awareness,
understanding, and perceptions of the Algerian evaluation system
across academic levels.
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2. Methodology

2.1 Research Objectives and Questions

Primary research objectives:

To investigate the extent to which a sample of undergraduate students
understand the structure, components, and philosophy of the national
higher education evaluation system.

To examine student perceptions of fairness, efficiency, and
pedagogical value of the evaluation system.

To identify barriers to understanding and factors associated with
positive perceptions.

To generate evidence-based recommendations for enhancing the
transparency, fairness, and effectiveness of assessment practices.
Research questions:

RQ1: Do students' understanding of the evaluation system and its
components vary by academic year?

RQ2: Do perceptions of fairness and efficiency vary by academic
year?

RQ3: What specific challenges do students identify regarding the
evaluation system?

RQ4: What factors contribute to higher levels of understanding and
positive perceptions?

2.2 Research Design

A mixed-methods survey design was employed, integrating
quantitative and qualitative data collection. This approach permitted
both statistical analysis of trends across student populations and
thematic exploration of student experiences and concerns. The design
was cross-sectional, capturing data at a single time point during the
2022-2023 academic year.

2.3 Participants and Sampling

Inclusion criteria: Undergraduate students (first-, second-, and third-
year) enrolled in Bachelor degree programs across multiple
departments at the Faculty of Letters and Languages, in Tahri
Mohamed University.

Exclusion criteria: Master's and doctoral students were excluded to
ensure homogeneity of experience and reduce confounding factors.
Sample characteristics: A total of 144 students participated, evenly
distributed across the three academic years (n = 48 per year).
Participants ranged in age from 18 to 24 years (M = 20.3, SD = 1.8).
The sample included 62 female (43%) and 82 male (57%) students,
representing multiple academic disciplines English, French, and
Arabic.
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Sampling method: Convenience sampling was used, with students
recruited from courses across multiple departments. While not
probabilistic, the sample was reasonably diverse and representative of
typical undergraduate populations in the faculty.

2.4 Instruments and Measures

A structured questionnaire was developed to assess three primary
constructs:

Construct 1: Awareness and Understanding of the Evaluation
System

This section included 8 items measuring students' knowledge of the
evaluation system's components, grade calculation methods, and
weighting. Items were framed as statements (e.g., "I understand how
my final grade is calculated") with responses on a 5-point Likert scale
(1 = Strongly Disagree; 5 = Strongly Agree). A composite awareness
score was calculated by averaging responses, with higher scores
indicating greater understanding. Cronbach's alpha for this scale was o
= .78, indicating acceptable internal consistency.

Construct 2: Perceptions of Fairness and Efficiency

This section contained 10 items assessing perceived fairness,
objectivity, and pedagogical efficiency of the evaluation system
overall and for specific assessment components (written exams,
continuous assessment, projects, oral presentations, participation).
Responses were given on a 5-point scale. For example: "The
evaluation system is fair to all students" and "Continuous assessment
helps me learn more effectively." Cronbach's alpha for this scale was
a = .81, indicating good internal consistency.

Construct 3: Understanding of Continuous Assessment
Philosophy

This section comprised 6 items examining students' comprehension of
the purpose, objectives, and pedagogical rationale for continuous
assessment. Items included: "I understand why continuous assessment
is used" and "Continuous assessment helps me track my progress and
adjust my learning." Cronbach's alpha was o = .74.

Qualitative Items

Five open-ended questions asked students to identify challenges in
understanding the evaluation system, suggest improvements, describe
their experiences with specific assessment types, and provide
additional comments. Examples include: "What aspects of the
evaluation system are most confusing or unclear to you?" and "What
changes would make the evaluation system more fair and
transparent?"
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Demographic Questions

Students provided information on gender, age, academic year,
faculty/discipline, and prior experience with similar evaluation
systems.

2.5 Validity and Reliability

The questionnaire was developed through review of international
assessment literature and consultation with Algerian educators. Items
were pilot-tested with 20 students to ensure clarity and relevance.
Minor wording adjustments were made based on pilot feedback. The
instrument was administered in both Arabic and French to ensure
accessibility.

Content validity was supported through literature review and expert
consultation. Construct validity was examined through factor
analysis (results confirmed the three-factor structure). Internal
consistency was assessed through Cronbach's alpha coefficients, all
exceeding the .70 threshold. Test-retest reliability was evaluated
with a subsample (n = 30) with a two-week interval (» > .75 for all
scales), indicating stability.

2.6 Procedure

The questionnaire was distributed during the 2022-2023 academic
year via multiple channels: (1) in-class administration with instructor
support; (2) online distribution via institutional email and learning
management systems; (3) paper-based distribution during office hours.
Ethical considerations: Informed consent was obtained from all
participants. Participation was strictly voluntary, and students could
withdraw at any time without penalty. Responses were anonymous
and confidential, stored on a secure server, and accessible only to the
research team. The study was approved by the Institutional Review
Board at [University Name] and complied with national research
ethics standards.

Completion time: The questionnaire required approximately 10-15
minutes to complete. Participants were offered no incentives but were
informed that findings would be shared with institutional leadership
and used to inform assessment improvement initiatives.

2.7 Data Analysis

Quantitative analysis: Descriptive statistics (mean, standard
deviation, percentage agreement) were computed for all Likert-scale
items. Comparisons across academic years were conducted using one-
way analysis of variance (ANOVA) with post-hoc Tukey's HSD tests
to 1identify significant pairwise differences. Correlation analysis
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examined relationships between understanding and perceived fairness.
Effect sizes (eta-squared) are reported for all comparisons.
Qualitative analysis: Open-ended responses were analyzed using
thematic analysis following Braun and Clarke's (2006) six-phase
approach. Responses were independently coded by two researchers to
enhance reliability. Codes were organized into themes, which were
refined iteratively and linked to quantitative findings. Intercoder
agreement exceeded 85%.

Statistical software: Analyses were conducted using SPSS version
27.0 and qualitative analysis software (NVivo 12). A significance
level of o = .05 was adopted for all statistical tests.

3. Results

3.1 Quantitative Findings
3.1.1 Understanding of the Evaluation System by Academic Year

Academic Year | N | M | SD | % Agree / Strongly Agree
Ist Year 50128109 |40%
2nd Year 48 13.5]10.8]62%
3rd Year 46 1421 0.7 | 85%

A one-way ANOVA revealed significant differences in understanding
scores across academic years, F(2, 141) = 87.34, p < .001, n? = .55.
Post-hoc Tukey's HSD tests indicated significant differences between
all pairwise comparisons (Ist vs. 2nd: p <.001, d = 0.82; 2nd vs. 3rd:
p < .001, d = 0.88; 1st vs. 3rd: p < .001, d = 1.63). These results
demonstrate that understanding of the evaluation system improves
significantly with academic progression, with a large effect size
indicating substantial practical significance.

3.1.2 Perceptions of Fairness and Efficiency by Academic Year

Academic Year | N | M | SD | % Agree / Strongly Agree
Ist Year 50129108 |42%
2nd Year 48 13.6 | 0.7 | 65%
3rd Year 46 1 4.1 1 0.6 | 82%

Similarly, ANOVA results revealed significant differences in fairness
and efficiency perceptions across academic years, F(2, 141) =79.42, p
<.001, n?=.53. Post-hoc tests showed significant pairwise differences
(1st vs. 2nd: p <.001, d = 0.94; 2nd vs. 3rd: p <.001, d = 0.76; 1st vs.
3rd: p < .001, d = 1.65). These findings indicate that perceptions of
fairness and efficiency also increase with academic seniority.

3.1.3 Relationship Between Understanding and Fairness Perceptions

A Pearson correlation analysis examined the relationship between
understanding of the evaluation system and perceptions of fairness.
Results revealed a strong positive correlation, 7(142) = .82, p < .001.
This suggests that students with greater understanding of the system
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perceive it as more fair and efficient—a finding with important
implications for policy and practice.
3.1.4 Understanding of Continuous Assessment Philosophy

Academic Year | N | M | SD | % Agree / Strongly Agree
Ist Year 5012.6]1.0|34%
2nd Year 48 134109 | 58%
3rd Year 46 143 10.6 | 87%

Understanding of continuous assessment's philosophy and purpose
also varied significantly by academic year, F(2, 141) = 93.15, p <
.001, n? = .57. The pattern mirrors overall system understanding, with
first-year students showing the lowest comprehension and third-year
students the highest.

3.1.5 Discipline-Based Differences

Exploratory analyses examined whether understanding and fairness
perceptions differed between STEM and non-STEM students. STEM
students (M = 3.6, SD = 1.1) reported slightly higher understanding
than non-STEM students (M = 3.3, SD = 1.0), #(142) = 1.94, p = .054,
though this difference approached but did not reach conventional
significance. No significant differences were found in fairness
perceptions by discipline, #142) = 0.63, p = .532.

3.1.6 Gender Differences

Analysis of variance by gender revealed no significant differences in
understanding scores (p = .381) or fairness perceptions (p = .624),
suggesting that gender does not substantially influence perceptions of
the evaluation system in this sample.

3.2 Qualitative Findings

Thematic analysis of open-ended responses identified five major
themes:

Theme 1: Lack of Clarity Regarding Grading Criteria and Weighting
First-year and many second-year students reported confusion about
how grades were calculated and how different assessment components
were weighted. Representative quotes include:

"I don't understand how my mark is really calculated. Is the exam
more important than continuous assessment? I'm not sure." (Ist-year
student)

"The weighting is never clearly explained. I assume the exam is most
important, but I don't really know for certain." (2nd-year student)

This theme was present in 48% of first-year responses but declined to
18% of third-year responses, corroborating quantitative findings about
improving clarity with experience.
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Theme 2: Inconsistency in Implementation Across Courses and Lecturers

Many students reported variability in how assessment policies were

implemented. Some instructors clearly explained evaluation criteria;

others did not. Continuous assessment was rigorous in some courses

and perfunctory in others. Illustrative comments:

"In some courses, continuous assessment is taken seriously and gives

real feedback. In others, it seems like an afterthought—everyone gets

high marks regardless." (2nd-year student)

"Different professors have completely different grading styles. What's

'excellent’ in one course might be 'good' in another." (3rd-year student)

This concern was expressed across all year groups but with somewhat

lower intensity among third-year students (26% vs. 40% of Ist-year

students).

Theme 3: Anxiety Surrounding Subjective Assessment Methods

Students expressed concern about the subjective nature of oral

presentations, project evaluation, and participation grading. They

questioned whether these were evaluated fairly or if personal factors

(e.g., shyness, language ability, personality) influenced grades.

Representative comments:

"Oral presentations are scary. I don't know if I'm being graded on my

ideas or my speaking ability. And some lecturers seem to favor

confident, talkative students." (1st-year student)

"Participation grades are unfair. Shy students or those less comfortable

speaking French lose points just because they're quieter." (2nd-year

student)

This anxiety was most prominent among first-year students (56%) and

declined but persisted among third-year students (24%).

Theme 4: Insufficient Feedback and Guidance

Many students reported receiving minimal feedback on assignments

and exams, limiting their ability to improve. Comments included:

"I submit projects and rarely get feedback beyond a mark. How am I

supposed to improve?" (1st-year student)

"Exam feedback is almost nonexistent. I get a mark but not

explanations of what I did wrong or how to improve next time." (2nd-

year student)

This concern affected 58% of first-year students but only 20% of

third-year students, perhaps reflecting either improved feedback in

later years or increased student adaptation.

Theme 5: Appreciation for Comprehensive Assessment (Among 3rd-Year

Students)

Third-year students expressed greater appreciation for the use of

multiple assessment methods, recognizing the value of combining
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exams, continuous assessment, projects, and presentations.
Representative comments:

"Using many different assessment methods is actually good—it shows
different skills. Not everyone is great at exams." (3rd-year student)
"Continuous assessment motivated me to study throughout the
semester rather than cramming before the exam." (3rd-year student)
This positive framing was present in 61% of third-year responses but
only 16% of first-year responses, suggesting that familiarity and
success promote appreciation for comprehensive assessment.

3.2.1 Integrated Observations

Qualitative findings reveal that first-year students face substantial
barriers to understanding the evaluation system, including unclear
communication, inconsistent implementation, and anxiety about
subjective assessment. These barriers diminish with academic
progression, paralleling the quantitative improvement in
understanding and perceived fairness. The strong positive correlation
between understanding and fairness perceptions observed
quantitatively aligns with qualitative evidence: students who
understand why assessment methods are used perceive them as fairer.
4. Discussion

4.1 Key Findings in Context

This study reveals that Algerian undergraduate students'
understanding of and perceptions regarding the evaluation system
improve substantially with academic progression. This finding aligns
with broader educational research suggesting that familiarity, repeated
exposure, and cumulative experience enhance learning and positive
attitudes (Gikandi et al., 2011; Biggs & Tang, 2011). However, the
study also identifies critical barriers—particularly for first-year
students—that merit immediate institutional attention.

4.2 Understanding as a Mediator of Fairness Perceptions

The strong positive correlation (r = .82) between understanding and
perceived fairness suggests that clarity about the evaluation system's
structure and rationale is a key mediator of fairness perceptions. This
finding has important implications: students who understand why
continuous assessment is used and sow grades are calculated are more
likely to perceive the system as fair, even if they experience negative
outcomes. Conversely, lack of clarity may lead to perceptions of
arbitrariness or unfairness, regardless of actual system integrity.

This aligns with procedural justice theory (Tyler, 1989), which posits
that perceived fairness depends not only on outcomes but also on
process transparency and voice. Students want to understand the rules,
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recognize that decisions are made consistently, and feel that their
perspectives are considered.

4.3 Implementation Variability and Its Consequences

Qualitative findings reveal inconsistency in how assessment policies
are implemented across courses and instructors. This variability
undermines the intended benefits of comprehensive assessment and
may explain some variance in fairness perceptions. When some
instructors rigorously evaluate continuous assessment while others
treat it as perfunctory, students receive mixed messages about its
value. Similarly, variable participation grading criteria create
perceptions of unfairness.

Research on assessment consistency suggests that implementation
fidelity is as important as policy quality (Black & Wiliam, 1998).
Without clear guidelines, lecturer training, and monitoring
mechanisms, even well-designed assessment policies fail to achieve
intended outcomes.

4.4 First-Year Student Vulnerability

The dramatic difference between first-year and third-year students'
understanding and fairness perceptions highlights a critical
vulnerability period. First-year students face dual challenges: they
must simultaneously adjust to university expectations and learn a
complex, multi-component evaluation system with minimal guidance.
The 45-percentage-point gap in understanding between first- and
third-year students (40% vs. 85% agreement) and similar gaps in
fairness perceptions underscore the need for targeted first-year
support.

4.5 Subjective Assessment and Equity Concerns

Student anxiety about subjective assessment methods—particularly
oral presentations and participation grading—reflects genuine
concerns about equity and fairness. Research indicates that subjective
evaluation can be influenced by evaluator biases related to gender,
ethnicity, accent, or interpersonal style (Brown & Knight, 1994). In
diverse, multilingual contexts like Algeria, where students may have
varying comfort with French or Arabic as languages of instruction,
subjective assessment risks disadvantaging certain students.

4.6 Feedback and Formative Assessment: Implementation Gap

Many students reported receiving minimal feedback, contradicting the
stated purpose of continuous assessment as a formative, learning-
oriented practice. Without constructive, timely feedback, continuous
assessment becomes merely another grading mechanism rather than a
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tool for learning and improvement. This implementation gap
undermines the pedagogical value of the evaluation system.

4.7 Limitations

Several limitations warrant acknowledgment:

Sampling: Convenience sampling limits generalizability. Results may
not represent all Algerian universities or disciplines equally.
Cross-sectional design: The study captures data at one time point,
precluding causal inference. The improvement in understanding with
year of study could reflect either learning or cohort effects.
Self-report bias: Responses were self-reported and may be influenced
by social desirability bias or recall bias.

Context specificity: Findings are specific to Algerian universities and
may not generalize to other national contexts or educational systems.
Response rate: Exact response rates were not systematically tracked;
non-responders may differ from participants.

5. Implications for Policy and Practice

5.1 Institutional Level

Implement mandatory first-year orientation programs that clearly
explain the evaluation system, components, weighting, rationale, and
expectations. Orientation should include interactive elements (e.g.,
worked examples, Q&A sessions) to enhance engagement and
comprehension.

Standardize assessment rubrics across courses to ensure consistency
in how projects, presentations, and participation are evaluated.
Rubrics should specify criteria clearly and include exemplars of
different performance levels.

Establish assessment coordination committees at the departmental
and faculty levels to monitor implementation consistency, identify
gaps, and facilitate professional dialogue about assessment practices.
5.2 Faculty and Lecturer Level

Conduct professional development on fair and effective assessment
practices, including strategies for minimizing bias, providing
constructive feedback, and aligning assessment with learning
objectives. Training should address both technical and equity
considerations.

Communicate assessment rationale and expectations clearly to
students at the beginning of each course. Explain how continuous
assessment, projects, and presentations support learning and how they
contribute to the final grade.
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Provide regular, constructive feedback to students, particularly for
formative assessments. Feedback should be timely, specific,
actionable, and linked to learning objectives.

Consider blind grading or other bias-reduction strategies for
subjective assessments, particularly projects and participation.

5.3 Student and Support Services Level

Expand academic support services to include assessment literacy
workshops, particularly for first-year students. Workshops should
cover study strategies, exam preparation, presentation skills, and
collaboration in group projects.

Establish peer mentoring programs pairing senior (third-year)
students with first-year students. Senior students can provide insights
into navigating the evaluation system and offer practical advice.
Create accessible forums for students to raise concerns about
assessment practices and receive responsive feedback from faculty
and administration.

5.4 System and Policy Level

Conduct regular audits of assessment practices using both
quantitative (grade distributions, progression rates) and qualitative
(student surveys, focus groups) data to identify systemic issues.
Revise assessment policies as needed to enhance clarity,
transparency, and alignment with stated learning objectives. Policies
should specify not only components and weighting but also
implementation guidelines for consistency.

Invest in assessment research and evaluation to build an evidence
base for ongoing improvement in Algerian higher education.

6. Recommendations for Further Research

This study opens several avenues for future investigation:
Longitudinal studies tracking the same cohort of students over time
would permit causal inferences about factors supporting improved
understanding and positive perceptions.

Qualitative studies using focus groups or interviews would provide
deeper insights into student experiences, concerns, and suggestions for
improvement.

Comparative studies across institutions, faculties, and disciplines
would illuminate variation in assessment practices and their
relationship to student outcomes.

Intervention studies testing the effectiveness of specific
improvements (e.g., first-year orientation, standardized rubrics,
enhanced feedback) would provide evidence for optimal practices.
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5. Stakeholder perspectives including faculty, administrators, and
employers would provide a more complete picture of assessment
system effectiveness and alignment with external expectations.

6. Assessment literacy studies examining how students develop
understanding of assessment and the factors that support or hinder this
development.

7. Conclusion

This study provides empirical evidence that Algerian undergraduate
students' understanding of and perceptions regarding the national
higher education evaluation system improve substantially with
academic progression. However, critical barriers exist, particularly for
first-year students, including unclear communication about grading,
inconsistent implementation, anxiety about subjective assessment, and
insufficient feedback. These barriers limit the pedagogical
effectiveness of what is theoretically a well-designed, comprehensive
assessment system.

The strong positive correlation between understanding and perceived
fairness underscores the importance of transparency and clear
communication in building student trust and engagement with
assessment practices. When students understand the rationale for
multiple assessment methods and how grades are calculated, they
perceive the system as more fair and are more likely to engage
constructively with it.

Addressing these challenges requires coordinated action at multiple
levels: institutional (mandatory orientation, standardized rubrics,
assessment coordination); faculty (professional development, clear
communication, regular feedback); student support (assessment
literacy, peer mentoring); and policy (assessment audits, policy
revision, research investment).

With targeted improvements aligned to evidence-based best practices,
Algerian universities can enhance the clarity, fairness, and
pedagogical effectiveness of their evaluation systems, ultimately
supporting better student learning outcomes and institutional
accountability. This study contributes to the empirical foundation
necessary for such improvements and provides a roadmap for
institutional evaluation and reform.
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Appendix A: Survey Instrument

Part 1: Demographic Information

Academic year (1st/2nd / 3rd)

Gender (Male / Female)

Age

Faculty/Discipline

Primary language of instruction

Prior experience with similar evaluation systems (Yes / No)

Part 2: Understanding of the Evaluation System (8 items)

I understand the components of the evaluation system used in my courses.

I know how my final grade is calculated.

I understand the weighting of different assessment components.

I can explain the purpose of continuous assessment to another student.
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I know what is expected in each type of assessment (exams, projects,
presentations, etc.).

The evaluation system in my university is clear and transparent.

I received adequate orientation on the evaluation system when I started my
program.

Assessment criteria are clearly communicated by my lecturers.

Response scale: 1 = Strongly Disagree, 2 = Disagree, 3 = Neutral, 4
= Agree, 5 = Strongly Agree

Part 3: Perceptions of Fairness and Efficiency (10 items)

The evaluation system is fair to all students.

The weighting of assessment components is appropriate.

Written exams are an effective way to assess my learning.

Continuous assessment helps me learn more effectively.

Projects allow me to demonstrate my skills effectively.

Oral presentations are a fair assessment method.

Participation grading is applied consistently and fairly.

The evaluation system encourages deep learning rather than memorization.

I trust that my grades reflect my learning and competence.

. Overall, I am satisfied with the evaluation system.

Response scale: 1 = Strongly Disagree, 2 = Disagree, 3 = Neutral, 4
= Agree, 5 = Strongly Agree

Part 4: Understanding of Continuous Assessment (6 items)

I understand why continuous assessment is used in my program.

[ understand the difference between formative and summative assessment.
Continuous assessment helps me track my progress and adjust my learning.

I find continuous assessment useful for improving my work.

The feedback I receive from continuous assessment is constructive and
actionable.

Continuous assessment reduces anxiety compared to relying solely on final
exams.

Response scale: 1 = Strongly Disagree, 2 = Disagree, 3 = Neutral, 4
= Agree, 5 = Strongly Agree

Part 5: Open-Ended Questions

What aspects of the evaluation system are most confusing or unclear to you?
What challenges do you face in understanding or engaging with different
assessment methods?

If you could change three things about the evaluation system, what would
they be?

What suggestions do you have for making the evaluation system more
transparent and fair?

Please share any additional comments or concerns about assessment in your
university.

Appendix B: Data Summary Table

| Measure | Academic | N | M | SD | F | p | n? |
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Year

Understanding of | 1st 50281098734 |<.001]|.55
Evaluation System

2nd 48 |3.5]0.8

3rd 46 142107
Perceived Fairness and | 1st 501290817942 |<.001]| .53
Efficiency

2nd 48 1 3.6 | 0.7

3rd 46 | 4.1 0.6
Understanding of | 1st 501261 1.093.15|<.001 |.57
Continuous Assessment

2nd 48134109

3rd 46 | 431 0.6
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Thesis Assessment in Algerian Universities: A Comprehensive
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Abstract:

Navigating the academic landscape in Algeria, particularly regarding thesis
assessment, presents numerous challenges for students, supervisors, and
examiners. This paper offers a comprehensive analysis of the master’s thesis
assessment process at Algerian universities, specifically within the English
Department at Tahri Mohamed University in Bechar. It examines the
framework, requirements, challenges, and processes involved in thesis
writing and evaluation. Key challenges include time management, access to
resources, subjectivity, and the absence of standardized evaluation criteria.
The study also addresses the requirements for thesis content, writing
features, and the assessment process. The analysis underscores the
significance of clear evaluation criteria and effective feedback mechanisms
in enhancing the quality of academic work. By exploring the implications of
these challenges on students’ academic and professional futures, the study
advocates for educational reforms aimed at improving higher education. The
article recommends a shift towards consistency and transparency in the
assessment process, ensuring that thesis evaluations accurately reflect
students’ skills.

Keywords: Master Thesis, Assessment Process, Evaluation Criteria,
Research Quality, Higher Education
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Background

Completing bachelor’s degrees, master’s theses, master theses, and PhD
dissertations presented significant challenges. Initially, we often struggled to
determine where to begin. We had numerous questions: What should our
starting point be? How do we brainstorm ideas? What strategies should we
employ for research? How should we approach writing a literature review?
What constitutes an ideal methodological design? Most importantly, where
can we find all the necessary sources? These uncertainties were daunting;
however, we were fortunate to have supportive and dedicated supervisors.
Reflecting on this journey, we can confidently say that the conclusion of
each degree was often the most intimidating aspect.

Each time we submitted our final works, we were uncertain about how our
chosen examiners would evaluate them. All we could do was submit the
thesis and, later, during the viva, await their feedback, comments, and
judgments. As students, we had little understanding of what to expect during
the waiting period; we had limited insight into how examiners approached
the assessment process. It was unclear whether their focus would be on the
quantity or the quality of the research, and this uncertainty proved to be quite
unsettling (Mullins & Kiley, 2002).

Nowadays, as teachers, supervisors, and examiners, we have developed a
clearer understanding of examining written theses. However, much of this
process is conducted with a degree of confidentiality. Thus, the actions of
other supervisors are difficult to be predicted. Generally, our understanding
of the examiners' roles is primarily informed by our personal experience
assessing theses and reviewing our students’ works. This understanding was
further enriched by our observations of the practices and protocols adhered
to by our colleagues and fellow examiners.

Despite these considerations, the process of assessing dissertations remains
ambiguous. We frequently ponder this issue, having examined the work of
numerous students. However, we questioned whether these assessments
were conducted consistently. What methodologies do other examiners follow
when evaluating students’ works? Are there any established rules or
standards? Do universities provide scholars with overarching policies and
regulations?
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Thesis assessment is a fundamental aspect of higher education. However,
many examiners face challenges in effectively evaluating scholarly work. In
Algeria, this process is often hindered by inconsistencies in evaluation
standards and limited resources. Therefore, this article explores the
evaluation of Master’s theses in the English department at Tahri Mohamed
University. It aims to identify existing challenges, examine their implications
for students’ academic and professional futures, and discuss potential
reforms to enhance the educational system.

Introduction

Research is a fundamental part of the academic environment and
significantly contributes to the development of any nation (Sultana, 2019). In
recent years, universities have made substantial investments in research
initiatives, thereby fostering the growth of advanced degrees, such as
Master’s degrees and PhDs (Vijayakumar & Vijayakumar, 2007). Master’s
and doctoral research programs play a crucial role in the advancement of
higher education, with universities serving as the primary institutions
responsible for cultivating skilled researchers at various stages of their
careers. According to Sultana, universities are engaged in generating high-
quality research across academic, social, scientific, and technological
domains within a nation. Consequently, universities have a primary
responsibility to encourage students to participate in research activities that
address issues pertinent to their local communities. Furthermore, there have
been increasing calls for higher education to enhance standards, improve the
quality of assessments, and ensure greater accountability among lecturers
(Pathirage et al., 2004). This paper specifically focuses on the assessment of
Master’s theses in an EFL context in Algeria.

The Framework of Master Dissertation in Algerian Universities
Research theses are a key part of university life in Algeria, representing the
final step for students to complete their degrees. These projects are designed
to showcase students’ skills in research, analysis, and writing. Master’s
programs in Algeria typically last two years and require students to complete
and publicly defend a final dissertation or thesis as part of their degree
requirements. The dissertation process generally involves several stages:
students must select a topic, conduct research, and write a comprehensive
paper that demonstrates their knowledge and skills.

As far as the English Department at Tahri Mohamed University is
concerned, it has been a decade since the LMD system
(Licence/Master/Doctorate) was implemented. As part of this reform,
students are required to produce an extended thesis ranging from 50 to
100 pages, demonstrating their ability to engage in academic research.
Master’s students are expected to conduct structured and supervised
research in one of the following fields: Didactics, Language and Culture, or
Literature and Civilisation. The thesis is developed by Master’s students and

143



represents a substantial piece of academic writing based on an original
research topic, conducted under the supervision of an academic advisor.
Writing a thesis requires students to engage in rigorous research, produce
an extensive academic text, and demonstrate analytical and organizational
skills, as well as proficiency in research methods and academic writing.
Master’s students are expected to showcase their knowledge and research
expertise within the context of their respective disciplines (Phillips & Pugh,
2015). Consequently, a thesis is grounded in existing scholarly literature
while also contributing new insights to the field (Murray, 2011). For this
reason, students are expected to possess certain key qualities, including
intrinsic motivation, perseverance, curiosity, initiative, and a strong work
ethic (Phillips & Pugh, 2015).

Students pursuing a master’s degree in the English Department at Tahri
Mohamed University are primarily responsible for managing their master’s
theses; however, a supervisor plays a crucial role in ensuring the timely
completion of a high-quality dissertation. While research in this field
provides the supervisor with a foundation for assisting and mentoring
students throughout their research process, the student ultimately bears
the responsibility for writing their thesis. This process necessitates a pre-
existing mutual understanding of the roles and responsibilities of both the
supervisor and the student (Sharma, 2017). Supervision is a pedagogical
partnership in which both the supervisor and the learner actively engage
(Grant & Graham, 1999). According to Grant and Graham, under
supervision, both the supervisor and the student have the ability to initiate
change.

A substantial body of literature has been developed regarding the dual
nature of the supervision process. This phrase underscores that one of the
most influential figures in the dissertation journey is the supervisor. In
Algeria, supervisors are tasked with guiding students through their research
processes, offering their expertise, and providing critical feedback.
However, the effectiveness of this mentorship can vary significantly.

In some cases, supervisors are highly supportive, actively engaging with
their students and providing constructive feedback. Some supervisors serve
as dedicated mentors, investing significant time and effort into their
students’ success. In contrast, other supervisors may be less available due
to their workload or a lack of interest. Consequently, some students may
find themselves with less responsive supervisors, leading to a disjointed
research experience. This inconsistency creates an environment where the
quality of dissertation work can vary significantly, ultimately impacting the
quality of thesis assessments. When supervisors are engaged and
supportive, students are more likely to produce work that meets or exceeds
assessment criteria. Conversely, a lack of guidance can lead to confusion
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and frustration, resulting in substandard thesis submissions. Therefore,
supervisors play a fundamental role in guiding the research process through
regular feedback and advice. This collaborative relationship helps students
remain focused, address challenges, and maintain academic integrity.
Students’ Preparation and Thesis Quality

Yamnenko et al. (2021) assert that the primary goal of a master's
degree is for students to demonstrate their ability to apply the
knowledge they have acquired in real-world contexts, as outlined in
the program learning outcomes established in higher education
standards and the educational training program. As a result, the
master's thesis should show the student's engagement with various
disciplines within the curriculum. Furthermore, it emphasizes the
connection between the education obtained in the selected field and
both national and international higher education standards. Yamnenko
et al. assured that master thesis aims to enhance students'
understanding of the subjects covered in both theoretical and practical
classes. It equips them with the skills necessary for independent
research and study of relevant materials, while also instructing them
on how to effectively select, analyze, and summarize information
from various sources, including both print and digital content.

The initial preparation of students for their roles as researchers is
predominantly theoretical. Students in the English division at TMUB
receive comprehensive preparation starting in their first years of
university. In their third year of university, they engage in a
methodology module that covers essential aspects of research,
including data collection methods, procedures, and analysis
techniques. Upon entering their first year of master's studies, students
specialise in areas such as Foreign Language Teaching (Didactics),
Language and Culture, or Literature and Civilization, they receive
comprehensive knowledge in research methodology. For instance,
Didactics students engage in a module named Research Project in
Education, which presents the research process, concepts, paradigms,
methodologies, data analysis, and data interpretation, with semestrial
assessments to evaluate their understanding. This foundational module
equips students with the necessary theoretical knowledge to conduct
research effectively. In their second year, they select a research topic
and a supervisor, marking the beginning of their research journey.
The formulation of thesis topics is guided by dual imperatives:
pedagogical objectives aimed at student training, and broader aims
that address research priorities as well as economic and social
development needs. These topics are carefully reviewed and validated
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by the departmental scientific committee and are made publicly
accessible to ensure transparency. Thesis topic distribution is managed
by academic coordinators in collaboration with departmental
leadership. When needed, student ranking by merit may be used to
resolve topic selection conflicts, ensuring fairness in allocation.

The thesis culminates in a formal written document, adhering to strict
guidelines set by the academic staff regarding structure, content, and
deadlines. To help students in thesis writing, they receive a structured
template developed by expert teachers in their respective fields,
detailing the required components for sections and chapters such as
the abstract, literature review, methodology, findings, and discussion,
particularly prepared for each specialty. This well-structured template
serves as a useful resource for students aiming to produce high-quality
academic research. By following its guidelines, students can enhance
their academic writing skills and effectively communicate their
research findings. Their work is further refined as they progress
through regular feedback sessions with their supervisors, which helps
them foster a deeper understanding of their chosen topic and improve
their overall research skills.

General Requirements for Contents of Master Thesis

A master’s thesis should present a clear research question, a
comprehensive literature review, a well-defined methodology, a thorough
analysis of findings, and a discussion that contextualizes the results within
existing knowledge. The thesis must adhere to established formatting
standards to ensure clarity and professionalism. Consequently, it should
follow a structured approach that promotes coherence and logical
progression. The IMRAD format, commonly used in scientific articles, serves
as a framework rather than a definitive list of headings. Essential
components often missing from this format include the title, authors,
keywords, abstract, conclusions, and references (Nair & Nair, 2014).
Additionally, some papers may include acknowledgments and appendices
to provide further context. The IMRAD format guides readers in locating
specific information within the document.

I: Introduction Why did you do this study?
M: Methodology How did you do it?

R: Results What did you find?

A: and

D: Discussion What does it mean?

A typical Master’s thesis follows a standardized structure. This structure
ensures clarity, consistency, and coherence in academic presentation
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(Benketaf, 2023). It is generally recommended that master thesis consists
these mentioned items:

Title Page: provided by the department
Dedication: written by the candidates
Acknowledgments: written by the candidates
Abstract

Table of Contents: provided by the students

List of Figures and Tables: provided by the students
List of Abbreviations: provided by the students
Glossary (optional)

Introduction

Three Chapters (e.g., literature review, methodology, findings)
Conclusion

References

Appendix, if necessary

Features of Thesis Writing

Thesis writing revolves around a single, clearly defined idea or theme, which
must be supported by a variety of well-developed arguments while avoiding
both digression and repetition. The researcher’s goal is to inform rather than
entertain, adhering to a highly standardized form of academic writing. This
type of writing is distinct from other forms due to its objective, formal,
precise, hedging, and well-structured nature.

Objectivity in Thesis Writing: Objectivity in thesis writing necessitates that
researchers examine topics through logical reasoning to arrive at unbiased
conclusions, rather than relying on personal opinions or emotions. This
approach emphasizes that the focus of the writing should be on the
arguments and evidence, rather than on the writer themselves. A master’s
thesis, as an academic text, typically employs a greater number of nouns and
noun phrases compared to adjectives and adverbs, and it often usees passive
voice structures instead of active ones. Personal pronouns such as ‘I’, ‘you’,
and ‘we’ are generally avoided, as they can introduce subjectivity associated
with personal views or preferences. However, the avoidance of personal
pronouns does not prevent the students from expressing their opinions. The
student’s perspective remains significant, but it should be substantiated by
evidence and logical reasoning. For example, certain statements may seem
subjective even if they are valid; in such cases, rephrasing them in a more
impersonal style can help maintain objectivity. Researchers are required to
study and evaluate issues and reach conclusions through reasoning rather
than relying solely on personal opinions and feelings.

using nouns and noun phrases more than verbs, adjective, and
adverbs
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Personal pronouns, especially ‘I’, ‘you’ and ‘we’ are usually avoided

We can prove that games and role plays improve the students’ speaking performance

©
©
©

& & & & & &

Using the topic as the subject
Games and role-plays improve the students’ speaking performance

Using a passive verb

The students’ speaking performance is improved by games and role plays
Using ‘it> as an empty subject

It can be proved that games and role plays improve the students’ speaking
performance

Formality in Thesis Writing: Formality in thesis writing is characterised by
the avoidance of contractions and colloquial or informal spoken language
expressions. The following points provide tips for making writing more
formal.

Avoid informal or colloquial English expressed in the form of:
Slang words: bloody, rubbish, easy peasy, lads, ...

Informal expressions: pretty good..., hard to swallow, it was a piece of cake,
it was mind blowing, no big deal, ...

Contractions: can'’t, don'’t, they’ll, wont..., and abbreviations: ASAP (as soon
as possible), FAQ (frequently asked questions), aka (also known as)

Avoid words used in chats known also as netspeak such as: u r (you are),
bcoz or coz (because), ...

Avoid rhetorical questions the reader cannot answer: Is this true? Who is to
blame?

Avoid unspecified or vague categories by using expressions such as ....in
addition to other things, ...there are many elements that contribute to this...,
many things can be found..., there are a lot of consequences (Benketaf,2023).
Precision in Thesis Writing: Thesis writing requires students to be precise in
every aspect of their research. Precision is achieved through the
communication of a high level of detail and specificity. Therefore, it is
essential for students to avoid ambiguity and overgeneralization, as well as
words and expressions that convey vague information. For example, the
following sentence is overly ambiguous and too general for the reader to
obtain precise information.

A lot of students complained about the living conditions in the campus, but
they still thought that it was better than nothing.

The ambiguous part of the sentence is that the reader does not know if the
same students who complained are those who also found the living conditions
better than nothing. While the expression ‘better than nothing’ is not precise
and is informal, the generalisation is expressed in a lot of students, which does
not give a precise number. This statement is mostly found in speaking rather
than writing. A more precise sentence would be as follows:

The results obtained from the survey conducted on one hundred and twenty
students (120) about the living conditions at the university campus of X....
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reveal that ninety-three (93) students (77.5%) found the living conditions
deplorable as regards hygiene, restoration, and security. While twenty one
(21) students (17.5%) considered the living conditions as acceptable, the
remaining six (06) students (5%) abstained.

Details: survey - 120 students - the university campus of X.... - hygiene,
restoration, and security

Precision:93 students (77.5%) - deplorable - 21 students (17.5%) -
acceptable -
students (5%) - abstained.
Hedging in Thesis Writing: The purpose of using hedging language in thesis
writing is to allow students to express their ideas and thoughts with caution,
thereby avoiding categorical, strong, and unqualified statements that can be
easily challenged or disproven. This approach promotes a more thoughtful
presentation of arguments and encourages critical engagement with the
subject matter.

Table 1: Example of Hedging in Academic writing

Words/expressions to be
avoided

Alternative words and expressions

Must Have to / should /might
Everyone The majority

All of them most of them

Always Generally, in general
Never Rarely, seldom

Bad effect Negative effect

Good results

Positive results

Many (requires a number)

A range of, substantial, several, a lot of (do not
require a number)

Totally false

Thoroughly false

Completely wrong

Closely wrong

G- Principles of Thesis Writing

The principles for writing a master’s thesis are essential for achieving clarity
and coherence in the research document. It is important to articulate clear
research questions and establish a logical framework that guides the reader
through the research arguments. Each chapter and section should build upon
the previous one, incorporating relevant literature and methodologies to
support the findings. Furthermore, adhering to academic standards for
citation is crucial, as it enhances the credibility of the work. Therefore, the
principles of thesis writing should include (Murray, 2006):

Clarity: The goal of research is to answer the questions of the topic in a
clear way far from ambiguities.

Information: The purpose is to explain possible answers to the problematic
(question) of the research in order to give the readers new information.

Clear Point of View: a thesis is not a list of facts and summaries of texts,
but a means to advance clear opinions about the topic studied.
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Focus: The research must focus on one single idea: the thesis statement. It
must not include unnecessary and irrelevant information.

Support: Every sentence and paragraph must provide sufficient and relevant
support to the topic sentence and thesis statement in the form of facts,
examples, illustrations, experts’ opinions, and quotations.

Clear Explanations: The researcher must do all the work for the reader by
providing all the information so as not to oblige him or her to think hard to
understand the work. In scientific research, the readers must not guess or
read between the lines to access the writer’s opinions, argument, logic, and
organisation.

Supervisor’s Feedback and Instructions: The opinions, remarks, and
instructions of the supervisor must be taken into consideration and followed
to the letter. The student must not do anything without prior consultation
because the supervisor knows the path of research and can be determinant in
the process of doing the work easily and solving the encountered problems.
Meetings with the supervisor must be regular on the basis of four sessions
per month. Thanks to the modern communication technologies, contact can
be made regularly through emails or on the phone.

The Thesis Assessment Process

Assessment plays a crucial role in shaping the learning experience, as
it not only evaluates student performance but also significantly
influences how students conceptualize and engage with their learning.
It contributes to shaping their perceptions of the most important
objectives and expectations of a course or academic program. In this
context, the design of assessment practices must demonstrate a clear
alignment with intended learning outcomes and accommodate diverse
learner profiles to support meaningful academic development.

This principle is particularly relevant in the context of thesis
assessment, which represents one of the most complex and high-stakes
forms of student evaluation. A thesis not only demonstrates subject-
specific knowledge and research competence but also reflects a
student’s ability to think critically, synthesize information, and
contribute to academic discourse. Therefore, the assessment of such
work must be guided by transparent and well-articulated criteria that
align with the learning goals of the program and the standards of the
academic discipline.

Central to this process is the strategic use of feedback. When applied
effectively, feedback serves as a critical conduit between assessment
and learning, particularly during the formative stages of thesis
development, such as proposal writing, literature reviews, and draft
submissions. To be truly constructive, feedback should be timely,
specific, and sufficiently detailed to enable students to identify their
strengths and weaknesses and to take informed, purposeful steps
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toward revision and improvement. In this light, feedback is not merely
a retrospective judgment of academic performance; rather, it is a
formative mechanism that empowers students to refine their thinking,
enhance the quality of their work, and deepen their engagement with
the research process. Consequently, the role of feedback in thesis
assessment is not ancillary but central to fostering academic
excellence and learner autonomy at advanced levels of study
(Fernandes, Machado, & Abelha, 2023).

The assessment process for a thesis is conducted through a series of
structured stages designed to ensure academic rigor, originality, and
scholarly contribution. The first stage involves submission and initial
review. Once the thesis is submitted, it undergoes a preliminary
evaluation by the academic supervisor. During this phase, the
supervisor assesses the thesis to determine whether it meets the
required academic standards, including structure, coherence, and
adherence to formal guidelines (Wisker, 2012). A critical aspect of
this review also involves evaluating the originality of the content. To
this end, supervisors often use plagiarism detection software to verify
that the work is free from academic dishonesty and is the student’s
own (Bretag, 2016).

Following the supervisor’s approval, the thesis advances to the
departmental level. It is submitted to the head of the specialty, who is
responsible for coordinating the subsequent steps of the evaluation
process. The head then appoints the jury members, typically
consisting of a jury president and an examiner, both of whom are
qualified academics in the relevant field. According to Johnston,
(1997, p.346), “examiners are usually chosen through some
combination of personal and professional acquaintance with the
supervisor or through a reputation in the field of study of the
candidate”. Therefore, internal examiners are chosen and approved on
the basis of their expertise in the subject area of the thesis. These
individuals are tasked with reading and evaluating the thesis
independently and formulating questions or comments in preparation
for the oral examination.

The final and most crucial stage of the assessment process is the
public defence. During this event, the student formally presents their
research findings to the jury and an audience that may include faculty
members, students, and the student’s relatives. The defence session
allows the jury to engage in a critical discussion with the candidate,
posing questions that assess the depth of their understanding, the
validity of their methodology, and the significance of their
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conclusions. This stage not only evaluates the academic quality of the
research but also the student’s ability to articulate and defend their
work in a scholarly setting (Phillips & Pugh, 2015).

At the end of the defence, the examination committee convenes in a
closed meeting to calculate the average score that reflects their
assessment of both the quality of the research work and the oral
defence. In evaluating a Master's Dissertation, several key factors are
considered (Yamnenko et al., 2021):

The overall quality of the dissertation presented;

The student's performance and its alignment with the dissertation's
content;

The adequacy of responses to questions posed by commission
members;

The depth of the ensuing discussion

The outcomes of this defence serve as the basis for the commission's
decision regarding the awarding of the Master's qualification and the
issuance of the corresponding diploma.

In the Decree by the Ministry of Higher Education and Scientific
Research No. 362 of June 9, 2014, establishing the procedures for the
preparation and defence of a Master’s thesis, it is stipulated that:

The objective of the Master’s thesis is to develop in the candidate the
abilities of scientific reasoning and demonstration, synthesis,
interpretation of events and facts, and the transcription of results in an
exploitable form.

Master’s thesis topics must be defined to meet both educational
training objectives and goals related to research, economic, and social
development.

The scientific committee of the department approves the thesis topics
proposed by the teaching team within the Master’s program and
informs the students through notice boards and other means of
communication.

The distribution of thesis topics among students is the responsibility of
the program head and specialty coordinators in coordination with the
department head. A ranking based on merit may be used, if necessary,
to allocate topics fairly.

The Master’s thesis must result in a written document, whose format,
content, and deadlines are set by the teaching team.

The Master’s thesis must be defended publicly.

Only one thesis defence session is scheduled at the end of the
academic year. However, a second session may be organized in
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10.

13.
14.

September of the same academic year for reasons duly justified by the
SUpervisors.

The calendar for the submission of Master’s theses and the defence
dates must be communicated to students via notice boards and other
means of communication.

The program head, in coordination with the department head, appoints
the members of the thesis defence jury.

The faculty’s scientific council defines the overall method for
evaluating and grading the thesis using a marking grid covering three
aspects: the manuscript, the oral presentation, and responses to
questions.

. The jury is composed of three to five members, including:

A chairperson

An examiner

A supervisor

A co-supervisor, if the nature of the work requires it

A second examiner or an invited member may also be included

. At the conclusion of the deliberations, the Master’s thesis defence jury

awards one of the following scales:

Grades Marks Scales
A 18<M=<20 Excellent
B 16<M<18 Very good
C 14<M<16 Good
D 12<M<14 Satisfactory
E 10<M<10 Passable

The Master’s thesis defence jury is sovereign in its deliberations.
The grade of the Master’s thesis is not subject to the compensation
system.

Based on the modalities of the above decree, the Master’s thesis
serves as a cornerstone in the academic development of graduate
students. Its primary objective is to enhance scientific reasoning,
critical analysis, synthesis, and the effective communication of results.
This process enables students to demonstrate their ability to interpret
and transcribe complex information into a coherent academic format,
reflecting both analytical rigor and intellectual maturity.

In summary, the Master’s thesis is not only a requirement for
graduation but also a critical academic exercise that equips students
for future scholarly or professional endeavours through structured,
research-based learning.
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I- Challenges in Thesis Writing
The assessment of theses in higher education presents several
challenges, particularly for students who are encountering the process
of conducting and writing research papers for the first time. This
initial experience significantly influences the evaluation of their final
thesis, as students often struggle to understand research methodologies
and adhere to academic standards. Consequently, these challenges not
only impact the quality of their research work but also complicate the
assessment process for examiners when evaluating these submissions.
The thesis writing process begins in the second year for master’s
students. Notably, during this year, students engage in coursework for
only one semester, allowing them to dedicate their second semester to
research. However, a significant challenge that students face is
effective time management. In the first semester, they must study,
complete tests and exams, and initiate their research work.
Consequently, balancing dissertation work with other academic
responsibilities can be overwhelming.
Students frequently encounter substantial challenges in their research
and thesis writing, particularly due to time constraints and difficulties
in accessing educational resources. Many struggle to locate essential
academic materials, such as books and articles, resulting in numerous
inquiries directed at their supervisors. Common questions include how
to effectively write a literature review and requests for specific articles
pertinent to their topics. This challenge is further worsened by
students’ general unfamiliarity with Information and Communication
Technology (ICT) tools and databases, which are crucial for finding
up-to-date references related to their research topics.
A significant challenge highlighted in this discussion is the
insufficient guidance and support provided to students. As previously
mentioned, the role of supervisors is vital, as they are expected to
deliver clear and actionable feedback that promotes improvement.
However, some students encounter a lack of adequate guidance from
their supervisors, resulting in confusion and frustration. This situation
not only hinders their understanding but also creates considerable
obstacles in their research journeys, ultimately impacting their overall
productivity..
As a final thought, the challenges encountered during the thesis
writing process significantly impact the evaluation and assessment of
the work. When students face difficulties in their research, it often
results in a lower-quality research paper. Consequently, the quality of
the research directly influences the assessment process, establishing a
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connection between the challenges experienced and the overall
evaluation of the thesis.

Challenges in Thesis Assessment

The process of evaluating academic theses presents several challenges
that can affect the fairness, efficiency, and quality of assessments. One
major issue is the subjectivity inherent in the evaluation process.
Examiners often possess diverse academic backgrounds, research
preferences, and disciplinary norms, which can lead to considerable
variation in the assessment of the same thesis. For example, while one
examiner may prioritize the theoretical framework and conceptual
clarity, another might focus on the rigor of empirical data collection
and analysis (Mewburn, 2011; Holbrook et al., 2004). This divergence
in expectations can result in inconsistencies in grading and, in some
instances, may cause confusion or frustration for students.

Another significant challenge involves the resource limitations faced
by many universities, particularly in under-resourced or developing
contexts. Budget constraints, administrative bottlenecks, and limited
access to qualified external examiners can hinder the timely
organization of thesis defences. In some cases, institutions may be
compelled to rely solely on internal examiners, which can compromise
the objectivity of the evaluation process and delay the student’s
academic progression (Friesen, 2008).

A noteworthy challenge faced by universities is the institutional and
structural limitations that prevent effective supervision. Many
universities encounter an imbalance in the ratio of supervisors to
students, particularly at the master’s level, resulting in overcrowded
supervision scenarios. This situation necessitates that professors
supervise multiple students simultaneously, which lowers the quality
of supervision and feedback provided. As a result, students frequently
feel unsupported and overwhelmed, adversely affecting their overall
academic experience. This lack of support restricts the quality of
research, which in turn impacts the evaluation of their theses.

The effectiveness of educational skills transferred from supervisors to
students plays a critical role in the thesis preparation process.
According to Ghadirian et al. (2014, p. 2), a supervisor’s supervisory
skills significantly impact the quality of a student’s thesis experience.
This dynamic is a key factor in a student’s success in completing their
thesis. Ghadirian et al.’s research highlights the notion that many
supervisors lack the essential skills necessary for effective
supervision. Although they may succeed as teachers, they often face
challenges when it comes to adequately supervising theses.
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Supervisory skills differ from teaching skills; they require proficiency
in research management, a solid understanding of research
methodologies, competence in academic writing, and effective time
management.

Furthermore, Ghadirian et al. Argue that effective thesis supervision
not only enhances students’ training and scientific skills but also
contributes to the overall quality of the scientific output produced by
the university.

In addition, student preparedness remains a crucial factor influencing
the quality of thesis submissions. Many students face challenges in
managing the complex demands of research due to insufficient
training in research methodology, academic writing, and time
management (Wisker, 2012). This lack of preparation can lead to
poorly structured theses, weak arguments, and inadequately supported
findings, all of which adversely impact the assessment outcomes.
Therefore, institutions must ensure that students receive ongoing
academic support and supervision throughout the research process to
address these issues (Manathunga, 2005).

Another considerable challenge to maintaining assessment integrity is
the influence of external factors. In any activity, it is essential to
establish principles, guidelines, criteria, or benchmarks that facilitate
the design, evaluation, and assessment of progress (Belcher et al.,
2016). Within higher education, issues of academic dishonesty, such
as plagiarism, pose substantial risks, particularly in the absence of
effective monitoring methods. Furthermore, external pressures,
including institutional reputation and political considerations, can
compromise objectivity, with reports indicating attempts by students
or teachers to manipulate grades for personal gain. Collectively, these
factors undermine impair the fairness and integrity of dissertation
highlighting emphasising necessity importance of rigorous research
assessment to ensure the quality of ensuring work. Quality.

A final significant challenge that encompasses many of the previously
mentioned issues is the lack of standardised evaluation criteria.
Although the Ministry of Higher Education and Scientific Research
issues a decree outlining the procedures for preparing and defending a
master’s thesis, examiners often struggle to identify the specific
criteria for their assessments. Furthermore, many faculties have their
own guidelines, which creates confusion among students regarding
what is expected of them.
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K- Conclusion
Thesis writing represents a crucial phase in the academic journey of
university students. This process often begins with questions and
curiosities, ultimately ending in well-founded answers and significant
accomplishments. Attaining a master’s degree is a noteworthy
achievement; however, it requires navigating various steps and
adhering to specific guidelines. A key component of this journey is the
presence of a supportive supervisor and knowledgeable examiners,
who play essential roles in guiding students toward their academic
success.
Examiners are experts who assess and evaluate research papers. This
evaluation is crucial for selecting high-quality research work. The
assessment criteria typically emphasize research quality, clarity of
writing, and originality. However, the importance assigned to each
criterion may vary depending on the university. Committees use
scoring guides to assign marks in accordance with a decree from the
Ministry of Higher Education and Scientific Research. These criteria
may include the student’s research methodology and overall
presentation. Nevertheless, in practice, the application of these criteria
is often inconsistent.
Therefore, it is crucial to address the discrepancies between
assessment outcomes and the actual quality of research conducted by
students. Numerous cases demonstrate a disconnect between the
marks awarded and the quality of the research produced. Some
students receive high marks despite the shortcomings of their work, as
grading often prioritises effort or superficial aspects over true merit.
Consequently, this misalignment, which is prevalent in many Algerian
universities, adversely impacts graduates’ careers, particularly when
their degrees do not accurately reflect their true skills.
In recent years, educational policies have concentrated on improving
the consistency and transparency of assessments. The Ministry of
Higher Education and Scientific Research has issued decrees
emphasizing the importance of evaluation standards and rubrics.
Although some universities have started to implement these changes,
overall progress has been slow. Therefore, it is advisable for academic
researchers to focus their attention on this issue, as it constitutes a
crucial aspect of higher education in Algeria.
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Résume
Cette ¢étude interroge la construction et la déconstruction du concept
de « note vraie », percu comme un idéal théorique instable au sein des
systemes éducatifs. A travers une triple approche : docimologique,
doxologique et psycho-cognitive. l'article analyse la variabilité inter-
correcteurs, les croyances implicites légitimant la note, ainsi que les
mécanismes mentaux des évaluateurs. En mobilisant la « Théorie de la
généralisabilité » de Cronbach et une analyse qualitative appliquée a
un corpus de 50 copies d'examen en psychologie clinique, les résultats
révelent que le « niveau réel » de I'¢tudiant s'efface devant la

prédominance des variables contextuelles et des biais cognitifs.
L'étude conclut que la note vraie n'est qu'une fiction épistémologique
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et préconise une approche « post-docimologique » valorisant la trace
de pensée, la transparence de l'erreur et la reconnaissance de I'altérité.
Mots-clés : Docimologie, Doxologie, Note vraie, G-Théorie, biais
cognitifs

1. Introduction

Depuis les travaux fondateurs d’Henri Piéron (1963), la docimologie a
révélé I'illusion d’objectivité des chiffres et la variabilité inhérente
aux corrections. Pourtant, la note demeure le dogme central du
systeme éducatif. Cette persistance repose sur une doxa : un ensemble
de croyances partagées par les institutions, les enseignants et les
familles, attribuant a la note une valeur intrinséque incontestable
(Perrenoud, 1996). L’enjeu de cet article est de comprendre comment
se construit cette « note vraie » et pourquoi sa déconstruction est
impérative pour envisager une ¢évaluation au service de
I’apprentissage.

2. Cadre théorique : Construction et déconstruction de la « note vraie
»

Le concept de « note vraie » traverse les trois dimensions de notre
analyse. Il doit étre compris non pas comme un fait, mais comme un
construit théorique en tension permanente entre idéal mathématique et
réalité psychopédagogique.

2.1 La « note vraie » en Docimologie : Entre score id¢al et variabilité
D'un point de vue métrologique, la construction de la  « note vraie »
correspond au Score Univers défini par la théorie de la généralisabilité
(Cronbach, 1972). C'est la note théorique qu'un étudiant obtiendrait si
I'on pouvait multiplier les épreuves et les correcteurs a l'infini pour
annuler les erreurs de mesure. La déconstruction docimologique
(Piéron, 1963) révele que ce score est une chimére : la fidélité inter-
correcteurs est structurellement instable. Une méme copie peut
recevoir des notes divergentes selon le correcteur ou le moment,
prouvant que la mesure est moins une capture du savoir qu'une capture
d'une variation statistique (Reuchlin, 1974).

2.2 La « note vraie » en Doxologie : Un dogme social nécessaire

La construction doxologique de la note repose sur une croyance
partagée (la doxa) qui lui confére une aura d’autorité et de justice.
Pour D’institution, 1’¢léve et la famille, la note est per¢cue comme le
reflet exact du mérite. La déconstruction de cette dimension montre
que cette « vérité » est une convention sociale. Perrenoud (1996)
souligne que cette croyance occulte les conditions de production de la
note pour lui donner un caractére indiscutable. Déconstruire la note
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vraie ici, c’est admettre qu’elle est un outil de régulation et de
s¢lection sociale plutdt qu’une vérité scientifique.

2.3 L’approche Psycho-cognitive : La note comme artefact mental

Ici, la « note vraie » est construite par [’activité psychique de
I’évaluateur. Ce dernier ne "découvre" pas une note dans la copie, il la
produit a travers ses propres filtres. La déconstruction psycho-
cognitive met en lumicre les biais systématiques (effet de halo, de
contraste ou d'ancrage) ou I’évaluateur projette ses propres attentes et
représentations sur la production de 1’¢leéve (Bloom, 1979). La note
n'est plus le reflet de la copie, mais un artefact cognitif témoignant de
la psychologie de celui qui corrige.

3. Méthodologie

3.1. Constitution du corpus L'é¢tude s'appuie sur un échantillon
représentatif de 50 copies d'examen, sélectionnées selon les criteres
suivants :

Niveau académique : Etudiants en 3¢éme année de Licence (L3) en
Psychologie Clinique(Université de Béchar).

Discipline : Psychopathologie de 1'enfant et de I'adolescent (Module a
forte densité conceptuelle).

Nature de I'épreuve : Evaluation sommative de fin de semestre,
composée de questions a réponse ouverte courte (QROC) et d'une
analyse de cas clinique.

3.2. Profil des évaluateurs Trois enseignants-chercheurs (Maitres de
Conférences) ont participé a la correction croisée :

Expérience : Entre 10 et 15 ans d'expérience dans 'enseignement
supérieur.

Protocole : Chaque copie a été corrigée en aveugle total (anonymat
des étudiants et des notes des collegues) pour garantir l'indépendance
des mesures.

3.3 Dispositif : 1. Phase
quantitative : Calcul du coefficient de généralisabilité (G) selon le
modele de Cronbach. 2. Phase

qualitative : Analyse thématique des copies présentant le plus fort
¢cart inter-juges.

4. Résultats et Analyses

4.1. Modélisation de la Variance (Tableau 1)

L'analyse de la variance (ANOVA) révele une structure tripartie de la
note.

Tableau 1 : Décomposition de la variance et Coefficient de
Généralisabilité
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Source de Part de Signification Docimologique

Variation Variance (%)

Différenciation 42 9, Niveau réel des compétences

(Etudiants) ° (Score Univers).

Interaction (Sujet x Subjectivité : Biais cognitifs et
38 % .

Juge) styles de correction.

Erreur Résiduelle 0 Facteurs non controlés (fatigue,

. 20 %
(Aléa) contexte).
Coefficient G 0.50 Fidélité modérée : Mesure

instable.

Interprétation : Le Tableau 1 établit que moins de la moitié de la note
finale (42 %) est expliquée par les connaissances intrinséques de
I'étudiant. Les 58 % de variance restante (Subjectivité + Erreur)
prouvent que la note est une co-construction évaluateur-évalué. Le
coefficient G (0.52) confirme que la « note vraie » est une fiction
épistémologique.

4.2. Analyse Qualitative et Données Brutes

La transition du quantitatif au qualitatif permet d'identifier les leviers
de cette subjectivité.

Tableau 2 : Analyse thématique des divergences (Forme vs Fond)

Profil dela |[Ecart |Mécanisme Diaenostic
copie (Max) |observé g
L. Mimétisme Effet de Halo : La forme
Académique |6 pts . . 41
terminologique séduit le juge.
Originalité Biais d'Ancrage :
Réflexive 6 pts e Sanction de la non-
clinique o
conformité.
Consensus Doxique :
Normative 1 pt Respect du plan Accord sur le
type .
conformisme.

Synthése des résultats

L'étude confirme que la « note vraie » est une fiction épistémologique.
Elle est noyée dans une interaction complexe entre un sujet évaluant
(le correcteur) et un sujet évalué (I'étudiant). Ce que l'institution
nomme "objectivité" n'est, en réalité, qu'une subjectivité partagée ou
une erreur de mesure ignorée.
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5. Discussion

5.1 La « note vraie » comme artefact social

Les résultats convergent : la note n'est pas une mesure pure, mais un
artefact social. En Algérie, la culture de la note reste hégémonique
malgré les réformes, car elle est le moteur des concours nationaux. A
I’international, les pays nordiques proposent des mod¢les alternatifs
fondés sur 1'évaluation qualitative, prouvant que la « note vraie » est
une construction culturelle variable.

5.2 Vers une déconstruction post-docimologique

Les résultats pratiques invitent a dépasser la fiction de la « note vraie
» et a envisager une évaluation plus transparente et formative. Trois
pistes émergent :

Evaluer la trace de pensée : Les divergences de notation observées
(section 4.2) montrent que les correcteurs valorisent la conformité
formelle. Une approche post-docimologique devrait au contraire
valoriser le cheminement cognitif, les brouillons, les ratures et les
raisonnements.

Introduire un coefficient d’altérité: Les copies originales ou
nuancées sont souvent pénalisées car elles s’écartent de la doxa.
Reconnaitre la valeur de Daltérité permettrait de récompenser la
créativité intellectuelle et la pensée critique.

Transparence de D’erreur: Les écarts inter-correcteurs (jusqu’a 5
points sur 20) montrent 1’illusion de précision des notes. Associer
chaque note a un indice de confiance (ex. : 14/20 £ 1,5) permettrait de
rendre visible cette incertitude et de renforcer la confiance des
¢tudiants et des familles.

5.3 Implications pratiques et politiques

Pour les enseignants: formation a la docimologie critique et aux
biais cognitifs, adoption de barémes explicites et double correction.
Pour les institutions: diversification des modes d’évaluation
(portfolios, projets collaboratifs), introduction d’indices de confiance.
Pour les politiques éducatives : encadrement de 1’'usage de I’'TA dans
la correction, promotion de la transparence et de I’équité.

En Algérie, ces recommandations sont particuliérement pertinentes : la
réforme par compétences a ouvert la voie a une évaluation formative,
mais la culture de la note reste dominante. La déconstruction de la «
note vraie » pourrait renforcer la 1égitimité des réformes et rapprocher
le systéme éducatif algérien des standards internationaux.

6. Conclusion générale

Les résultats de cette recherche, combinant modélisation quantitative
et analyse qualitative, confirment que la « note vraie » est une fiction
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épistémologique. Elle n’existe pas comme mesure pure des
compétences, mais comme intersection instable entre le niveau réel de
I’étudiant, les biais cognitifs des correcteurs et les croyances sociales
qui légitiment la valeur du chiffre.

6.1 Portée internationale

En France et au Canada, la culture de la note reste dominante malgré
les réformes pédagogiques, ce qui rapproche ces contextes de la
situation algérienne.

Dans les pays nordiques, la marginalisation de la note au profit
d’évaluations qualitatives et de portfolios montre qu’il est possible de
sortir de la logique du chiffre.

Les recherches récentes sur I’IA (Grévisse et al., 2024 ; Xie et al.,
2024) confirment que les systémes automatisés reproduisent les biais
humains, ce qui renforce 1’illusion de précision sans résoudre le
probléeme de fond.

6.2 Spécificités algériennes

L’Algérie a engagé une réforme ambitieuse fondée sur 1’approche par
compétences, mais la culture de la note reste profondément ancrée.
Les concours nationaux (doctorat, examens de certification) renforcent
la logique de sélection par le chiffre, ce qui conféere a la note une
valeur sociale et symbolique qui dépasse sa fonction pédagogique.

Les recherches locales (Feroukhi & Mouhouni, 2024 ; travaux
universitaires en FLE et sciences de I’éducation) montrent une prise
de conscience croissante de la nécessité de former les enseignants a la
docimologie critique et a 1’analyse des biais cognitifs.

6.3 Recommandations

Pour I’Algérie: accompagner la réforme par compétences d’une
véritable déconstruction de la « note vraie », en introduisant des
dispositifs d’évaluation formative, des indices de confiance et une
valorisation du processus cognitif.

Pour Pinternational : reconnaitre que la « note vraie » est une
construction sociale et cognitive, et promouvoir des pratiques
d’évaluation transparentes, diversifiées et centrées sur I’apprentissage.
Pour la recherche : développer des ¢tudes comparatives entre pays
afin de mieux comprendre les spécificités culturelles de la notation et
d’identifier des mode¢les alternatifs

Pour une TA "Post-Doxologique : Utiliser I'IA pour identifier les biais
du correcteur humain (approche réflexive) plutot que pour donner une
note définitive. Chaque évaluation automatisée doit étre accompagnée
d'un indice de confiance et d'une explication des critéres, brisant ainsi
le dogme de la "boite noire" (Xie et al., 2024).
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Conclusion finale

La « note vraie » n'est pas une vérité mais une croyance partagée. Sa
déconstruction ouvre la voie a une évaluation plus juste. Dans le
contexte algérien, il s'agit de passer d'une logique de sélection a une
logique d'accompagnement, ou I'évaluation reconnait enfin la "pensée
en mouvement". Les recherches futures devront intégrer 1'impact de
I'TA sur ces biais de notation (Deepshikha, 2025 ; Xie et al., 2024).
L'avenir de la docimologie réside dans cette capacit¢é a rendre
I'évaluation transparente, en associant chaque résultat a un indice de
confiance et en remplagant le dogme de la certitude par une éthique de
l'incertitude assumée.
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Abstract:

This research paper covers the gap between the potential of the
contemporary digital revolution and the reality of traditional student
assessment practices in the humanities and social sciences. It seeks to
answer a central question: How can we frame an integrative
assessment model that harnesses technology without undermining the
interpretive specificity of these interpretive sciences?

The research concludes that traditional assessment is unable to
measure critical and creative skills. It proposes a developmental
pathway that integrates traditional analytical depth with the flexibility
of digital tools (such as learning analytics and artificial intelligence) to
provide immediate feedback, while emphasizing the necessity of
preparing the institutional environment and training faculty to
overcome resistance to change and ensure the ethics of assessment.

Keywords: Digital revolution; traditional assessment; humanities and
social sciences; integrative assessment; Artificial Intelligence in
assessment; learning analytics.
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1. Introduction and Problem Statement

Since the beginning of the twenty-first century, higher education has
witnessed profound transformations due to digital education, which
has reshaped the methods of knowledge production and patterns of
interaction in the educational space. It has also changed the structure
of educational interaction and reshaped the academic space.
Classrooms are no longer as they once were, as the virtual classroom
now offers interactive distance learning, and methods of knowledge
production have changed, thanks to the development and spread of
communication tools, e-learning platforms, and artificial intelligence.
The learning process has become more flexible and interactive, and
the educational roles of both teacher and learner are in constant need
of redefinition (Selwyn, 2016; Siemens & Long, 2011). However,
these rapid transformations have not been accompanied by any
significant change in assessment systems and have not been reflected
to the same extent in the normative and evaluative methods and
approaches in the humanities and social sciences, which still suffer
from a noticeable stagnation and adherence to traditional models.
Generally, they remain confined to paper and pen, and as students
humorously put it, "paper universities in the age of digitalization,"
they do not prioritize the cognitive processes behind the evaluation
and assessment of learning outcomes. That is, they are preoccupied
with measuring what students know and what they have achieved
instead of paying attention to how they achieved it (Gipps, 1994).

Modern educational theories have moved beyond the principle of
assessment for measurement to "assessment for learning," and
assessment has become a continuous and interactive process based on

168



learning, accompanying the student on their educational journey and
in the development of their competencies (Black &Wiliam, 1998).

In this context, this research paper emphasizes the urgent need to
rethink the academic assessment system in the field of humanities and
social sciences to adapt it and make it compatible with the
requirements of the digital age, and to invest in artificial intelligence
technologies, interactive platforms, and learning analytics (Analytique
de 'apprentissage) to develop the assessment process.

It also highlights the necessity of alignment and integration
between traditional and digital methods in assessing skills and
knowledge. This, in fact is done through the learning process and
within the specialized fields of humanities and social sciences.

Thus, the problematic of this research is presented as follow: How
can the humanities and social sciences develop an integrative
assessment model that benefits from the potential of the digital
revolution and transcends the limitations of traditional assessment
while preserving the interpretive specificity of these disciplines?

- Sub-questions:

*  What are the limitations of traditional assessment in measuring
complex skills in the humanities?

* How can digital tools be employed without reducing the
interpretive dimension of human knowledge?

2. Methodology:

To build the evidence base to answer the research problem, a
descriptive-analytical approach supported by a systematic review of
literature published between 2010 and 2024 in global databases
(Scopus, Web of Science, ERIC) was adopted. A "critical coding
matrix" was used to analyze studies based on cognitive, procedural,
ethical, and institutional dimensions, with the aim of transforming
theoretical and applied evidence into outputs that contribute to
building an applicable integrative assessment model.

3. Conceptual Framework and Literature Review

3.1. Evolution of the Concept of Educational Assessment

The text traces back the transformation that educational assessment
has undergone from being a tool for final judgment within the
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framework of traditional measurement (Gipps, 1994) to a constructive
practice based on active learning, supporting learner autonomy
through self-assessment and peer assessment (Nicol & Macfarlane-
Dick, 2006). In this context, the concept of sustainable assessment
emerged (Boud&Falchikov, 2007), which aims to empower the
learner to make self-judgments about the quality of their performance
in a way that ensures the continuity of learning.

However, the application of this transformation in the humanities and
social sciences faces challenges related to the nature of these
knowledge systems, which are based on interpretation, criticism, and
multiple approaches; this necessitates assessment tools capable of
measuring the depth of understanding, the construction of arguments,
and ethical thinking. Biggs & Tang (2011) emphasize the importance
of constructive alignment, which requires consistency between
learning objectives, teaching activities, and assessment.

The comparison between traditional and digital approaches shows that
paper-based tests, despite their ease of control, are unable to measure
complex thinking skills. As for digital assessment, its value lies in
redesigning tasks, not merely digitizing tools.

3.2. Specificity of Assessment in the Humanities and
Social Sciences

The interpretive nature of these sciences requires tools that measure:
* Depth of conceptualunderstanding
* Analysis and synthesis
* Argument construction
* Critical and ethicalsense

The text emphasizes the need for multi-dimensional assessments that
include research papers, digital projects, interactive presentations, and
textual data analysis.

3.3. The Digital Revolution and the Transformation of
Learning Structure

The concept of the digital revolution refers to the profound
transformation resulting from the spread of information and
communication technologies, artificial intelligence, and big data in
various fields of life. In higher education, this revolution has brought
about fundamental changes in the structure of higher education, i.e., a
profound change in the cognitive and pedagogical structure of the
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educational institution, transcending educational tools to a new
institutional culture that stimulates modernization and adaptation, not
just a superficial adoption of technology. The readiness of digital
assessment is linked to factors such as infrastructure, digital skills, and
administrative support.

This transformation is evident in the emergence of new learning
patterns such as blended learning, online learning, and open education
(Selwyn, 2016).

The concept of "Learning Analytics" also emerged, which Long &
Siemens (2011) define as the use of big data to analyze learner
behavior, with the aim of improving the educational process. These
analytics allow for a deeper understanding of learning methods,
providing personalized support to students, and developing more
accurate and flexible assessments.

3.4. Key Modern Concepts include:

* Learning Analytics (Siemens & Long, 2011): For analyzing
learner behavior and customizing support.

* Authentic Assessment (Wiggins, 1998): Through realistic
tasks that support analytical thinking.

* Technology-Enhanced Assessment (Redecker& Johannessen,
2013): Through simulations and collaborative projects.

» Artificial Intelligence in Assessment (Luckin et al., 2016):
While acknowledging its limitations in assessing interpretive
depth, as well as ethical questions related to privacy, fairness,
and algorithmic bias.

4. Protocol for the Use of Artificial Intelligence (AI) in
Assessment

To ensure a "convincing" and "academically defensible" use, the
protocol proposes the following:

* Limits of Use: Al provides linguistic and organizational
support only, and does not evaluate the interpretive value or
scientific argument of the text (link.springer.com).

* Transparency: Informing students about the role of Al and
the data collected during assessment.
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* Fairness: Examining bias and providing a mechanism for
appeal and human review (MDPI).

* Process Documentation: Maintaining an audit trail that shows
how Al was used during assessment.

5. Proposed Integrative Assessment Model for
Humanities and Social Sciences
The text proposes a model with three layers:

1 Pedagogical Layer: Critical competencies, multiple tools,
precise Rubrics.

2 Tools and Platforms Layer: LMS, digital portfolios, learning
analytics dashboards.

3 Governance and Ethics Layer: Clear data policy and
reduction of algorithmic bias.

Roadmap for Implementation
Includes four stages:

* Planning

* Capacity Building

* Experimentation

* Generalization and Evaluation

With an emphasis on the continued presence of "Human-in-the-loop"
as the final evaluative authority.

Conclusion

The crisis of assessment is not merely technical; it is also a conceptual
and methodological issue related to the nature of human knowledge.
The digital revolution represents an opportunity to build integrative
assessment models that preserve interpretive depth and utilize
technological capabilities in a conscious and balanced manner.

6. Literature Review and International Applied Studies.

6.1. Trends in the Shift from “Standardized Assessment”
to “Formative-Digital Assessment”
Over the last decade, the literature highlights a clear shift from the

standardized assessment model, which focuses on final measurement,
to a formative-digital assessment model that supports and redirects
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continuous learning. This transformation has been reinforced by the
spread of digitally institutionalized learning through LMS platforms,
blended learning, and distance education, where these environments
now produce a digital trace that allows for understanding the learning
path, not just its outcomes.

The literature indicates that the added value of digital assessment does
not lie in digitizing traditional exams, but in redesigning assessment to
serve the measurement of complex skills, provide faster feedback, and
invest data in supporting student learning (Siemens & Long, 2011).
However, a gap still exists between the results of learning analytics
and their conversion into fair and transparent assessment practices
(Kilig&izmirli, 2024).

6.2. Learning Analytics (LA):

Systematic reviews confirm that Learning Analytics (LA) is often
used to enhance personalized and continuous feedback through
performance reports and dashboards that allow for accurate diagnosis
of the student's progress rather than general feedback. However, the
main challenge lies in the interpretability of indicators and their
conversion into educational actions understood by both students and
instructors (ScienceDirect). Recent reviews (2014-2024) also show a
scarcity of research directly linking learning analytics to academic
advising, indicating the need for robust educational governance
frameworks to effectively integrate LA into assessment
(link.springer.com).

6.3. Authentic Assessment and Digital Tasks:

Authentic assessment has emerged as a pivotal approach focusing on
real-world tasks and performance in context. Despite its importance,
recent systematic reviews (52 studies) reveal significant variation in
how technology is employed within the stages of authentic assessment
(design, support, execution, evaluation), with technology sometimes
used merely as a delivery channel, not as an effective educational
design tool (journals.sagepub.com). Reviews also show a lack of
attention to social authenticity, i.e., the connection of tasks to social,
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ethical, and citizenship contexts, which is a fundamental gap in
humanities disciplines (link.springer.com).

6.4. Artificial Intelligence in Assessment:

Artificial intelligence represents a turning point in assessment,
especially in text correction and feedback provision. In this context,
the literature shows that it offers new capabilities in automated
correction and feedback, but the validity of these systems is limited, as
they tend to evaluate formal features more than the meaning and
semantic coherence of texts, which is crucial in the humanities
(link.springer.com). Recent reviews also point to ongoing challenges
related to bias, interpretability, and fairness (ScienceDirect;
emerald.com), and the necessity of adopting ethical governance
frameworks that consider privacy and transparency and change the
teacher's role so that humans remain in the loop to ensure final
interpretive judgment (MDPI).

6.5. Academic Integrity and Digital Proctoring:

The literature also addresses the topic of academic integrity and digital
proctoring, as the use of electronic supervision tools has expanded in
higher education. However, systematic reviews indicate that they raise
concerns related to privacy, fairness, and psychological impact
(emerald.com). Therefore, it is recommended to move away from
excessive reliance on digital proctoring and instead turn to redesigning
assessments through authentic, scaffolded tasks that reduce the
motivation for cheating.

Finally, the literature points to the existence of supportive
international frameworks such as Jisc's "Code of practice for learning
analytics," which emphasizes transparency and institutional
responsibilities, as well as the European DigCompEdu framework that
defines digital competencies for educators in assessment and feedback
(Jisc; Joint Research Centre). These frameworks agree that digital
assessment is not merely a technical choice, but requires professional
capacity building, clear policies, and institutional accountability to
ensure the fairness and effectiveness of assessment.
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6.6. Assessment Approaches and Digital Tools:

Below, we present comparative tables of different assessment
approaches: traditional, digital, authentic, and analytics/Al-supported.
We also provide a map of "digital tools and what they measure" in the
humanities and social sciences, through an applied proposal based on
the literature related to various types of assessment.
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Table 1 "Comparison of Evaluation Approaches: Traditional, Digital, Authentic, Powered by Analytics/AI"

The Oyemiding.

What Do You

Typical

ApREQagh Goal Usually Measure? 'Tools strengihs e
Simplicity, Weakness in measuring
Traditional Final judgment/ | Recall/memorization, | Paper test, | familiarity, complex skills; delayed
Assessment classification final answer. final essay. | controllable | feedback; correction
format /context biases
WYt i T
Digital Moving the test | 220 content as Speed, cE;g::tl:gFlgge\;u;rLc;ut
(Transitional) 0. platiorm traditional LMS tests | easier capture thinking
Assessment assessments management processes
Quizzes, PR :
Digital Formative | Improving Gradual progress, | digital ook | Geman burcan of wbric
H N i N ' '
Assessment learning, skills, participation rubrics, flexibility calibration
forums
Digital-Supported Performance in Problem-solving, Projects, g‘,‘e:;ségstsu Difficulty in fair scoring
Authentic context knowledge/ media simulations, skill:s' hi hrgr without rubrics; unequal
Assessment R production multimedia mean’in g resources
g

Learning Decision-support Learning patterns / LMS Diagnosis, Risk of
Analytics-Enhanced é'ﬁa'iﬁiél}'vena:;n participation / dashboard personalized | reductionism/monitoring;
Assessment progress indicators support need for transparency

Automation / Modelable Speed; Bias / lack of
ils-sB::senc"lent feedback textual/performance ;ig;):é‘: initial explainability / reduced

support features support interpretive meaning
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Table 2 — Map of Digital Tools and What They Measure in Humanities & Social Sciences

Best Context for Use

What Is Difficult to Measure?

What Can Be Fairly Measured?

Tool / Technique

“Interpretive value” without a
rubric

Growth of thinking over time,
self-reflection, drafts

e-Portfolio

Deep originality without
proper criteria

Early support / early warning
+ learning support

Learning Analytics
(LA)

What Is Difficult to Measure?

What Can Be Fairly Measured?

Tool / Technique

“Interpretive value” without a
rubric

Growth of thinking over time,
self-reflection, drafts

e-Portfolio
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6.7. Implementation Mechanisms: A '"Assessment
Package' Across the Semester

The integrated model proposes adopting a temporally distributed
assessment system that combines diagnostic, formative, and
summative assessments to ensure continuous monitoring of student
learning development. This includes:

Firstly: Early Diagnostic Assessment (Weeks 1-2)

* A short quiz and a written assignment to determine students'
proficiency levels and needs.

Secondly: Graduated Formative Assessment (Weeks 3—10)

* Small micro-authentic tasks.

* Peer assessment using clear rubrics.

* A digital e-portfolio for drafts of development and self-reflection.

* Feedback supported by Learning Analytics (LA) through
participation and progress alerts (ScienceDirect)

Thirdly: Final Summative Assessment (Weeks 11-14)

* An authentic project or research paper, followed by a presentation
or oral defense.

* Full documentation of the achievement path within the portfolio.
Fourthly: Academic Integrity Policy
* Reducing reliance on high-stakes examinations.

* When necessary, using digital proctoring with clear controls and
evaluating its impact (emerald.com).

6.8. Indicators for Evaluating Model Success

To measure the effectiveness of the integrated model, the literature
relies on key indicators, including:

* Improvement in the quality of argumentative writing according to
clear rubrics.
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* Increased qualitative participation in classroom and digital
discussions.

* Decreased reliance on a single high-stakes examination.

* Increased student satisfaction with fairness and clarity in
assessment.

* Reduction in cheating thanks to the design of authentic, scaffolded
tasks instead of intensive proctoring.
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Table 3 — Competency Alignment Matrix with Integrative Evaluation Tools

- - Targeted
. I . Digital Tool Traditional Tool
G A e (Flexibility/Data) (Interpretive Depth) ﬁ_fs'?s';’ete“cy
Thesis, coherence, Final text + drafts Digital submission + Critical essay Argumentation

evidence rubric

Depth of analysis,

A . . . Discussion forum + Essay exam / oral
unpacking Contributions + replies Y

Critical thinking

assumptions peer assessment discussion
Methodology, . Systematic
documentation, ethics Plan/toolireferences e-Portfolio Research report research
?;Lg;p:l:'g’ message, Video/podcast/infographic | Multimedia project Oral presentation Creativity / media
- e Targeted
. I . Digital Tool Traditional Tool
Rubric Criterion Evidence (Flexibility/Data) (Interpretive Depth) ﬁ_fs."’,’s';‘e‘e““
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6.9. Expected Outcomes in Light of the Literature
Firstly: At the Level of Learning and Output Quality

The literature (Black &Wiliam, 1998; Nicol & Macfarlane-Dick,
20006) indicates that continuous formative assessment leads to:

* Enhancing deep learning versus surface learning.

* Improving argumentative writing and critical analysis through
graduated revisions.

* Developing the digital competencies necessary for research,
documentation, and publication.

Digitally supported authentic tasks also help transfer skills to real-
world contexts, enhancing graduate employability (Wiggins, 1998).

Secondly: At the Level of Fairness and Transparency

* Integrated assessment provides greater transparency compared to
impressionistic grading (Biggs & Tang, 2).

* The digital record of the learning path contributes to improving the
interpretability of results — a key element in the context of learning
analytics and artificial intelligence (Jisc).

To truly achieve fairness, the following must be provided:
* Guarantees to reduce algorithmic bias.

* Protection of personal data.

* Human review pathways for sensitive decisions.
Thirdly: At the Level of Institutional Culture

Adopting the model leads to significant transformations in the
educational institution, including:

* Transition from a “final exam” culture to continuous assessment.
* Enhancing cooperation among faculty in building common rubrics.

* Improving their digital skills (DigCompEdu).
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This requires supportive academic leadership and a clear digital
transformation strategy (Selwyn, 2016).

7. Critical Discussion:

7.1. The Risk of Digital Reductionism

The literature warns against reducing learning to quantitative
indicators only (e.g., number of participations, connection time),
which may lead to the reification of the learning process (Siemens &
Long, 2011).

Therefore, data should be used as supporting indicators, not as
substitutes for educational judgment.

7.2. Limitations of Artificial Intelligence in

Interpretation

Automated Essay Scoring (AES) systems are proficient in evaluating
formal features of texts but are incapable of assessing conceptual and
contextual depth, which is crucial in the humanities (Latifi &Ghasem-
Aghaee, 2021).

Therefore, the final judgment must remain human.
7.3. Academic Integrity and Assessment Redesign

Studies confirm that digital proctoring can psychologically affect
students and raise privacy concerns (Dawson, 2023).

The solution is not more surveillance, but rather redesigning
assessment through authentic, scaffolded, and diverse tasks.

8. Institutional Roadmap

The model proposes four strategic phases:
Phase One: Diagnosis and Planning

* Assessment of digital infrastructure.

* Analysis of assessment culture.
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* Formation of a development committee including pedagogical and
technical experts.

Phase Two: Capacity Building

* Training faculty on: designing criteria, using e-portfolios, ethics of
artificial intelligence.

* Adoption of the DigCompEdu framework.

Phase Three: Phased Experimentation

* Implementation of a pilot model in selected courses.

* Collection of student satisfaction data and performance analysis.
* Modification of the design based on feedback.

Phase Four: Generalization and Evaluation

* Integration of the model into quality policies.

* Development of a data policy inspired by Jisc.

* Conducting periodic impact assessments.
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Table 4 — Proposed Rubric Model for Evaluating an Analytical Essay in Humanities

Needs Improvement

Good (C)

Very Good (B)

Excellent (A)

Criterion

Lack of clarity or weak
support

General thesis with
limited support

Clear thesis with suitable
support

Clear, original thesis with
strong evidence

Thesis & Argument

Description without
analysis

Relatively superficial
analysis

Good analysis with some
depth

Deep unpacking of concepts
and contexts

Critical Analysis

Weak documentation

Limited documentation

Good documentation with

Accurate and systematic

Documentation &

some errors use of sources Methodology

Innovative and Originality &
Lack of creativity Traditional approach Good traditional approach vanv . & ,l y
contextualized approach Innovation

Linguistic weakness

Noticeable errors

Good language with minor
errors

Rigorous academic
language

Language & Style
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9. Digital Assessment Data Policy and Ethics Framework

The institutional policy should include:

4 Clarification of the types of data collected and their objectives.
5 Definition of access permissions.

6 Ensuring the student's right to know how their data is used.

7 Adopting the principle of "minimum data."

8 Conducting a periodic review of the Al algorithms used.

This framework enhances institutional trust and reduces legal and
ethical risks.

Summary

The analysis shows that the integrative model is not just a technical
option, but a cognitive and cultural transformation that redefines the
function of assessment in the humanities and social sciences. It seeks
to achieve a balance between interpretive depth and digital flexibility,
between human judgment and algorithmic support, and between
academic quality and the requirements of the digital age.

The success of this model remains dependent on three essential
conditions:

* Consciouspedagogical design.
* Clear ethicalgovernance.

» Supportiveinstitutional leadership.

Conclusion

This study concludes that the problem of assessment in the
humanities and social sciences goes beyond being a technical
issue related to the transfer of tests to the digital environment, to
manifest as a deep conceptual crisis related to the ability of
traditional models to measure complex skills such as analysis,
interpretation, and critical thinking in an age characterized by
information abundance. The research has provided a practical
response to this problem by proposing an integrative assessment
model that combines the interpretive depth that characterizes
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human knowledge with the flexibility and techniques of modern
digital tools, such as learning analytics and artificial intelligence.

The results confirm that the success of this transformation
requires abandoning the view of assessment as a final judgment,
and instead adopting it as a continuous learning journey based
on authentic tasks that reduce the need for digital surveillance. It
also requires an institutional cultural change that includes
updating infrastructure, empowering faculty digitally and
pedagogically, and adopting ethical governance that preserves
data privacy and reduces algorithmic biases, while ensuring the
continued presence of the Human-in-the-loop as the final
reference for evaluative judgment.

Finally, the proposed model constitutes a methodological
roadmap that universities can adopt to improve the quality of their
educational outcomes and prepare students capable of efficiently
employing critical knowledge in facing the challenges of the
twenty-first century.
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Book Concept:

The process of assessment in higher education constitutes a
fundamental pillar for ensuring the quality and effectiveness of
academic training. It is employed not only to measure student
performance but also to evaluate curricula, teaching methods, and the
responsiveness of university programs to the needs of society and the
labor market. Nevertheless, this process continues to face significant
challenges, particularly in the humanities and social sciences, where
the adopted methods and techniques vary widely, raising profound
questions about their suitability and actual impact on the development
of students’ critical and cognitive skills.

Despite the efforts made by universities and academic bodies to
establish evaluation policies, the outcomes of the educational process
in many disciplines still provoke questions regarding the effectiveness
of these mechanisms and their alignment with modern pedagogical
approaches. Low exam results at times, and even excessively high
ones, alongside the disparities among students’ levels, call for a
reconsideration of assessment standards and practices, as well as the
extent to which faculty members adhere to scientific foundations and
effective practices in this field.

From this perspective, the initiative to author this book emerges as an
attempt to open a serious academic discussion on the reality of
assessment in higher education—particularly in the humanities and
social sciences—and to explore more efficient and appropriate
methods and approaches. The book aims to provide a critical analysis
of the mechanisms currently in use, review successful experiences,
and propose alternative strategies to enhance assessment practices,
thereby ensuring more effective and equitable education that keeps
pace  with  contemporary  knowledge and technological
transformations.
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