
The University of Hull

Teachers’ Perceptions of Current Assessment Practices in Public Secondary
Schools in the State of Qatar

being a Thesis submitted for the partial fulfilment of the Degree of Ph.D. at the
University of Hull

By

Jamal Abdulla S. Qassim (M.A.)

November 2008



i

Abstract

This study investigated factors related to teachers’ assessment practices in public

secondary schools in the State of Qatar. It sought to explore practices in relation to

selected variables, through teachers’ survey responses and focus group interviews. The

main objective was to describe the characteristics of teachers’ assessment practices in

the state and to identify major variables that could have effects on these practices. The

research sample consisted of 189 male and 301 female teachers from secondary public

schools in Qatar. The different schools in this study were chosen randomly using

stratified random sampling.

The study addressed various factors that may influence teachers’ practices,

including their own perceptions about their skill with the different assessment

techniques, in addition to their application of various methods to evaluate students’

academic progress. This study considered factors related to assessment practices,

including sources that provide teachers with assessments, factors that affect teachers’

practices, the educational objectives behind the application of assessments, sources that

form teachers’ expectations about students’ achievement, and abilities that are assessed.

Other important aspects examined included strategies implemented to ensure students’

involvement in the assessment process, effects of assessments on students’ learning, and

teachers’ perceptions of the effectiveness of previous training programmes and

workshops on assessment techniques.

The findings revealed that most teachers believed that they had adequate

proficiency with the various assessment strategies, including both the traditional test

item forms and most of the alternative assessment procedures. A large number of

teachers claimed they employed a variety of methods to assess their students’ academic

progress.
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Teachers’ comments showed that they were able and willing to implement

different strategies to evaluate their students’ learning performance. However, there

were some external factors that negatively influenced their application of different

assessment forms and restricted their capability to introduce new assessment

procedures. Foremost among these were having to comply with assessment plan

specifics and score distribution standards. In addition to those, curriculum workload,

teaching time and number of students in the classroom also affected teachers’ ability to

apply the various assessment methods, but to varying degrees.

The responses showed that a great number of teachers had not received any

training in assessment methods, particularly new teachers with fewer years of

experience. A great number of teachers indicated that they would welcome any further

plans to introduce assessment workshops and training sessions in various assessment

techniques.
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Chapter 1

Purpose of the Study

1.1. Introduction

Since the beginning of the last century, achievement and ability have been assessed

by using pencil-and-paper tests. Some of these tests consist of objective test-items that are

designed to measure the different cognitive abilities, such as multiple-choice items, essays,

and completion of sentences. These types of tests are believed to measure lower-level

skills, in addition to assessing students’ ability to use high-order thinking abilities, such as

knowledge, analysis, application, and evaluation. Most of these tests are used in school

settings to determine students’ achievement and to measure their aptitudes and knowledge

that is required to succeed in school. Pencil-and-paper testing has been applied in schools,

the workplace, and for professional licensure and qualifications. Nowadays, however, there

are other assessment methods that are being designed to evaluate students’ attainment of

educational objectives, besides their ability to incorporate advanced thinking strategies that

could help in solving real life situations.

These alternative assessments were developed to help in providing other important

indicators about students’ academic performance alongside the traditional techniques. Some

of these methods, such as formative assessment, are believed to have significant effects on

students’ learning, since they may require the application of higher-level thinking

strategies. Some researchers advocate formative assessment that is intended to give direct

feedback and techniques which try to measure learners’ skills and abilities are being used

recently or are under development (Black & Wiliam, 1998; Black, 2001). Therefore,
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evaluating students’ achievement and outcome in daily classroom practice has been a major

focus for a number of researchers in education and psychology. Since the most important

element in evaluating students’ outcomes is to provide direct and immediate feedback to

learners, many researchers have focused on studying the possible effects of implementing

different assessment procedures in classroom settings.

There are various uses of assessment in the learning process, depending on the

purpose of the assessment and the way the assessment results are used in the teaching

process. Assessments can be used to make various types of decisions regarding students’

academic attainment. Some of these decisions could be instructional in purpose, since they

are used throughout the learning process, before students start their learning, during the

teaching process, and at the end of it (Nitko, 1996). The main aim of this type of

assessment is to provide teachers and other authorities with purposeful feedback regarding

students’ academic progress. Such educative feedback may help in developing new

strategies regarding the instructional plans and teaching methods to suit students’ learning

needs. In addition, assessments could serve other important purposes, including grading

students’ final achievement at the end of the school year, diagnosing their attainment of

fundamental skills besides their current strengths and weaknesses, and deciding on the

selection of individual students in undergraduate and postgraduate studies (Kubiszyn &

Borich, 1993).

However, there are some factors that could influence teaching and learning, which,

as a result, may affect students’ academic achievement. These include the specific nature of

the learning environment (Brophy, 1986; Richards, 1989; Anderman & Maehr, 1994;

Pointon, 2000; Fisher, 2005), teachers’ instructional practices (Brophy, 1986), individual

differences of learners (Saracho, 1983; Satterly, 1981), and students’ motivation to learn
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(Black & Broadfoot, 1982; Child, 1986; Weiner, 1994; Anderman & Maehr, 1994;

Kaasbøll, 1998; Marchant & Paulson, 2005). All these factors could play a major role in

shaping students’ academic performance in the short and long run. Therefore, it is

important to design assessment plans that consider the influence of such factors to fulfil the

requirement for more appropriate assessment strategies that encourage students to advance

in their learning.

The educational assessments that are usually used in schools could be classified into

formative or summative assessments. Assessment is called formative whenever it is used to

make judgments regarding the following moves in learning and how to prepare them.

However, the assessment is called summative when its main function is to summarise

students’ participation in classroom activities with the purpose of providing them with

grades and marks that certify their current level of academic attainment. Most schools,

nowadays, tend to use both forms. During teachers’ assessment practices, they try to

implement many evaluation strategies to assess their students’ learning progress, to

determine whether they have achieved the intended instructional objectives and

comprehended the curriculum material and contents.

However, there are many elements that could have significant effects on teachers’

ability to apply the different assessment techniques. Some professionals (Satterly, 1981;

Black & Broadfoot, 1982; Marzano, et al., 1988; Klein, 1998; Garet, Porter, Desimone,

Birman, & Yoon, 2001) have focused their attention on teachers’ proficiency with the

different assessment techniques. This includes their capability to construct the different test

item formats, besides their capacity to employ other assessment procedures that go beyond

the traditional methods, and to interpret assessment results in an effective way to modify

instructional plans and provide students with descriptive feedback. Other researchers (Filer,
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1993; Mullan, 1995; Brady, 1997; Herbert, 1997; Black, 1998; Williams, 2001; Lane,

2004) focused their studies on the comprehensive use of high-stakes testing in public

schools and its negative influences on students, teachers, schools, and the learning process

in general. High-stakes tests are those tests that are used for “making decisions that affect

the status or future of students, teachers or schools” (EPPI-Centre, 2002, p.1). The

extensive research on the possible effects of high-stakes tests indicates that many aspects of

the learning process can be influenced by the intensive implementing of such tests. These

include assessing lower-level thinking skills (Bassett, Watts, & Nurcombe, 1978;

Sternberg, 1989; Brady, 1997; Cullingford, 1997; Kaasbøll, 1998; Black & Wiliam, 1998;

Black, 2001), negatively influencing teaching practices (Barnes, 1989; Sutton, 1991; Filer,

1993; Mullan, 1995; Cullingford, 1997; Kaasbøll, 1998; McNess, Broadfoot, & Osborn,

2003; Marchant & Paulson, 2005), judging teachers’ and schools’ effectiveness (Black &

Broadfoot, 1982; Filer, 1993; Brady, 1997; James, 2000; Williams, 2001; Lane, 2004;

Greenfield, 2005), driving and controlling the assessment practices (Satterly, 1981; Brady,

1997; McNess, et al., 2003), providing less formative feedback (Rowntree, 1977; Harris &

Bell, 1994; Brady, 1997; EPPI-Centre, 2002), and negatively affecting students’ motivation

to learn (Black & Broadfoot, 1982; Child, 1986; Cullingford, 1997; EPPI-Centre, 2002;

McNess et al., 2003) . Besides these influential factors, there are other important aspects

that some studies identified as other sources of effects on teachers’ assessment practices.

These include the number of students in the class (Blatchford, Baines, Kutnick, & Martin,

2001; Graue, Hatch, Rao, & Oen, 2007), in addition to curriculum, instruction, and schools’

resources (Wainer & Zwerling, 2006).
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Therefore, in the light of evidence as to the disadvantages of standardised tests,

some of the research on educational assessment has focused on investigating a new

assessment approach that could help in eliminating the negative consequences of such tests

by providing more demanding assessment strategies for both students and teachers. The

attention was on an assessment system that really helps learners to overcome the difficulties

that they may encounter during their learning. This means plans should focus on a new

system of assessment that should take a formative approach. Educators and learners can

benefit from such a system to help them to face and resist any difficulties, and to guide the

learning process onto the right path (Harris & Bell 1994)

From the early 1990s, many research studies (Gipps, 1994; Black & Wiliam, 1998;

Harlen, 2000; Gipps, McCallum, & Hargreaves, 2000; Neesom, 2000; Hall & Burke, 2003)

began to consider alternative assessment methods that could be used in schools to provide

more informative feedback to students and teachers. One of the most important analyses of

effective assessment techniques was conducted by Black and Wiliam (1998), who reviewed

comprehensively many educational and psychological articles from different resources

about different ways of providing more effective feedback to students. The results from this

important review led to major conclusions about the effectiveness of formative assessment

implementation, as one effective and essential method of raising students’ attainment and

producing more educative information for students’ benefit.

The most important target in students’ learning process is to help them acquire high-

order thinking skills that will help them in future involvement in their societies and aid

them in making significant decisions concerning their future steps in life, through deep

understanding of the current facts and future possibilities. Therefore, it is essential to ensure

that curriculum design, instructional plans, and educational assessments should be built to
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include high-order thinking skills and promote students’ learning. By including these

significant tools in the teaching and learning process, they will be transmitted to learners to

support them in overcoming possible challenges in their present studies and make them feel

confident in making decisions regarding their future progress. Black (2001) indicates that

what counts as knowledge is formulated and defined in social interactions,
so that participation, with its accompanying shared meanings and symbols,
is essential. The knowledge is situated in the discourse and practice of a
community. The process of learning is thus seen as a process of
enculturation and one’s capacity to learn is seen, in this perspective, as a
capacity to interact and participate effectively in such communities (p.79).

An additional essential aspect concerning the use of assessments in the teaching and

learning process is the need to show evidence that students are progressing with their

learning, to accomplish the major aim of education. To achieve this aim, assigning marks

and grades to students’ achievement through end of course and term examinations and tests

is not the only method to determine their academic abilities. Actually, such examinations

give little evidence about students’ total academic attainment, since they occur at the end of

the teaching process. In fact, it is essential for both teachers and students to have practical

indications about achievement advancement through each lesson during the learning

progression (Harris & Bell 1994). By this is meant students’ capability to attain some

specific skills and abilities, in addition to their comprehension of specific work being done.

For better understanding of students’ progress, assessment can take place from the first day

of schooling throughout the school year and not just at the end of it, and tests are not the

only technique to be employed as assessments. Students’ self and peer assessment, in

addition to teachers’ observation and practical activities in the classroom environment,

could be some of the procedures that may be applied in the assessment process.

Subsequently, to guarantee that assessment is part of the learning cycle and it is assessment

for learning (formative) and not just assessment of learning (summative), and to get the
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most advantages from the outcomes of this whole process, there must be feedback to the

school educational programme as a new objective to be considered in teaching and learning

processes (Black, 2001).

There are many assessment projects (Gipps et al., 2000; Black, Harrison, Lee,

Marshall, & Wiliam, 2003; Clarke, 2005a, b) that have recently introduced formative

assessment elements in schools. The projects’ results showed that the implementation of

such a system in schools may have positive influences on the learning process. These

include teachers’ benefit from such assessment in modifying instructional plans to provide

their students with regular feedback regarding their strengths and weaknesses, in addition to

possible ways of remedying any misconceptions (Gipps et al., 2000). Another important

study (Black et al., 2003) indicated that sharing assessment criteria between teachers and

their students, throughout the formative assessment implementation, had influential effects

on the relationship between them, which was reflected in students’ increased academic

achievement and demonstrated the success of formative assessment implementation in

schools that employed such a system.

1.2. Previous Research on Assessment Practices in Qatar

Within the whole body of research that has been conducted about education in

Qatar, no specific study, as far as the researcher has been able to ascertain, has investigated

secondary school teachers’ current assessment practices in public education in the state as a

main theme. Most studies focused on various educational issues other than the assessment

practices. Some of these studies were very general in focus, investigating the status of

education in Qatar, and examining the history of the development of education in the

country. Others researched specific areas in education, such as curriculum, teaching

methods, and learning strategies.
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A few researchers (Ghoneim, 1992; Boshorbak, 1993) in Qatar discussed some

general aspects of the assessment system in schools. However, no attempt has been made to

do a comprehensive survey about teachers’ assessment practices in secondary schools and

factors that could have significant influence on teachers’ assessment practices in classroom

settings. The following sections will explain briefly the main results of those studies, in

addition to their important recommendations regarding assessment practices in Qatar.

1.2.1. Ghoneim (1992)

This research study indicated briefly the importance of studying classroom

assessment issues as one of the essential elements in the educational system. Ghoneim

conducted a review of the major elements in the education system in the State of Qatar, in

general. Among the issues studied were the clarity of the educational objectives; curriculum

and text books; effectiveness of teachers and teaching methods; assessment and

examination; and effectiveness of educational inspection. The main aim of the research was

to identify the positive and negative aspects in the teaching and learning process through

investigating these factors. All the research questions were concerned with the role of these

factors in contributing to an effective educational system.

According to the participants’ responses about the various aspects of the educational

system, the researcher arrived at some major recommendations about those areas. For the

testing and evaluation system in the Ministry of Education, the researcher suggested that an

item bank should be established, on a scientific basis, to provide more valid and reliable

test items that assess different objectives and can be used in continuous assessment.

Furthermore, he recommended that the use of essay questions in tests and exams should be

minimised by employing more objective test items that can cover broad areas in the
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curriculum. He also advocated training teachers in the appropriate methods to construct

different valid tests that measure the different domains of ability: cognitive, affective, and

psychomotor.

Ghoneim made recommendations for re-considering the education objectives with a

view to formulating them in a scientific manner, taking into account the cognitive,

affective, and psychomotor domains. The recommendations highlighted the importance of

providing teachers with guidance regarding the intended educational objectives and how to

relate the instruction to them, in addition to possible ways of assessing them. Regarding

curriculum effectiveness, Ghoneim suggested that the focus of the curriculum contents

should be on the quality of the information provided in it, not the quantity of the topics

included in the text book. In addition, he argued that the curriculum content should be

treated as a supportive tool in the learning process, since the main focus should be given to

learners, as the central concern of the education process, by developing their characteristics

through the curriculum plans.

Ghoneim signified the importance of providing schools with appropriate resources

that can help in making the teaching process more effective. This includes providing

schools with various instruments and equipment that are necessary for teaching science,

such as laboratories to enable students perform practical experiments and employ their

understanding of the curriculum material. Moreover, it is essential, according to the

research findings, that teachers be observed and assessed on their employment of the

different methods and instruments in the teaching process, and to what extent these

practices have achieved the intended objectives behind their use.
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When it comes to teachers’ effectiveness, Ghoneim argued that teachers should

have more freedom during the instructional process, rather than being restricted to an

imposed instructional plan. They should be advised not to use the text books as the only

source of information, but they should be guided to employ additional beneficial resources

during their teaching. He recommended that teachers should be given training sessions to

develop their ability and effectiveness, academically and practically, and they should be

encouraged to develop themselves and implement new teaching strategies that may help in

encouraging learners to participate effectively and positively.

1.2.2. Boshorbak (1993)

This is another study that introduced some aspects of classroom assessment

practices in Qatar’s schools. First of all, the researcher conducted some interviews with a

number of school headmasters and teachers from all stages to ask them about possible

reasons behind the failure and dropout of a number of students in the different educational

grades in public schools. The responses from those interviews suggested that there were

some important indicators that should be considered for revision and improvement of the

assessment and examination system in schools. The respondents considered that the

examination system had negative influences on the learning process, because there was too

much examination throughout the school year. This continuous process of examination

consumed an enormous amount of time, which, as a result, affected the time that could be

spent on teaching the curriculum material. In addition to this, the process of revising the

exam papers and correcting them was a significant burden on teachers and schools.
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After that, the researcher went on to study these problems through administering a

questionnaire to a number of administrators and professionals who were involved in

education planning. According to the research findings, Boshorbak made some

generalisations about the testing and evaluation system in addition to some important

suggestions to improve the practices in all those areas, which, he claimed, could improve

the whole learning process. Within the overall conclusion of this study, the researcher

included some general conclusions about the testing and evaluation procedures. He

recognised that most responses indicated that there was a strong emphasis on applying

essay test item forms in examinations, and the main focus was on assessing students’ ability

to memorise facts and knowledge, with no attempt to measure more advanced cognitive

abilities. Moreover, he found that the testing methods did not attempt to motivate learners

during the learning process, to develop their skills and abilities. As a result, the main issue

that the researcher focused on in his suggestions for the improvement of the testing and

evaluation system is the importance of introducing other testing techniques incorporating

more objective test items that may help in assessing the various aspects of students’

academic performance in different areas.

1.3. The Purpose of the Study

One of the educational goals of the Ministry of Education in the State of Qatar is “to

give the students the access required to advanced knowledge in proportion with the growth

and ability stages, developing their potential scientific abilities to understand and apply

technological achievements” (Ministry of Education, 1994, p. 4). To fulfil these objectives,

it is important to consider the new development in educational beliefs and plans to promote

more effective teaching and learning processes that put learners at the heart of any

educational programme.
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This includes taking into account the recent developments in curriculum design,

instruction plans, teaching methods, and assessment techniques and strategies. Classroom

assessment methods are one of these elements that should be considered for more

improvement. Many developments have been undertaken through intensive research on

educational assessment from different perspectives. These have resulted in

recommendations about effective strategies that may be implemented during the assessment

of students’ academic performance. Furthermore, previous studies that discussed- although

to a limited extent- the assessment and evaluation practices in Qatar’s schools have drawn

some general conclusions about these practices that need to be re-assessed with more focus

and in depth analysis to identify the major differences between the past practices and the

recent improvements in classroom assessment exercises.

The purpose of this study, therefore, is to describe teachers’ current assessment

practices in secondary schools in the state of Qatar in the light of recent literature about

assessment methods and improvements in assessment techniques. The major interest is to

collect some important information regarding classroom assessment practices in the state,

including teachers’ use of the traditional and alternative assessment procedures discussed in

the assessment literature, in order to identify the major characteristics of their practices.

The task includes investigating teachers’ perceptions of their skills with the different

assessment techniques, in addition to their current application of the various kinds of

assessment strategies in classroom settings. The research also aims to investigate what

factors affect teachers’ assessment practices. It will explore the role of classroom

assessments in terms of creating more helpful feedback to students about their learning

outcomes and how they can do better in similar future settings. The study will also

investigate students’ involvement in the assessment process, in terms of being informed of
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the intended objectives and the employment of the different strategies that could help in

increasing student involvement, such as self and peer assessments. Finally, this research

will ascertain perceptions of the effectiveness of teachers’ training regarding the ability to

apply the different kinds of alternative assessment and the capability to analyse these

assessments, technically and practically.

1.4. The Research Objectives

From reviewing the literature, the researcher formulated some important objectives,

which were of interest since no previous research has been conducted to describe teachers’

assessment practices in secondary schools in the State of Qatar. The main research

objectives are:

1- Understanding teachers’ perceptions of their skills with the different assessment

techniques;

2- Understanding teachers’ perceived frequency of the application of different

assessment techniques in their classroom practices;

3- Identifying the major factors perceived by teachers as an influence on their

assessment practices;

4- Understanding purposes of assessment in schools;

5- Assessing students’ involvement in the current assessment practices;

6- Identifying the major effects of assessments on students’ learning;

7- Understanding teachers’ training experiences in assessment methods, besides their

future training needs in assessments.

The information from the research findings will enable the researcher to identify the main

characteristics of teachers’ assessment practices and to suggest possible future strategies to
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improve such practices by effective implementation of further tactics that could aid in

improving students’ academic attainment.

1.5. The Significance of the Study

The main significance of this study is that no such studies have been conducted before that

investigated teachers’ practices of assessment in secondary school public education in

Qatar. Previous studies have discussed some general and basic principles of assessment

practices, without considering teachers’ skill with the different assessment strategies and

their current practice of such methods. Besides, no attempts have been made to study the

major influence of different factors inside the Qatari education system on teachers’

assessment practices and the main use of assessment results in teaching and learning. In

addition, previous research about the education system in Qatar did not investigate

students’ involvement in the assessment process. Furthermore, no study has explored

teachers’ training needs with regard to the huge development in educational assessment

area and the improvements suggested in the literature about methods that could be

implemented to make assessment application in schools more informative and accountable

for students, teachers, schools, and policy makers.

This study will help in to fill these gaps in the literature. It will contribute to provide

a valid picture about issues regarding assessments in Qatari secondary schools, the factors

that influence these practices and possible methods for improving and developing new

strategies and plans in order to accomplish the main purpose of assessment application in

classroom settings. Besides, this study can be compared with previous research (Ghoneim,

1992; Boshorbak, 1993) results to help in evaluating how classroom assessment practices

have developed since the earlier research.
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1.6. Outline of the Thesis

The following chapter sets this study in context by giving some information about

the State of Qatar, including the state’s history, in addition to some facts concerning its

present development in different areas. It then explains the major characteristics of the

educational system in the country by presenting some facts and describing recent

developments and future plans in the different sectors within the system. After that, a

description about assessment rules and regulations, teachers training on assessment

methods, previous studies about assessment system in the state will be presented.

Next, the third chapter will review the literature on classroom assessment practices

in schools. The discussion begins by describing the main purpose of schooling and factors

that could influence students’ academic achievement within the school setting. The main

purposes of assessment and evaluation as key elements in any educational system will be

explained, noting their importance for providing stakeholders with useful information

regarding past performance and teaching effectiveness. Stakeholders can benefit from this

information to guide them in improving their present practices and designing future plans.

The last section of the chapter will identify the major factors that could influence teachers’

assessment practices in schools besides explaining in brief the assessment system in

England and its past and present development.

Chapter four is concerned with the possible effects of the intensive implementation

of high-stakes tests on the learning process, including the influences of standardised tests

on students, teachers, and schools. Some psychometric test theories are briefly explained,

along with their application in analysing students’ scores on tests and educationists’ views

on the value of such theories are reviewed. The chapter concludes with professionals’
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recommendations and comments about possible alternative assessment methods that may

be more advantageous to the learning process.

The foregoing discussion leads to a focus, in the fifth chapter, on formative

assessment, as a way of providing more useful information regarding students’ learning

progress. It will identify the major characteristics and techniques of such assessment and

review previous implementations of this type of assessment. Besides, it will highlight some

effective ways that could be used to provide the learners with instructive information that

may help them to overcome any difficulties they may encounter during their learning.

The sixth chapter will explain the design of the empirical work, in which a survey

was conducted and focus group interviews held to collect information regarding teachers’

assessment practices. A description will be given of the characteristics of the research

sample, the quantitative and qualitative methods applied in the research, the development

and administration of the questionnaire, and the techniques used in analysing data.

The seventh chapter is a report on the major findings from teachers’ responses to

the questionnaire, in addition to their comments during focus group interviews held in

schools.

The last two chapters of the thesis will contain a discussion of the research findings,

for each of the research questions in turn. The significance and implications of the findings

will be discussed in the light of previous research. This is followed by conclusions and

recommendations to the main stakeholders about possible ways to implement new

alternative strategies and plans that could improve assessment practices in schools and

render them more effective and beneficial in the future.
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Chapter 2

Educational Development and Assessment System in Qatar

2.1. Introduction

The main aim of writing this chapter is to describe the most important elements of

education structure in the state of Qatar. It will introduce some important facts about the

history of the state including its location, history, and economy. After that, the chapter will

focus on the main structure of public, private, and special education in Qatar from the

primary stage to secondary and higher education. Finally, the chapter will provide some

major facts about current progress in the education system. This includes the recent

improvement in education through the establishment of The Higher Council of Education,

in addition to the implementation of independent schools as a major project within the

system. Another essential development that will be introduced is the establishment of Qatar

Foundation for Education and its important project, The Education City, which has

increased the provision of higher education options in the country by involving and

attracting more educational and academic institutes and first class universities. All these

major developments will be explained to set the current study in the context of the

education system in Qatar as a whole.

Finally, the chapter will explain the main features of the assessment system in

secondary schools in Qatar. First of all, related rules and regulations will be explained,

beginning with the two main lists of evaluation published by the Ministry of Education in

1996. The first list is about the evaluation system in public schools from grade 1 to grade

11. The second list, however, introduces the evaluation system for grade 12, or the so-
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called Secondary School General Certificate. It will explain the similarities and differences

in the grading system in the two lists.

The section goes on to explain the regulations governing grading practices. This is

followed by discussion of the rules governing the appointment of test developers and the

responsibilities that are assigned to those professionals. An outline is also given of the

guidelines set for construction of achievement tests to ensure that these tests represent the

curriculum and syllabi and reflect the intended educational objectives.

Then, information will be given regarding assessment resources provided to

teachers and schools, including the assessment and evaluation unit at the curriculum and

textbooks departments and its duties toward the Ministry of Education. Secondary school

teachers’ qualifications and their previous training on assessment will be discussed with

reference to the Ministry of Education’s annual statistical reports.

Finally, the chapter will introduce some previous studies about assessment

application in schools and related problems, in addition to teachers’ training in general and

the barriers that may impede realization of the possible benefits of such programmes.

2.2. Brief Introduction about the State of Qatar

The state of Qatar is an independent Islamic Arab state that is positioned in the

Middle East and part of the Asian continent. It is situated on the southern side and halfway

along the West Coast of the Arabian Gulf, east of the Arabian Peninsula. It is surrounded

by sea to the north, west and east, and the Kingdom of Saudi Arabia borders the country to

the south. The total area of Qatar is around 11,532 square kilometres, on a low-lying

limestone peninsula projecting northward about 160 kilometres into the gulf, and the

coastline is 550 kilometres long (see Figure 1, p.340).
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The capital city, Doha, is the cultural and commercial centre and where all

government ministries, departments, and financial institutions are located. It hosts the

international airport, seaport, hotels, and sport facilities and half of the population of the

country live in the city. The Emir H.H. Sheikh Hamad Bin Khalifa Al- Thani is the Head of

the State. H.H. Sheikh Tamim Bin Hamad Al Thani is the Heir Apparent and H.H. Sheikh

Hamad Bin Jassim Al Thani is the Prime Minister. The official religion of the country is

Islam and Shari’a (Islamic Law) is the main source of legislation. Democracy is the basis

for the system of government and Arabic is the official language of the country, although

English is also widely spoken and commonly used as a business and trading language.

Oil and gas are considered to be the two main sources for state’s wealth. The

country’s economy is dominated by these resources, which account for 70% of export

income. Their revenues have been used to diversify the economy and played a significant

role in industrialization in recent decades, including the development of chemicals, steel,

cement and fertilizer industries and banking. From 1939 until relatively recently, oil was

the only source of the country’s income, but after the new discoveries of gas the economy

has developed and attracted investments. With the third largest reserves of liquefied natural

gas (LNG) in the world (about 25 trillion cubic metres), most economics experts believe

that Qatar will play a major role in the international economy by supplying it with pure gas,

which is less polluting than oil. The industry of the country is moving forward for more

gains and according to the United Nations report (2002) about Qatar:

the government has actively promoted the development of both heavy and
light industry concentrating on in-country resources. Cheap energy has led
to the development of a steel and iron industry, and healthy gas reserves
have led to the establishment of chemical, fertilizer, and petrochemical
industries (p.4).
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The State of Qatar is now one among the six member states of the Gulf Cooperation

Council, which include Bahrain, Kuwait, Oman, Saudi Arabia, and the United Arab

Emirates. In addition, it is an active member in the United Nations, contributing in

discussion about international concerns and possible ways of making this world more

peaceful and cooperative. The state has made many developments in more than one sector.

The education system is among the sectors that has received the most attention and support

from the government. In addition to this, other changes have been made in social life,

economy, and financial support and trading. The state has many important targets and

advancement objectives for every part of the country and in every aspect. All these

significant changes have made the economy strong and reliable, as a result of which the

state is attractive to investors. Nowadays, there is significant ongoing investment being

made into the local infrastructure to support high standards of living and the successful

development of tourism.

2.3. The Structure of the Formal Education System in Qatar

The education policy in Qatar was designed to provide appropriate teaching and

learning for all students inside the country. These include Qatari citizens and non-Qatari

students from different communities. In addition, the state did not forget students with

special needs who need specific plans, instruction, and curricula that suit their

requirements. Therefore, the Ministry of Education designed plans intended to meet the

varied needs of all students, and provide them with suitable resources. The education

structure is divided into different segments: public and private schools, special and adult

education, as well as schools for the different Arab and non-Arab communities, such as
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Lebanese, Indian, and American. Each segment has its own students, teachers,

administrative staff, and schools according to its needs.

Table 2.1 represents a general summary of education in the State of Qatar for the

years 2005/2006 (Ministry of Education, 2007, p.51).

Table 2.1
Summary of Education at the State of Qatar (2005/2006)

Education Type No. of Schools No. of Classes No. of Students No. of Staff No. Labourers

Public Sch. 227 3027 78293 11765 1499

Private Sch. 291 2791 65705 5901 1480

Adult Edu. 15 73 1845 227 50

Special Edu. 5 69 472 291 56

The existing official educational structure covers 12 years of education; six years of

primary education, three years of preparatory education, and three years of secondary

education. The primary stage starts from the 1st grade to the 6th grade, and students are

registered at the age of 6 years. After students successfully finish all six grades they will be

transferred directly to the preparatory stage.

The preparatory stage is divided into two sections; the general preparatory stage and

the religious institute preparatory stage. Both sections provide three years of study, from

grade 7 to grade 9, and both accept students who have successfully finished their primary

education. The only difference between these two stages is that the religious institute

preparatory stage places greater emphasis on religious and Islamic studies, in addition to

teaching of basic subjects, such as English, mathematics, and science. Successful

achievement in all three grades will lead to acceptance in the secondary stage (Ministry of

Education, 2007).
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The secondary stage includes three years of study, from 10th grade to 12th grade.

Education within this stage falls into four categories: general secondary education,

technical industrial education, commercial secondary education, and religious institute. In

general secondary education, students start in the first year studying general subjects, both

arts and sciences. After completing this year, they specialize for the remaining two years in

either arts or sciences. At the end of the third year, students in each segment will take the

final secondary examinations, and students who pass these exams will be awarded the

secondary school certificate. Technical industrial education, however, is intended to give a

special focus on technical and vocational education, introduced in academic year

1999/2000. After students successfully complete all three years of study, they will be

awarded the secondary technical and industrial school certificate. Commercial secondary

education comprises s three years’ study followed by final examinations and the award of

the secondary commercial school diploma. Finally, the religious institute emphasis Islamic

studies, in addition to general subjects, and the duration of study is three years. After

successful completion of three years of study and final examinations, students are awarded

the secondary religious institute certificate (Ministry of Education, 2007).

In addition to those various education structures, there are other important institutes

that specialize in different subjects. Among these are the Department of Training and

Vocational Development, The Languages Institute, and Literacy and Adult Education. The

Department of Training and Vocational Development was established in 1962 to supply the

state with national skilled and semi-skilled employees, and it offers technical and practical

training for Qataris and non-Qataris. Moreover, every year it carries out training sessions

and workshops for Qatari personnel, both males and females, in areas related to office

secretarial work. The Languages Institute offers courses in Arabic, English, and French
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languages for the employees of the government and semi-official organizations. Finally,

Literacy and Adult Education is another important sector, since it provides education for

illiterate individuals. It is divided into two phases of basic education: phase1 is equivalent

to completing the 2nd primary year and phase 2 is equivalent to completing the 4th primary

year. In addition to these important educational establishments, there are the Qatari Centre

for the Gifted and Creative and Qatar Female Scout Guides Association (Ministry of

Education, 2007).

Since 1999, the Ministry of Education has undertaken some major developments in

the areas of curriculum and textbooks improvement, with the aim of enhancing students’

higher-level thinking skills and creativity. Further, the ministry has implemented a

programme of evaluation of school performance, covering around 91 schools in the year

2000/ 2001. In 1999/2000, the Technical Industrial School was established, which offers

students extra choices that suit their individual differences. Besides, new style school

buildings were introduced in 2000, which have many facilities and are air conditioned for

the comfort of students, teachers, and schools’ administration. They are provided with

facilities, such as modern computer labs, new science laboratories with enough amenities

for teachers and students to perform practical exercises, a theatre in which to present

lectures and plays, and various other rooms and spaces for sports and extra-curricular

activities. The main aim of the new development in school construction is to provide a

healthy and safe school environment in which students can learn with ease and comfort,

and focus their attention on improving their academic performance (Ministry of Education,

2007).
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2.4. Higher Education

University education in Qatar was launched in the seventies when two separate

campuses of the College of Education, one for male and one for female students, were

established in 1973. Since the state economy was developing so fast, there was a need for

more qualified people in different areas of specialization to accompany these changes and

meet the labour market’s needs. Therefore, in 1977 a new law was issued to establish the

University of Qatar to provide more educational opportunities for training and research in

numerous areas of specialization. Subsequently, the number of departments, programmes,

teaching staff, and students has increased continuously to fulfil the state market needs.

Currently the university includes 21 departments in different areas, including science,

education, human and social studies, and Islamic studies, and over time new colleges were

founded, to provide various courses and programmes in many fields. The College of

Education includes departments of Educational Sciences, Psychological Sciences, Art

Education, Physical Education and Sport Sciences. The College of Arts and Sciences

provides Mass Communication, Humanities, Social Sciences, Foreign Languages, Arabic

Languages, Chemistry and Earth Sciences, Biological Sciences, Health Sciences,

Mathematics and Physics. The university also has a College of Sharia and Islamic Studies

with three departments; a College of Law; a College of Engineering that offers eight

different programmes; and, finally, a College of Business and Economics, which has four

departments. All these colleges and departments offer a variety of programmes and courses

that are designed to fulfil the needs of Qatar’s society and its economic development needs

for various branches of knowledge. In addition, these departments offer students in the state

and abroad full-time and part-time courses leading undergraduate and postgraduate degrees

in different subjects (Qatar University, 2008).

http://www.qu.edu.qa/
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In addition to those colleges, in 1995 the university established the Office of

Continuing Education to provide the public and private sectors in the society with different

courses, programmes, and training sessions that help to satisfy their professional and skills

needs, besides conducting research related to developmental and social issues. Moreover,

the university has four research units that encourage university staff and researchers to

apply their knowledge and experience in the real world. These units are the Environmental

Study Centre, the Central Laboratories Unit, the Scientific Publications Unit, and the

Materials Technology Unit. University education is free for all citizens, and the university

offers bachelor’s degrees in all of its faculties, besides postgraduate diplomas in some

specific areas. Recently, the university introduced master’s degrees in some fields, such as

Business Administration and Environmental Studies

In addition, the state has attracted some academic institutes that offer additional

academic programmes and courses to suit students’ desires and the state’s needs from

different sectors in the various areas of interest. These include the new College of the North

Atlantic-Qatar (CAN-Q), Cornell University’s Medical School and others. More detail and

information about the new academic institutes and establishments in Qatar will be provided

later in the section on Qatar Foundation (section 2.6).
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2.5. Recent Development in the Education System

Continuous concern has been shown by His Highness Sheikh Hamad Bin Khalifa

Al-Thani, Emir of Qatar with planning and developing better education in the State.

Therefore, the government has adopted new strategies in education under the slogan,

“Education for a New Stage”. In consequence, in November 2002, Qatar witnessed an

Emiri decree that established The Supreme Education Council (SEC) and affiliated

institutions to assume the supreme authority of working out the educational policy in Qatar

and supervising the implementation of the development plan. The Qatar education reform

initiative is based on four principles, namely:

autonomy: Allowing schools and teachers to be innovative in their approach
to meeting the needs of individual students and parents, within a framework
of international curriculum standards; Accountability: Implementing an
objective and transparent assessment system to hold all school leaders,
teachers and parents responsible for the success of students; Variety:
Encouraging different kinds of schools and instructional programs; Choice:
Allowing parents to select the school that best fits their children needs
(Supreme Education Council, 2008).

The overall aim of this new movement is to create a sound educational environment to

enable students and independent schools to achieve the highest level of performance and

excellence through the provision of various educational alternatives that enable parents to

choose what suits the needs of their children. The implementation plan depends on two

fundamental elements: a comprehensive educational evaluation of students’ performance

and schools and the establishment of government-funded independent schools. The Higher

Council of Education looks after the education and assessment procedures in schools. Its

main concern is with developing new effective strategies and plans to raise standards in the

education and assessment practices in the state. In addition, one of its main concerns is

teachers’ professional development through the encouragement of training sessions and

workshops on different aspects of education and assessment. The Supreme Council of
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Education has established strategic relationships with the most advanced institutes and

organizations to provide Qatar’s schools with the best education quality (Supreme

Education Council, 2008).

After its foundation, the Supreme Council for Education started to implement the

new education policy of creating independent schools. Independent schools are

government-funded, but established and supervised by the Supreme Education Council and

its education institute rather than the Ministry of Education. Their objective is to provide a

creative environment and child-focused instruction that may enhance achievement and

scholarship. They cover all stages (primary, preparatory, and secondary). Independent

schools are designed to provide a more effective and creative education environment where

students have more freedom to express themselves and their opinions and to apply their

knowledge and skills through different media. One of the objectives in this plan is to give

schools the freedom to design their own instructional plans and teaching methods that fit

their students’ needs, besides encouraging parents to participate effectively in their

children’s education through schools’ governing bodies (Ministry of Education, 2007).

Regarding students’ needs, the emphasis will be on providing them with major

skills that are important for their future through the application of critical thinking skills,

decision-making, problem solving, teamwork, creativity, and the ability to use technology

and to communicate effectively. In addition, the new schools will be directed by new

curriculum standards in Arabic, English, mathematics and science, based on international

benchmarks. The teachers in the SEC’s Teacher Preparation Certification Programme will

be given specialized training to help integrate the new curriculum standards into instruction

at these schools. Tuition is free for all Qatari citizens and others eligible, and parents will

have the right to choose the schools that suit their children’s needs. The independent
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schools themselves recruit their own teaching and administrative staff, while the Supreme

Council for Education undertakes the continuous assessment of the performance of such

schools though multiple objective assessment methods. Furthermore, annual assessments of

students’ learning will ensure that the schools’ instruction is in line with curriculum

standards, while periodic financial reviews and an annual external audit will ensure

financial accountability. Since September 2004, 12 independent schools have been

established by the Supreme Education Council, including five primary schools, two

preparatory schools, four education complexes, and one secondary school (Supreme

Education Council, 2008 ).

2.6. Qatar Foundation for Education (QF)

In 1995, the country witnessed the establishment of Qatar Foundation for

Education, Science and Community Development. Qatar Foundation is a private, chartered,

and non-profit organization whose objectives are:

guided by the principle that a nation’s greatest resource is the potential of
its people, Qatar Foundation aims to develop that potential through a
network of centres devoted to progressive education, research and
community welfare (Qatar Foundation, 2008).

The main objective of this educational establishment is to provide people in Qatar and the

region with the important and essential tools to be prepared for ongoing development in

different areas. Another significant goal is to make Qatar a centre of high quality education

and research to benefit people from different countries in the region.

In order to fulfil these important missions, His Highness the Emir Sheikh Hamad

bin Khalifa Al-Thani gave instructions for the establishment of the Education City, which

is chaired by Her Highness Sheikha Mozah Bint Nasser Al Missned, the Emir’s consort.

The city houses some of the major world’s finest academic institutions on a 7-million

http://www.qf.edu.qa/
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square-metre site and is set to position Doha as a key centre for the advancement of the

people of Qatar and other states in the region. The Education City is already flourishing and

providing world-class educational facilities from kindergarten through junior and secondary

levels to internationally recognized graduate and post-graduate studies and research

programmes. Among the important academic institutions that are already established in the

city are Carnegie Mellon University, Georgetown University, Texas A and M University,

Virginia Commonwealth School of the Arts, and Weill Cornell Medical College. These

academic institutions provide students from various countries with a range of programmes

to prepare them for their future responsibilities. In addition, the Education City hosts Qatar

Academy, the Learning Centre, the Academic Bridge Programme, the RAND-Qatar Policy

Institute, Al Shaqab Stud and Riding Academy, and Fitch Qatar and Qatar Science and

Technology Park. Besides these establishments, there are plans for various projects to be

launched in the future, including a state-of-the-art conference facility, a cultural centre, and

Sidra’s 400-bed, all –digital academic medical centre (Qatar Foundation, 2008)

One of the important projects that were established in 2006 through the Qatar

Foundation is the Qatar National Research Fund to support the establishment of academic

research in Qatar from universities and academic centres inside the State of Qatar. The

main aim of this grant is to encourage researchers in the country, from different universities

and academic backgrounds, to produce quality research that supports the advance of

knowledge and provides valuable results that may help in improving the practices in every

area of life.

http://www.qf.edu.qa/
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2.7 Testing Regulations and Rules

One of the major components in any educational system is a well designed

assessment and evaluation plan for assessing students’ achievement. In 1996, the Ministry

of Education established and published two main lists regarding the main aspects of

students’ evaluation for all grades, from grade 1 to grade 12, to ensure that school advisors,

school administrators, and teachers understand all the rules, regulations, and requirements

relevant to students’ assessments through different examinations and activities. The first list

(Ministry of Education, 1996b) is for student assessments from grade 1 in primary

education until grade 11 in secondary education. The second list (Ministry of Education,

1996c), however, focus on student assessment for grade 12, when students take the final

examinations that may qualify them, depending on their results, to proceed to

undergraduate education in universities. The lists have various chapters that explain the

appropriate ways to score students’ exams. They provide information regarding the rules

that should be followed in assessing students’ performance, including accounting for

situations where students cannot attend the main examinations or have disabilities that may

hinder them from taking exams alongside their peers. They also provide rules for

assessment on special educational programmes. The lists include the following chapters:

general regulation rules, the assessment system, the re-sit examination for failed students,

absence regulations, examination of students with disabilities, students’ regulations in exam

panel, results’ revision rules, upgrading students from one grade to another, homeschooling

examinations, and general regulations. In addition to these chapters, the lists provide

various appendices detailing the maximum and minimum marks in each subject for each

grade, guidelines for constructing and writing test items, duties and obligations to be

followed by the examination board, and instructions for evaluation of scores.
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Before proceeding to explaining the differences between the two lists pertaining to

the secondary education level, it is important to clarify some major points about the

assessment rules and regulations, where both lists have similarities. First of all, the

education year is divided into two main equal semesters, where students have

responsibilities toward classroom activities and school exams. Each grade has its own

subjects that differ according to students’ age and type of education they are involved in.

For each subject, there are minimum and maximum marks between which students’ scores

must fall, and the minimum mark for the most subjects is half of the maximum mark

(Ministry of Education, 1996b; Ministry of Education, 1996c).

All students, in order to pass the current grade level and proceed to the next must

attend all the examinations, for the two semesters, for subjects that have a minimum mark.

Furthermore, for all such subjects, they must obtain, at least, the minimum, after the marks

from the two semesters are added together, to pass each subject successfully. Students who

do not meet these two requirements will be failed. There are some rules that must be

followed by schools in calculating students’ final marks in each subject for every semester

and in re-sit exams. These rules include amending fractions by means of the following

procedures:

a) Amend what is below half to become one-half;

b) Stabilise the half;

c) Amend what is more than half to become one. (Ministry of Education, 1996b;

Ministry of Education, 1996c)

In certain cases, where students fail to pass one or more subjects, or have authorized

absence from exams, they may have the opportunity to re-sit those subjects they did not

pass. In such cases, the mark that is given in these re-sit exams constitutes 100% of the total
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mark, since there are no other marks to combine them with. However, the final mark and

percentage is affected by students’ past attendance of previous examination, mid-term and

the end of term exams, in each semester.

The differences in the grading procedures between key stages10, 11 and key stage

12 occur when calculating the final mark that students should gain at the end of the school

year. In key stages 10 and 11, the final mark that is given to Student’s evaluation in each

subject in each term is made up of three different components;

1) The mid-term exam (30%);

2) Students’ participation (10%), and ;

3) End of term exam (60%) (Ministry of Education, 1996b, p.9).

The mid-term exam in each semester is usually set by the teacher in the first semester and

held during lesson time. It may include written, oral, and practical components, according

to the nature of each subject and its requirements in the set syllabus. In addition, teachers

allocate 10% of the final grade in each semester to evaluate students according to their

participation in classroom activities, doing homework, caring for the subject, the books,

classroom discipline…etc. Finally, the end of term exam in each semester account for 60%

of the total score for that term. This, too, could be written, oral and a practical, according to

the nature of the subject and the set syllabus, but these are standardised questions for each

grade level in each school, and not based on teachers’ own assessment in their classrooms.
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The final marks in semester are calculated by adding students’ score for the three

components for each subject, (see table 2.2) (Ministry of Education, 1996b).

Table 2.2
Students’ Final Mark at the End of each Semester

Mid-term exam mark Participation mark End of term exam mark Total mark

30% 10% 60% 100%

The total mark in each subject for every student at the end of the year is then calculated by

adding the two scores from the mid-year and end of year exams (see table 2.3).

Table 2.3
Students’ Final Mark at the End of the School Year

First term mark Second term mark Total mark

50% 50% 100%

For example, if the total mark for a given subject is set at 50, then each semester will have

50% of this mark, so the marks available for that subject will be 25 for each semester. The

distribution of the 25 marks across the three components will be calculated as follows in

table 2.4:

Table 2.4
Example: Students’ Final Mark at the End of each Semester

Mid-term exam mark Participation mark End of term exam Total

30%

(7.5)

10%

(2.5)

60%

(15)

100%

(25)
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Then, the marks given in each semester are added together to form the total mark (50) at the

end of the school year, as shown in table 2.5:

Table 2.5
Students’ Final Mark at the End of the School Year

First term Second term Total

50%

(25)

50%

(25)

100%

(50)

For example, if student’s final mark in the first term was 22 out of 25, and in the second

term was 20 out of 25, his/her final score at the end of school year would be 42 out of 50 as

shown in table 2.6:

Table 2.6
Example: Students’ Final Mark at the End of the School Year

Marks
Term

Maximum mark End of term

First 25 22
Second 25 20

Final mark 50 42

However, there are other subjects that have different grading procedures according to their

nature, such as family education and computer science. In family education, the total mark

is 50, and the mark for each semester is 25. Half of this mark, 12.5, is given for the

practical part, while the remainder is given to the theoretical part. In computer science,

however, the distribution of the marks is quite different. The final mark for this subject is

100, with 50 the given mark for each semester. Within this mark, 15 marks (30%) are given

for the mid-term exam and 30 marks (60%) for end of term exam, while the activity mark is

5 (10%).
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Within the total mark for the mid-term exam, 9 marks are given for the practical

part, and 6 marks for the theoretical part. For total mark for the end of term exam 18 marks

are given for the practical part and 12 marks for the theoretical part. In the activity mark, 5

marks, 3 marks are given for practical part and 2 marks for the theoretical part in the total

activity mark (Ministry of Education, 1996b).

The grading rules for grade level 12, according to the Ministry of Education

(1996c), however, are different from the system in the previous grades. This level is the end

of secondary school, after which students graduate with the General Secondary Certificate

and may enrol in a university. It is considered a high stakes level, as students’ future is

determined based on the scores and percentages obtained in final examinations.

Students are assessed in each term solely based on two main exams, without any

marks being allocated for their participation in the activities. The maximum mark for each

subject is distributed equally between the two terms. The mark for each subject differs

according to the type of education that students are studying. The minimum requirement to

pass each subject is 50% of the total mark available for each subject, except for a few

subjects, where the requirement may be lower (Ministry of Education, 1996c).

For students with certain disabilities, specific rules and regulations are set to meet

their needs. In addition, students who have not attended the exams for one or both

semesters for certain reasons and whose absence is authorized, and also those who failed to

pass certain subjects, have another chance to pass these subjects by taking re-sit

examinations.
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2.7.1. Guidelines for Constructions of Achievement Tests

The Ministry of Education has provided directions and guidance for constructing

items that will be written in tests (Ministry of Education, 1996a; Ministry of Education,

1996b). It has also set some rules for appointing those who will construct tests for the

various grades. However, the procedure for choosing those professionals who will build

tests depends on the grade level. For grades 10 and 11, the school principal should decide,

according to specific attributes, such as honesty, competence, and morality, who is suitable

to be chosen to construct tests for any of the exams, whether mid-term, end of term, or re-

sits. It is not necessary for those chosen to write test items to construct all three exam

papers (Ministry of Education, 1996b).

For grade 12, however, those who will construct the test items are nominated by the

Head of Educational Guidance in consultation of subject directors. They are to be loyal,

capable and sincere. The Assignments for those who will construct test items in each

subject will be issued by the Deputy Minister (Ministry of Education, 1996c).

Test developers for all grades should meet the following requirements to ensure their

neutrality and honesty:

1- Have no relationship of first degree with any student who is expected to sit for the

exam;

2- Not give private lessons to any of the students for whom they will write questions;

3- Not have any decision against them preventing them from participating in

examination responsibilities.
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All test developers must sign a commitment regarding their compliance with those

requirements. Those who are not assigned to develop tests are not allowed, in any

circumstances, to look at these tests. Those who construct tests for students must comply

with the following rules:

1-Before constructing test items, test developers should acquaint themselves with:

a) Objectives of the grade for which they will construct tests;

b) The subject objectives to be assessed;

c) The behavioural objectives of the specific curriculum that will be assessed;

d) The contents of the syllabus;

e) The learning capabilities, values and skills intended to be achieved in each

educational unit.

The main aim of these requirements is to ensure that the evaluation process is harmonious

with the planned objectives, embodies the curriculum syllabus, and measures the

educational goals acquired and achieved.

2- When building questions the following must be considered:

a) To cover the syllabus units in a balanced way and not depend on random selection

which depends on luck and chance.

b) Questions must assess the higher-order thinking abilities, such as knowledge,

understanding, application, analysis, synthesis, and evaluation, and not just

focusing on assessing memorization and recall of information.

c) Questions must be diverse and varied to include typical and subjective questions, in

addition to questions that evaluate differentiation, scientific thinking, mental

inference, explanation, justification and other skills and abilities.
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3- Questions must be drafted in clear, correct and simple language appropriate to students’

level of language development. Sentences in compound questions should be shortened and

must not have more than one meaning so that they are not vague for students to answer.

4- There must be more questions to choose from in the test than are required to be

answered, so as to give students a wide range of choices and selection to be answered in

order to avoid some negative effects of test anxiety, such as temporarily forgetting answers

and not concentrating.

5- They should avoid compound questions that are very complicated and involve several

parts in each question, with each part depending on previous answers, since this may cause

students who could not answer the first parts to be more frustrated.

6- They should avoid general questions that do not have a definite answer, they are likely to

have more than one answer, or have open answers, since answering them may consume too

much of students’ time.

7- They should be aware that the main objective of the test is to evaluate students’

educational achievement and attainment on the one hand and their knowledge, culture, and

academic gains and growth on the other hand. Therefore, the test developer should not

construct test items that are too complicated, that are beyond students’ age and challenge

their capabilities and mental growth. At the same time, the questions must not be too easy,

so that they fail to stimulate students’ mental activity and intelligence.

8- After writing all test items, questions should be revised to make sure that they, as a

whole, are homogeneous and formulated to be an objective evaluation of students’

achievement and their knowledge growth (Ministry of Education, 1996b; Ministry of

Education, 1996b).
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These are the main guidelines regarding the rules and regulations to follow to

ensure better test quality, taking into account the basic requirements for constructing

reliable and valid tests that precisely assess students’ actual achievement and growth in

knowledge throughout their period of study.

2.8. Additional Assessment Resources

In addition to the above guidelines regarding test construction and its regulations,

the Ministry of Education through its Curriculum and Textbooks Department provides

teachers with various resources to aid them in their teaching. These include a teachers’

guide book for every subject, which has various chapters regarding the educational

objectives to be achieved, some test items that can be used in teacher made tests, and

guidelines about the way to teach every section of the curriculum and syllabus. Besides,

there is also a teachers’ guidebook on constructing classroom achievement tests, which is

designed to guide teachers in the appropriate ways to construct achievement tests in every

subject, and provide guidance on the scientific way of writing test items. These include

determining the main objectives behind the use of tests, designing the achievement test

plan, methods and requirements of constructing test items, test application, analysing test

sections and evaluating the test in general, reporting test results, and ready-made examples

of achievement tests in various subjects (Allam, 1995).

The educational advice section within the Curriculum and Textbooks Department

provides those in charge of supervising and advising teachers on best practice with an

explanatory guidance book on how to deal with class and non-class observation forms, in

addition to the teachers’ development plan and their self evaluation forms. The first two

forms are used to evaluate teachers’ practices inside and outside the classroom
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environment. The in-class observation form includes the teachers’ lesson plan and its

application in the classroom, the assessment plan, and classroom management. The non-

classroom observation form includes teachers’ planning procedures for each semester,

written and practical work, and professional responsibilities, including constructing

achievement tests. The development plan contains strategies that may help teachers to

overcome any obstacles during their teaching practices. It is intended also to suggest some

procedures that could help in improving their practices, to be more effective. The last form,

the self evaluation form, is designed to give teachers the chance to assess themselves

regarding all aspects of the learning process. This includes instructional planning, defining

and formulating the learning objectives, personal characteristics and human relationships,

classroom management, stimulation and motivation of students. It also assesses ability to

construct classroom assessments, feedback and reinforcement, using educational media in

classroom instruction, written responsibilities, and finally homework and classroom

activities (Ministry of Education, 2007b).

In addition, there is an Assessment and Evaluation unit at the Curriculum

Department that has many responsibilities toward schools and teachers. Among them are;

1- Updating the assessment and evaluation techniques and defining the relevant tools

in a scientific manner.

2- Applying diverse assessment and evaluation procedures that are related to the

planned educational objectives, and in the way that is consistent with possible

conditions.

3- Improving the testing system and ways of evaluating it to improve it, and

supervising the establishment of question banks for the various educational subjects.
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4- Planning and implementing training programmes to develop the effectiveness of

technical workers in the following fields:

a) designing behavioural objectives and the procedures for assessing and

evaluating them;

b) Constructing tests, and the way to develop test items and assess and evaluate

them;

c) Evaluating educational programmes.

In addition to these responsibilities, which the Assessment and Evaluation Unit

concentrates on, it also supports the different departments in the Ministry of Education by

giving consultation in the area of assessment and evaluation, and informs them of the

different techniques and procedures in this field. The unit is also responsible to keep abreast

of developments in the assessment and evaluation field, and how to employ any new

techniques in the educational process. Finally, the unit is accountable also for any job that

is assigned for it related to its work (Ministry of Education, 1996d).

2.9 Secondary School Teacher Training on Assessment

Whilst instruction and the curriculum are two major parts of the learning process,

assessment is also important in harmony with these two elements. Student-teachers are

usually provided with information regarding assessment, instructional design, and

curriculum development in undergraduate courses at the universities. However, since new

topics have been introduced in education about assessment procedures and techniques, such

as assessment for learning in general and formative assessment in specific, it is important to

incorporate new training programmes that can introduce these new types of assessment

methods. According to recent statistics, issued by the Ministry of Education, the total
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number of male and female teachers who work in secondary schools is 1703, and the

number of teachers who have a non-educational qualification is 676, of whom 432 are men

and 244 are women (Ministry of Education, 2007a). According to these figures, it is

important to design training courses in various topics to help teachers with less

qualification to obtain sufficient information about various aspects in the leaning process.

Courses on assessment methods were among the planned training sessions. From the school

year 2000/2001 to 2004/2005, the number of assessment courses that were given to teachers

was 8 courses. Among the 240 teachers who took part in these courses, 169 were males and

71 were females. The following table (Table 2.7), shows some figures regarding total

number of training courses, besides teachers who participated in these courses.

Table 2.7
The Total Number of Courses and Teachers Involved in the Training

In the school year 2000/2001, 24 training courses on various educational topics that were

held for secondary school teachers, 11 for men and 13 for women. Among all these courses,

there were just two courses were related to assessment and evaluation; one about test

construction in mathematics, in which 25 male teachers participated, and the other course

about constructing achievement tests in research skills, in which 51 teachers participated,

19 men and 32 women. No assessment courses have been designed for secondary school

supervisors (Ministry of Education, 2002).

Detail
Year

No. of
courses

No. of
Participants Total
M F

2000/2001 2 76 32 108
2001/2002 3 21 39 60
2002/2003 1 14 - 14
2003/2004 - - - -
2004/2005 2 58 - 58

Total 8 169 71 240
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In the calendar year 2001/2002, the overall number of training courses for

secondary school teachers was decreased to 23, 9 for men and 14 for women, but the

number of courses that were about assessment and evaluation in education increased to

three. The first one, for male teachers of mathematics, involved 21 teachers. The other two

courses were designed for female teachers, one for teachers of philosophy and social

studies, in which 27 teachers participated, and the other for teachers of social studies, in

which 12 teachers took part. There was one course for female school supervisors, and 7

supervisors participated in this course.

In the school year 2002/2003, there were 29 training courses for secondary school

teachers, 10 for males and 19 for females. Only one of these was about assessment and

evaluation, and it was designed for 14 male teachers of geography. There were no courses

assigned for female teachers on assessment practices. In 2003/2004, the total number of

training courses was 17, 9 for male teachers and 8 for female teachers, and just one course

was about testing for 15 teachers, 5 males and 10 females. In 2004/2005, the total number

of workshops was 21, 10 for men and 11 for women. There were two training courses about

constructing achievement tests, both for male teachers. The first course, for teachers of

social studies, included 39 teachers, and the second course, for religious education teachers,

involved 19 teachers. No statistical figures have been published for subsequent year,

regarding training courses for all education stages (Ministry of Education, 2007a).
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2.10. Studies about Assessment Application in Schools

Some studies (Abbara, 1991; Goniem, 1992; Bushurbak, 1993) have discussed

some issues related to the examination system in Qatar’s schools and teacher training in

general. Other studies, however (Al-Hammadi, 1996; Al-Suwadi, Al-Nail, & Al-Hor, 1999)

evaluated teachers’ professional development and aspects related to teachers’ training in

general. Abbara (1991) studied testing of English as a foreign language in Qatar schools.

He indicated that most teacher-made and school inspectors’ tests were limited in their

benefits. Their main aim was to assign grades, and no attempts were made to benefit from

students’ responses on tests to determine their actual educational performance strengths and

weaknesses. He believed that the testing system at that time did not have the appropriate

tools to determine whether students had achieved the intended objectives, which should be

the major aim of assessing students through tests (Popham, 2004). According to his

research findings, the main aim of teacher-made-tests was to pass students from one grade

to another , not because teachers did not want to use the testing results in beneficial ways,

but because they did not have any idea about the appropriate ways to get more information

from test results than the scores themselves. Abbara also explained that testing results were

not used to modify teaching practices, since there was no relationship between them, and he

highlighted the importance of planning for teachers’ professional development through in-

service training.

Another important study about testing in Qatar’s schools was done by Goniem, in

1992. According to Goniem’s research results, most participants questioned agreed that the

assessment and evaluation system needed to be changed. Among the shortcoming of the

testing system was that the large number of tests during the school year consumed too

much of teachers’ time, which could have been spent on teaching. The tests, according to
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participants, focused on essay-type test items, and therefore measured low thinking

abilities, such as memorising facts and information. Teachers believed that the test items

focused on some parts of the information in the textbooks and, therefore, they did not

represent the whole textbooks, consequently being inadequate and invalid as measures of

students’ real achievement. In his study, the participants indicated that the test plan lacked

objective tests and focused on essay items. The participants believed that there were no

training programmes in assessment and evaluation to train teachers about the scientific

ways to construct achievement tests. Therefore, they concluded that most teachers lacked

information regarding assessment and evaluation techniques. They also indicated there

were no resources available to them, such as specialists in educational assessment and

evaluation at the Ministry of Education.

In addition, the participants believed that many of the workers in the educational

system did not have a clear idea about the main education objectives, or understanding of

the current objectives and ways of implementing these within the learning process. Another

problem that arose concerned the curriculum and text books. The curriculum was attacked

for containing to a huge amount of information, at the expense of quality. This led to

students being overloaded with information and obliged to memorise information, since

this was the only way to pass their exams and tests. The concentration on books alone as

the main sources of knowledge and easy to teach and understand caused teachers and

students to ignore other potentially helpful external sources of knowledge. Goniem also

found that many teachers were not educationally qualified to teach in schools, since they

did not have any educational certificates or degrees. Therefore, he asserted the importance

of planning for teacher training in the various aspect of education.
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Boshorbak (1993) carried out another important study that drew attention to some

weaknesses in the assessment and evaluation system in public schools. Most of the research

findings agreed with Goniem’s findings. Boshorbak found from his interviews with

participants that the testing system needed to be evaluated again with a view to

improvement, since the system put pressure on teachers with the intensive testing

procedures during the year. He found that test revision and marking procedures consumed

time, and the current tests concentrated on and measured low abilities, and would not give a

correct assessment of students’ authentic performance and attainment. His findings

regarding teachers’ lack of assessment and evaluation understanding, lack of training on

this particular issue, and absence of assessment training staff, confirmed those of Goniem.

Al-Hammadi (1996) conducted a study about the importance of teachers’

proficiency in some basic skills, based on advisors and teachers’ views. Among the skills

that he discussed in his study were educational objectives, reinforcement, motivational

stimulation, classroom questioning, and evaluation. According to his findings, advisors’

views concerning the importance of all these skills were significantly different from

teachers’ views, the former considering them more important. The researcher attributed this

to the actual differences in work between advisors and teachers, and between what should

be done and what was practised in schools. Besides, he indicated that the years of

experience was among the factors that accounted for these differences, since the advisors

sample were more experienced than the teachers’ sample.

Another statistically significant difference was found in male and female teachers’

responses regarding two basic skills, educational objectives and reinforcement. The

researcher attributed this to the actual differences in the educational objectives that are

planned for boys and girls, besides the differences in reinforcement procedures between
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boys’ and girls’ schools. Also, teachers with 10 to 20 years of experience viewed those

educational objectives as an important basic skill more than teachers with fewer years of

experience. However, no differences were found on the importance of other basic skills

related to assessments, such as classroom questioning and evaluation (Al-Hammadi, 1996).

Moreover, no differences were found between teachers according to their subjects,

regarding their views of the five basic skills.

In 1999, the Ministry of Education planned for a project to evaluate schools’

performance in various areas. The initial study was done on 13 schools, including boys and

girls and different stages. The evaluation tackled various elements; besides the assessment

and evaluation system, it examined educational achievement, students’ behaviour and

attitudes, teaching quality, and classroom size. According to the evaluation findings, 9

schools said that the educational achievement of students was good, while 4 schools said it

was very good. Regarding the assessment and evaluation system in schools, 8 schools

indicated that the system was good, while 5 schools signified it as acceptable. After that,

the Ministry of Education, as part of its cooperation and partnership with the Office of

Standards in Education (OFSTED) in England, sent for a group of experts in the office to

evaluate their evaluation of school performance. The OFSTED experts group prepared a

report about the project, which described it as successful and efficient, and said that the

ministry had been successful in planning and developing an evaluation system in a short

time. The project had achieved its objectives and was effective. However, the report

commented on the importance of providing feedback to schools about the evaluation results

to improve schools’ practices. The experts’ report also denoted the need for establishing an

evaluation institution and constructing and developing national tests that focus on the

essential skills and facilitate performing comparisons (Ministry of Education, 2007c).
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Training teachers to keep up-to-date with recent development in education is one of

the major important aspects to be taken into consideration. It helps to transmit the benefits

from teachers who took the training courses to their peers in schools. For example,

formative assessment was introduced recently in some countries around the globe, and is

adopted by some countries, such as the United Kingdom, the United States, Australia, and

New Zealand. According to Richard Stiggins’ experience of the application of formative

assessment in the United States and professional ability to understand the benefits of such a

system, he indicated that:

teachers’ preparation programmes and school leader preparation
programmes have not taught teachers how to use assessment productively in
instruction. That continues to be the case today (Electronic Education
Report, 2007, p.5).

The same concept could be applied to assessment practices in Qatar’s schools, since some

studies have noted a conflict between educational studies’ findings and the training

programmes set by the Ministry of Education (Al-Suwadi, Al-Nail, & Al-Hor, 1999). This

study found that even though the Ministry of Education increases the training for the

various educational stages every year, the training priorities, however, are not designed to

correspond to the results of practical studies about training needs, to help in planning for

training programmes according to the actual training needs (Al-Sadah, I. as sited in Al-

Suwadi, Al-Nail, & Al-Hor, 1999).

Furthermore, most of the training courses’ objectives are not defined, and even

where objectives are stated, they are very general and not explicit. The training sessions’

content focuses on teachers’ knowledge of the subject they teach, not on their professional

and educational skills. In addition, there is no evidence that teachers are involved in

designing the topics of the training sessions, to correspond to their training needs. Other
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reports showed that 77% of teachers who teach in public education in Qatar schools believe

that they are in great need of more training courses (Al-Suwadi, Al-Nail, & Al-Hor, 1999).

2.11. Conclusion

Education in Qatar has developed increasingly in recent years. The number of

students who benefited from public education has risen over the years, as have the number

of teachers, staff, and schools. Currently, the main focus of the government is on the quality

of the education programmes offered to students in all stages. Therefore, the state has

implemented new education strategies to ensure the total quality in education. This includes

designing new school buildings incorporating many educational facilities that are important

in the teaching and learning process. Besides public education, the state has introduced

independent schools as another education alternative that provides parents with additional

choices for the benefit of their children. The government has also attracted more academic

institutions and establishments in various disciplines to offer students a wider range of

undergraduate and postgraduate courses, in line with the state’s great need of more skilled

and knowledgeable personnel to keep pace with the rapid development in every sector in

the country. These developments are accompanied by concerns with monitoring and

assessment, in order to ensure that these tools are appropriate for the new missions and

standards. An examination of current assessment practices in the state is therefore essential.

The information provided in this chapter showed that the Ministry of Education has

set well defined regulations and rules that control testing practices in all educational stages,

from primary to secondary schools. The main purpose of these regulations is to ensure the

objectivity of the examiners and those who are in the charge of constructing achievement

tests.
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These regulations are written in two lists, one list for grades 1 to 11, and the other

for grade 12, the general secondary certificate. The two lists are very similar, except some

differences in assigning persons who will construct tests in stage 10 and 11 and those in

stage 12, and differences regarding grading rules in these stages.

Information regarding assessment resources at the ministry, besides statistical

figures about secondary schools teachers’ qualifications and their training on assessment,

was also presented. This showed differences in educational qualifications of male and

female teachers, and in the training provided to men and women.

Previous studies were reported, that raised some critical issues concerning

assessment practices in Qatar’s schools. Even though these studies were done in the

nineties, they highlighted some concerns about the quality of tests, their main objectives,

and the ways they affect the learning process. These studies suggested that the assessment

system was limited in its benefits to teachers and learners; it depended on a narrow range of

assessment forms, and tested low thinking skills.

Previous researchers have also questioned teachers’ understanding of various

assessment methods and lack of training on assessment being provided to them. They also

indicated the importance of considering teachers’ training needs and educational research

findings when planning for such courses. Also, they signified the importance of setting

clear training objectives and evaluating the training courses to get feedback about their

effectiveness for teachers.

The next chapters will provide the theoretical foundation for this study, through in-

depth review of issues in educational assessment, beginning in chapter three with a general

discussion of the aims of teaching and learning process, the factors that may influence it,

and the role of assessment and evaluation within this process.
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Chapter 3

Assessment Role in the Learning Process

3.1. Introduction

This chapter will introduce some key issues in this study, related to current

classroom assessment practices in schools. In the first part of this chapter, the focal point

will be on the main purposes of learning in every educational system, that is, to promote

students’ learning and to guide them to overcome successfully any difficulties that could

arise during their learning progression. Furthermore, the same section will introduce some

factors that may have a considerable influence on students’ achievement, such as the

learning environment and students’ individual differences and their motivation to learn.

After this, assessment and evaluation as important tools in education policy analysis

will be explained. This includes the definition of tests, assessments, and evaluation, besides

the application of assessment and evaluation in education. In addition to these aspects, the

main purposes and uses of different types of assessment methods in schools will be

established. This section is followed by another important part that clarifies the different

types of classroom assessment methods, such as formal and informal assessments.

Finally, the last section of this chapter will focus on some major factors that may

influence teachers’ assessment practices in schools. These factors include teachers’ skill

with the different assessment forms, in addition to the intensive use of external tests in

school to raise standards and evaluate the education system for purposes of accountability.
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3.2. The Main Aim of Schooling

To begin with, the most significant aim of education is to help students during their

learning period to build up their minds and expand their cognitive abilities. Schools should

present their students with the opportunity to comprehend real world developments outside

their school building, in a way that may help them to identify major aspects of the real

world process and to interact within it easily and confidently (Kyriacou, 1998). In so doing,

schools seek to increase students’ educational attainment to master the intended

instructional outcomes. The expression ‘educational attainment’ includes many processes;

it means:

a mastery of knowledge or abilities which it was intended that one should
master, an outcome of educational activity which was intended…is a
fulfilment of educational purposes and thus, very broadly, is seen by us as
characterised by rationality of thought (McIntyre & Brown, 1978, p.41).

Therefore, teachers, schools, and policy makers should make sure their students have

mastered sufficient and relevant knowledge about the appropriate way to deal with real life

difficulties (McNess et al., 2003). Further, schools should prepare their students to be

engaged in their society through the important knowledge and experience that should be

gained in the schools. Besides, as part of this endeavour, the school curriculum should

encourage students to understand market needs and the future workforce requirements, to

help them to identify what society needs and to discover and decide for themselves what

might fit easily with these new desires. To this end, policy makers believe that the main

objective of schooling and education is:

the transmission of a predetermined body of subject-delineated knowledge
broken down into a series of ‘levels’ to be presented to learners in the most
‘effective’ way, as a means of maximising predominantly academic goals
(McNess et al., 2003, p.248).
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However, there are some variables that interact with the teaching and learning process and

prevent students from achieving the intended objectives. These variables include the

learning environment, students’ individual differences, and others. The next paragraphs will

determine these variables and their potential effects on students’ academic progress.

3.3. Factors that Influence Students’ Academic Attainment

Some significant studies (Gipps & Tunstall, 1998; Brophy, 2004; Petty, 2004) in

education and psychology have shown that there are a number of important psychological

and social variables that have crucial effects on students’ learning, and they have a direct

influence on students’ attainment. There are around 14 factors, according to the American

Psychological Association, that may have a significant influence on students and the

learning process. Among these factors are individual differences, the learning environment,

test anxiety, teachers’ expectations, students’ motivation to learn, developmental and social

factors in addition to cognitive and meta-cognitive factors (EPPI-Centre, 2002). Therefore,

it is important to consider the consequences of these factors as a source of problems that

may affect students’ attainment during their learning. In addition, the application of more

effective teaching methods that take into account classroom atmosphere and students’

characteristics has become an important issue in education.

With this in mind, the focus of this section will be on three issues; the learning

environment, individual differences and students’ motivation. The main reason for

choosing those specific factors is because they are directly related to students’ achievement

and could be affected, positively and/or negatively, through the application of educational

assessments in classrooms. However, these are not the only elements that could be

influenced by the assessment process in classrooms. Some previous studies (Covington &
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Omelich, 1985; Goldstein & Blatchford, 1998; Keith, 1982; Farrow, Tymms & Henderson,

1999; Wentzel, 1991; EPPI-Centre, 2002; Strand, 1999) suggested that there are some other

possible aspects, related to schools and/or students, that may have a significant influence on

students’ success, such as school effectiveness, students’ ability and effort valuation,

increased homework time, and students’ social responsibilities. Other studies focused on

other aspects like class size (Preece, 1987; Blatchford, Goldstein, Martin & William, 2002;

Blatchford, Bassett, Goldstein & Martin, 2003; Lee 2004) students’ shyness (Crozier &

Hostettler, 2003) and gender (Tinklin, 2003; Gorard, Rees & Salisbury, 2001). Wentzel

(1991) believed that there are other factors, in addition to these major ones, that have an

influence on students’ academic progress, which are related to children’s mental and

psychological development. The following sections will introduce some of those important

factors in more detail.

3.3.1. Learning Environment

Richards (1989) believed that genetic inheritance is responsible for individual

intelligence and that no one can do anything to increase intelligence beyond the maximum

limit genetically endowed. However, other research findings (Bassett, et al., 1978)

suggested that although genetic inheritance could be one important factor that contributes to

individual intelligence, it is not the only factor; environment also plays a major role in

individuals’ intelligence, with positive or negative effects, such as the learning experiences.

The influence of the learning environment is different from one age level to another, and

some studies (Anderman et al., 1994) indicated that for students in middle grades and

adolescence, there are some factors related to the school environment that may have a great

influence on students’ motivation to learn.
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Bassett and his colleagues indicated that there is a significant interaction between

children’s genetic inheritance and the environment in which they are raised, during which

the children are positive actors in this process. Since they respond differently to the

influential factors from the environment, each child will have a different intelligence level

and will carry different characteristics, according to their unique response to those

environmental factors. In fact, it is children’s interaction with others that develops their

thinking abilities and helps them to gain experiences in life (Fisher, 2005).

In addition to intelligence, environment is thought to influence motivation to learn.

The environment includes “everything from prenatal anoxia to sympathetic teaching”

(Richards, 1989, p.249), in addition to other major variables, such as native language.

However, the essential issue that needs to be investigated more is the degree to which the

environment variable has an effect on intelligence, and how the effects differ from one

person to another. Pointon (2000) investigated the influences of transferring from the

primary to secondary school environment on students’ motivation towards learning,

through interviews with first year students in a secondary school. This study showed that

the school environment may have significant effects on students’ motivation to study and

learn. Most of the students who participated in the study indicated that an aspect of the

secondary school environment they liked was moving from one classroom to another. They

enjoyed having different and special classrooms equipped for specific subjects, such as

computers and science laboratories. In addition, they had a stronger sense of the change of

subjects and learning styles during this process, and they were more able to consider what

they had studied before. Students had a feeling of freedom when moving from one room to

another, and were more relaxed. This shows the importance of taking into account the

importance of the learning environment in students’ educational life. The learning
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environment should be managed to be more enjoyable and pleasant for students, to make

the learning process more effective. Furthermore, by doing this, schools could help their

students to build trust and strong positive relationships with their teachers and school

administrators, which could lead to successful schooling and better achievement in class.

Other practices that could ensure appropriate classroom environment and maintain

students’ stimulating to learning and achievement progress may include better classroom

management. To reach this level of management, teachers should manage for learning from

the first day of the instruction process. This could be accomplished by preparing effectively

for each lesson and by introducing multi-classroom activities that could suit every student’s

needs (Brophy, 1986).

3.3.2. Teachers’ Instructional Practices

Another important element that has its effects on students’ academic performance is

teachers’ influence. Since students usually spend around a quarter of the whole day

interacting with their teachers in school, teachers tend to have a major influence on

students’ achievement. Furthermore, some studies (Brophy, 1986) showed that students’

ability to perform well in mastering the curriculum material and achieving the intended

instructional goals depends mostly on teachers. Some teachers can motivate their learners

to attain academically more during their learning, while other teachers produce less result.

For teachers to be more effective in increasing their learners’ attainment, they should have

clear instructional objectives and well designed plans that represent the curriculum content

and encourage more time for classroom activities. The way that teachers present the

curriculum content and their capability in transmitting ideas and encouraging active

involvement of students have major effects on students’ ability to comprehend those ideas
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through dynamic engagement. This includes giving students classroom assignments with

different levels of difficulty to make sure that all students participate in these assignments,

and to ensure that work is challenging for all learners of different abilities (Brophy, 1986).

Some other activities that may increase learners’ ability to achieve more in class,

include exercises that require students to work individually, in addition to activities where

students can work together to solve practical problems. All these activities should be

accompanied by teachers’ observation and immediate feedback as required (Brophy, 1986).

Therefore, it is important for teachers to try hard to implement new strategies that

encourage students’ involvement in active learning in classroom settings. To achieve that,

teachers should clearly develop themselves to employ different strategies that make the

learning process more encouraging for their students.

3.3.3. The Individual Differences of Learners

In addition to the learning environment, which is related to schools’ performance

and is believed to have an effect on students’ attainment, there are other major elements

that may introduce another sort of influence and are related to students’ characteristics.

These elements are both individual differences and students’ motivation. To begin with,

individual differences are an additional variable that educationalists believe have significant

effects on students’ achievement ability. Understanding students’ differences with their

negative and positive components could help in identifying what aspects may affect

students’ learning and should be taken into account.

Since individual differences play a major role in people’s lives, psychologists have

studied the main characteristics and features of these differences to guide them in dealing

with individuals, depending on each one unique characteristic. The same important
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concepts should be applied to educational settings where we deal with more sensitive and

less mature individuals, students (Saracho, 1983). For example, the more able students

whose talents exceed those of their colleagues could be affected by assessment if the school

curriculum cannot set objectives that fulfil their ambitions and challenge them.

Consequently, schools should be prepared to assess the strengths and weaknesses of each

student individually. After that, they should set objectives and targets that meet each

student needs, rather than set targets for the whole class. Besides, different assessment

techniques should be planned and employed (Satterly, 1981).

All of these fundamentals should be important aims of school administrations,

teachers, and educational departments, as the individuals and institutions that directly

interact with students inside schools and design educational policies that have influential

effects on schools’ strategies. Some research findings (Phillips, 1997) suggest that all

professionals who are involved in education, concerned with students’ attainment in

schools and care about increasing school effectiveness, should make students’ academic

learning a criterion to assess school effectiveness.

3.3.4. Students’ Motivation to Learn

The second important element, in addition to individual differences, that is related

to students’ characteristics and has a main influence on students learning, is motivation.

There are many factors that are related to students’ academic achievement and have

imperative effects on their motivation to learn, such as achievement success and failure,

reward and punishment, lack of ability and lack of effort (Weiner, 1994). The definition of

motivation has more than one element, and it includes the most important aspects of

individual characteristics. Mainly, these essential constituents are self-efficacy, self-
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regulation, and interest, locus of control, self-esteem, goal orientation and learning

disposition. It is important to distinguish between intrinsic and extrinsic motivations that

are connected to goals associated with academic performance, since both of them describe

students’ behaviour in class and have a strong impact on their future performance

(Anderman & Maehr, 1994).

Intrinsic motivation signifies the situation in which students enjoy the learning

process without any external reinforcements, and have a personal interest in learning. In

addition, those learners know that they are in charge of their learning by setting their own

targets, actively seek knowledge, and understand their responsibility to apply more effort to

succeed. Extrinsic motivation, however, indicates:

the behaviour of learners who engage in learning because it is a means to an end
that has little to do with the content of what is learned. The incentive for learning is
found in rewards such as certification, merit marks, prizes or in avoiding the
consequences of failure. Not only does this mean that learning may stop, or at least
that effort is decreased, in the absence of such external incentives, it also means
that what is learned is closely targeted at behaviour which is rewarded (EPPI-
Centre, 2002, p.12).

Exploration and play are viewed as intrinsic motivators, because they reward individuals

through what they give to them during their participation in the process, even though there

is no tangible reward like grades or praise (Child, 1986). In addition, another source that

could increase learners’ motivation during the learning process is their participation in

problem solving activities in classrooms. Such activities, whether the problem arises during

their study or is set as a practical exercise by teachers, may stimulate them to be engaged in

their work (Kaasbøll, 1998). Some other scholars, however, believe that sometimes it is

very important to keep using extrinsic rewards as motivators in the classroom settings. The

main reason for this is to keep the learners interested to participate in classroom activities,
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since some learners tend to not contribute in such activities without the prospect of marks

or rewards (Wentzel, 1991).

3.3.4.1. Tests and Marks as Motivators

Sometimes, what stimulates students’ interest in learning depends on the extrinsic

reward that they may get from their teachers, and their attention to learning will decrease

whenever they get the reward they want or avoid the punishment that they expect. Mostly,

in these cases, students will lose interest in learning if they assume that the reward will not

be reachable. Therefore, policy makers and school administrators, who usually have

substantial effects on teachers’ practices, should help instructors to employ their experience

in schools. In contrast, teachers should try their best to eliminate, as much as possible, the

negative consequences and effects of tests and marks in classrooms. They should help their

students to overcome their apprehensions toward tests by applying different kinds of

assessments that increase students’ motivation and enhance their self-esteem, self-concept,

and attitudes toward learning (EPPI-Centre, 2002; Black & Broadfoot, 1982). It has been

claimed that:

for continued learning, the motive needs to be intrinsic, the reward being in
the process of learning and in the recognition of being in control of, and
responsible, for one’s own learning (EPPI-Centre, 2002, p.1).

In view of the variety of contributing factors involved, it is hard to insist that students’

grades in external tests represent their genuine capabilities. Some professionals who

support the extensive and increased application of these tests in schools believe that high-

stakes tests “motivate students and help teachers focus on important academic content and

skills” (Marchant & Paulson, 2005, p.2). Also, advocates consider these tests very

necessary in assessing educational outcomes, since without an efficient evaluation process
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that sets and encourages high standards, it will be hard to decide whether a specific method

of instruction is effective or not (Crane, 2002). Besides these elements, assessments have

another influence on the learning process. The following section will introduce some

aspects of assessment and evaluation as major tools in assessing programme effectiveness.

3.4. The Definition of Test, Assessment, and Evaluation

Terms such as tests, assessments, and evaluation are frequently used in educational

settings to introduce techniques being used to measure students’ achievement, besides

assessing teachers’ and school effectiveness (Nitko, 1996). They play a major role in the

education setting by providing students, parents, educationalists and policy makers with

quantitative and qualitative data that help in designing further plans. All of these beneficial

tools have been used increasingly to assess and evaluate programmes, courses, and many

other elements in education. Before proceeding in describing how some of these significant

factors are used in education, it is essential to define some basic notions that are commonly

used to describe the measurement of students’ achievement process, to distinguish clearly

between the three of them. In fact, some educationalists believe that it is sometimes

difficult for others to distinguish between these terms (Kelly, 2004). A test is described as:

an instrument or systematic procedure for observing and describing one or
more characteristics of a student using either a numerical scale or a
classification scheme (Nitko, 1996, p.6).

Usually, these types of forms are used in schools to assess students’ achievement. Any test

paper will present students with some items to answer. Students’ response to each item in

the test will be assigned a mark, and by adding the total marks from all the items, the total

score can be obtained. Most tests include formal forms that incorporate the use of various

traditional test item formats, such as true/false, matching, completion of sentence, filling
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the gaps, multiple-choice, drawings, re-arrangement, and open-ended and closed-ended

essays.

Assessments, on the other hand, can include more than one test to assess students’

performance. Herbert (1997) defines the term assessment as a method that is applied to

collect evidence to estimate or judge the value of a student’s attainment. They are more

comprehensive than tests, since they incorporate many assessment forms, such as formal

and informal methods. Therefore, assessment is a more inclusive term than test, since it

involves more testing strategies and measurement methods. In addition, whereas tests

always provide a single score that illustrates learners’ performance in a numerical value,

while assessment may sometimes involve scoring procedures but not all forms of

assessment will provide students with scores and marks (Nitko, 1996). Assessment can be

used in evaluation as one tool in addition to other instruments to assess the effectiveness of

a specific programme, and to the level to which students have attained the educational

objectives that teachers and education policy makers have set.

The last term that is important to explain here is evaluation. Evaluation is described

generally as “the process of making value judgement about the worth of a student’s product

or performance” (Nitko, 1996, p.8). It means determining the value or advantage of an

evaluation object in relation to some specific standards that have been set previously. This

entails the process of comprehending the performance of many variables within a

programme and the ways that these variables interact, together with any possible effects

they may produce (McCoy & Hargie, 2001). Evidence yielded from evaluation methods

could be based on quantitative data, such as test scores and/or on more qualitative

information from observations or interviews. For this reason, evaluation is different from
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tests, where scores are the main source of information. Worthen, Sanders and Fitzpatrick

(1997) give a clear idea on the main concepts of evaluation:

evaluation uses inquiry and judgement methods, including (1) determining
standards for judging quality and deciding whether those standards should
be relative or absolute, (2) collecting relevant information, and (3) applying
the standards to determine value, quality, utility, effectiveness, or
significance. It leads to recommendations intended to optimise the
evaluation object in relation to its intended purpose(s) (p.5).

Another viewpoint describes the major purpose of evaluation as to collect information and

data using one or more instruments to get some important feedback concerning a specific

process for further consideration, for improvement in the future. Usually, at the end of the

evaluation process, the evaluator makes conclusions regarding the programme being

evaluated, which at the end leads to decisions (Hall & Hall, 2004). In this respect,

Aspinwall, Simkins, Wilkinson, and McAuley (1992) indicate that:

evaluation is part of the decision-making process. It involves making
judgement about the worth of an activity through systematically and openly
collecting and analysing information about it and relating this to explicit
objectives, criteria and values (p.2).

Furthermore, evaluation can be done at any level or stage of the programme; it could be

before the beginning of the programme, during its progress or at the end of it. The main aim

during these three stages is to ensure that the programme is working well and achieves the

desired objectives by effectively using the available resources, and if necessary to bring

about improvement (Hall & Hall, 2004).

Evaluation during the progress of a programme is called formative, since it provides

the stakeholders with effective information and feedback regarding the development of the

programme in meeting the objectives and standards. Formative evaluation represents the

way that a programme is modified through evaluators’ direct feedback from the beginning

of the programme until the end of the process (Hall & Hall, 2004). It helps to determine the
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strengths and weaknesses that could appear during the process, which could aid in finding

solutions or changing strategies to improve the plan and overcome any possible obstacles

before the end of the programme.

In contrast, evaluation is identified as summative, when the target is to assess the

effectiveness of a specific programme after it comes to an end, by reviewing its

consequences and effectiveness. In this case, the evaluation results will be used to infer the

major strengths and weaknesses of that plan. This helps in recognizing whether the

objectives are achieved through the processes adopted, and the possible reasons for the final

outcomes. The main disadvantage of this kind of evaluation, however, is that there is no

opportunity after the fact to change the plan or modify it. Once the programme comes to an

end, there is no chance to develop new approaches to address and solve any shortcomings.

The evaluators have no role in summative evaluation, and the only function they might

have is at the closing stages of the entire process (Hall & Hall, 2004).

In regard to the individual persons who will conduct the evaluation, they should

have a specific plan that addresses the main objectives of the evaluation and the areas that

will be evaluated, as well the clients who are going to benefit from this evaluation (Harris

& Bell, 1994). Besides, they should have an idea about the different tools that could be

used to evaluate the general educational outcomes, such as questionnaires and interviews.
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3.5. The Main Purposes of Assessments

There are many different types of assessment techniques that are implemented in the

learning process to help in evaluating students’ academic progress. Different types of

assessment methods in the school settings could be applied for several purposes, according

to the type of assessment to be used and the major function of it. Furthermore, each of these

forms has its own unique rationale and structure to assess a specific aspect of students’

learning. Some of these methods could be used before the beginning of the teaching

process, and others could be used at the beginning of the instruction, during the learning

process, or at the end of it.

Here, in this section specifically, the different purposes of assessment techniques

and the educational decisions to be made will be discussed in more detail. Generally, tests

and assessments can be used to make a number of decisions about different issues in

education and psychology, in addition to other fields. However, since the main aim of this

study is to discuss the assessment methods that are implemented in schools, the focus of

this section will be just on assessment forms that are applied in schools. There are several

decisions to be made from the use of assessment in schools, related to the education

process: instructional decisions, grading decisions, diagnostic decisions, selection

decisions, placement decisions, counselling and guidance decisions, administrative policy

decisions (Kubiszyn & Borich, 1993).

Since the main scope of this chapter is to present the relevant information regarding

assessment techniques that are used in schools to evaluate students’ attainment, the

information in this section will focus mainly on four types of decisions: instructional

decisions, grading decisions, diagnostic decisions, and selection decisions.
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3.5.1. Instructional Decisions

Assessments can be used in classrooms to guide teachers’ in planning for the

instructional process. During the teaching process, from the first day of school until the last

day, teachers face many situations when they have to take some decisions about the

appropriate instruction plan to suit their students’ needs. Therefore, they make instructional

decisions before they begin teaching, during their teaching, and after teaching a segment of

curriculum materials (Nitko, 1996; Kubiszyn & Borich, 1993).

Teachers’ decisions before the beginning of teaching could help them to decide the

material they need to cover in the next lesson. In addition, it could assist them in planning

the teaching methods to be used according to the curriculum material and planned

activities. Moreover, taking into account learners’ abilities when considering the plan could

help teachers to plan appropriately for specific instructions that consider learners with

different levels of performance (Nitko, 1996).

3.5.2. Grading Decisions

Tests can also be applied to aid in providing students with marks. Teachers usually

use tests to assess students’ comprehension of a particular content domain, after finishing

teaching a specific unit or chapter. These grades could be given to students on quizzes and

short tests where teachers want to make generalization about learners’ current standing

regarding their achievement level. These grades help in deciding the next instructional step,

and/or could be used as part of the final grade at the end of the year. The grading time

might be different from place to place, since some systems prefer to assess students every

month, six weeks, or three months. Some educational systems design their grading

decisions to be made after completing all materials and contents in the text books, which is
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usually done before the end of the school year (Ministry of Education, 1996a,b; Taylor,

1999; Gearon, 2002).

There are several activities that teachers use to assign grades to students; these are

tests and activities. Grades may be awarded to learners according to their performance in

one exam or on several tests in addition to short tests and quizzes. Some assessment plans

consider one or two summative tests as the only methods to assess students’ academic

attainment. However, other assessment arrangements may consider the application of

continuous assessment through regular application of short tests and quizzes as the proper

methods to evaluate students’ performance progress (Nitko, 1996; Wiggins, 1998 ).

Another possible way other than tests that marks could be given to students is

through classroom activities. There are many activities that are involved during the leaning

process, among them, classroom and homework assignments, students’ individual activities

and group activities, students’ portfolios, students’ participation in oral questioning,

students’ performing of presentations, and students’ self and peer assessments (Clarke,

2001).

3.5.3. Diagnostic Decisions

Another major function of assessment practices in schools is using them to diagnose

students’ strengths and weaknesses during their learning advancement. Usually, diagnostic

decisions in education require some data to be analysed, and these kinds of data are

provided through tests (Kubiszyn & Borich, 1993). The diagnosis of students’ learning

could be done in many ways, depending on the type of data and test being used to

accomplish this objective. Furthermore, diagnostic decisions could be based on formal data

from standardised tests that are designed by psychologists and/or educationists to be
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applied in schools for such purposes. Those specialists analyse the diagnostic test data to

determine students’ strengths and weaknesses and provide schools and teachers with

information regarding these elements.

The other source of diagnostic data that could help in investigating students’

educational progress is teacher-made tests. In fact, the diagnostic data that comes from

teachers’ tests can help them to determine quickly learners’ potentials needs.

Consequently, teachers may plan, according to this data, to modify their current teaching

method to apply a more effective one. Besides, the data from teacher-made tests could help

in increasing students’ performance by applying new instructional plans that involve new

strategies to facilitate students’ learning, to yield very positive results (Nitko, 1996;

Kubiszyn & Borich, 1993).

3.5.4. Selection Decisions

In this kind of decision, test data is used, possibly with additional evidence, as an

indicator of students’ academic achievement level. The main aim of this procedure is to aid

administrators in deciding the selection of individual students to be accepted or rejected for

undergraduate or postgraduate degrees in colleges and universities. Providing those

administrators and educationalists with more than one evidence could help to determine

students’ future attainment in relation to their previous scores on high-stakes tests (Nitko,

1996). Examples of these sorts of tests can be found in England with Standardised

Assessment Tasks (SAT) and General Certificate GCSE tests and in the United States with

the Scholastic Aptitude Tests (SAT) and the Graduate Record Examination (GRE).
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3.6. Factors that Influence Teachers’ Application of Assessments

Teachers are one of the main elements in the learning process, since they have a

major influence on students’ academic achievement. Through their daily work in teaching,

teachers strive to provide their students with important information through the curriculum

contents in addition to knowledge from other sources. Furthermore, they try their best to

implement different strategies and plans that may help in motivating learners to participate

effectively in the learning process. Among the strategies teachers use for these purposes is

the application of the different assessment procedures and methods, in addition to the

effective instructional techniques. However, there are some factors that influence teachers’

ability to apply these strategies in their classrooms for the benefit of the learners. Some of

those factors are related to teachers’ skill with the different assessment techniques, and

other factors are related to the intensive use of external tests in schools. The following

sections will introduce these factors to give a clear picture about the way they affect

teachers’ assessment practices.

3.6.1. Teachers’ Skill with the Different Assessment Techniques

There are many types of assessment strategies that are frequently used in different

education systems. These strategies contain formal assessments as traditional test item

forms and informal assessment forms, such as formative assessment, performance

assessment, and portfolio assessment. Some of these assessments, such as formative

assessment, include many additional techniques and strategies that can be used to aid

learners. Therefore, teachers’ understanding of the various types of assessment and their

application in schools plays a major role in using different measures to assess students’

abilities. Klein (1998) explained the importance of assessing teachers’ competence and
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understanding of basic skills through tests that are similar to employment tests, which

assess teachers’ ability to start teaching. Further, other professionals suggested that:

teachers need to create better classroom tests as magnets for student
attention, and we need to expand the concept of test to include the richer,
more dynamic aspects of thinking (Marzano et al., 1988, p.137).

Although some teachers comprehend the general concept of testing and how to conduct and

apply classroom assessment,

very few teachers are aware of the considerable variety of uses for
assessment and the many approaches which have been developed to improve
the quality and value of the process (Black & Broadfoot, 1982, p.6).

Further, the same applies to high-stakes testing which is applied in schools; teachers need

to understand the main concepts of these achievement measures. Teachers should be able,

through their continuous experiences, to identify their strengths and weaknesses during

their instructional procedure and teaching development in addition to their ability to apply

assessments. Besides, they should have the required capabilities to identify the potential

advantages and disadvantages of external tests delivered by other individuals or institutions.

They should be competent to administer such tests and interpret them effectively for the

benefit of their learners (Satterly, 1981).

However, teachers alone cannot achieve these objectives without any external plans

to increase their teaching and assessment skills and abilities. Therefore, increasing teachers’

professional development and teaching effectiveness through continuous plans is the most

important aspect of any future reform in education and learning. Any intended professional

development plans for teachers should consider that teachers should have more

accountability regarding their learners’ education. Involving teachers as stakeholders in the

education phases and as one of the important partners in school learning may help to

increase teachers’ professionalism. This includes considering teachers’ views whenever
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planning for the curriculum content, providing them with free plans, including resources

and tools that may help them in their instruction, and involving them in every aspect of

school life related to their practice and students’ achievement (Garet, et al., 2001).

3.6.2. External Testing

In addition to the importance of teachers’ proficiency with the different types of

assessment methods, many professionals (Black, 1998; Mullan, 1995; EPPI-Centre, 2002;

Brady, 1997; Herbert, 1997; Filer, 1993) argue that there are other external factors that

influence teachers’ assessment practice and shift it from focusing mainly on improving

learners’ academic progress to the focus on passing external tests for accountability

purposes.

A major criticism regarding the ongoing movement to implement additional

external tests in schools is that they have been used for a long time as the only valid and

reliable method to measure students’ achievement. Black (1997) claims that it is easy to

argue that test results should clearly present the strengths and weaknesses of students, but

educational outcomes are more complex than this simple explanation. In addition, these

tests have negatively affected schools’ use of other informative assessments, such as

performance assessment, since most of the school time is spent in applying national tests

and no more resources are available for other forms of assessment (Lane, 2004).

Besides, the intensive use of tests and formal assessments in classrooms has resulted

in increasing teachers’ workloads and gradually moving toward formal rather than informal

assessments (Brady, 1997). Increased application of standardised achievement tests in

school has produced a decrease in using teachers’ assessments to determine students’

strengths and weaknesses. Another major point to consider here is that some standardised
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tests, such as certification and exit exams, consist of items that assess a small segment of

the whole curriculum content. They are designed to include a small range of test items that,

according to test publishers, represent the most important instructional objectives that

students should comprehend and, thus, should be tested on. For this reason, teachers

themselves should have the chance to assess their learners on the other parts of the

instructional objectives that the external tests did not include (Williams, 2001).

Teachers and schools, as the main bodies who are directly involved in students’

learning, can better understand their learners’ needs. Therefore, setting their curriculum

content and designing their own instructional plans, in addition to assessment strategies that

correspond to their students learning needs, is more appropriate than providing them with

rigid plans designed generally, to be implemented in all schools. However, the main issue

here is whether teachers and schools actually have the chance to be involved in designing

such policies. The answer according to some studies is that this is not the case, since

stakeholders who are responsible for designing policies will prefer to do so according to

their own agenda, not that of schools or teachers (Bottery & Wright, 2000).

3.6.3. Class Size

The number of students in the class may have effects on teachers’ ability to apply

various teaching, learning, and assessment approaches. There are a few recent studies

(Blatchford et al., 2001; Graue, et al., 2007) that recognise the importance of this element

and its potential consequences on the learning process. For a particular class, with more

students, the grouping system could include more groups and each group may contain a

larger number of students within it depending on the class size. In such cases,
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the size of the group may affect the type of interaction when the teacher or
other adult works with the group, as well as the interactions between
children (Blatchford, et al., 2001, p.287).

Therefore, if the number of students in the class is small, the size of the groups may be

small, but when the class size is large, the groups within the class, as a consequence, will be

large. When teachers divide the class from one whole structure into various groups, they

should take account of many factors; their management of the class, students’

concentration, the interaction between students within each group, the type of instruction

and feedback that should be given to each group, and ways to manage such size and

number of groups in a single class. With small groups, it is easier for teachers to provide

help and feedback for each individual student than when there are large groups of students

in one class. According to Blatchford, et al. (2001):

in small classes teachers have more flexibility to address or teach larger
groups for particular occasions and purposes, while in a larger class they
may be forced into a less flexible arrangement, with more and larger
groups, which become the dominant unit for teaching and learning (p.299).

Other empirical studies (Graue, et al., 2007) showed that class size has an influence on the

teaching and learning process. These findings confirm that small class size can result in

more scope for teachers and learners to practise more effective interaction and to produce a

better learning environment. From teachers’ perspective, small classes can help them to

account for every student by providing them with more individualized instruction, and give

them more time for thinking and for participation in various activities, individually or

through group and team work. In addition,

pairing a smaller group size with adequate space allows teachers to tailor
activities that differentiate instruction, promote social problem solving, and
allow for divergent modes of learning (Graue, et al., 2007, p.683).
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All these results provide some evidence that reduction in the number of students within the

classroom may have a positive influence on teachers and learners and the learning process

in general. However, having said that a reduction in class size may be good does not

indicate that this action alone will support students’ academic achievement and will help

teachers to be more effective. In fact, there are other factors that should be considered, in

addition to class size, to produce a more powerful learning climate, such as improving the

curriculum, instruction, and providing schools with enough resources (Wainer & Zwerling,

2006)

3.7. Conclusion

This chapter highlighted some important aspects of education that are related to students’

achievement. Education policies and plans are intended to promote students’ learning

through the application of various instruction and assessment methods.

However, there are some factors within the school setting that are related to the

school environment and students’ personal characteristics that have a major influence on

their progress toward the fulfilment of educational assessment goals and objectives. These

various factors have different impacts, positive or negative, on students’ achievement,

which usually depends on the interaction between some/or all of them together with other

important factors. However, the selection of these factors to be explained in this chapter

does not imply that the other elements in education and psychology that may be related to

students’ achievement are not of the same worth and importance.

Assessment of educational outcomes was another subject explained here, since it

has become a significant aspect of education process that is very important for stakeholders,

such as professionals, educational researchers and policy makers. Yet, factors such as
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teachers’ skill with different assessment methods, class size and high-stakes tests could

negatively influence the learning process and, as a result, affect students’ progress.

After noting all these issues, it is important to discuss further the major influences

that high-stakes testing has on schools and the learning process. The next chapter will

explore these influences.
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Chapter 4

Assessment Effects on the Learning Process

4.1. Introduction

The main aim of this chapter is to describe the effects of applying high-stakes tests

in the school setting. Since there are very strong arguments about the validity of using this

kind of tests in mainstream schools nowadays, it is, therefore, important to identify those

opinions that stand against the widespread application of these tests in normal classrooms.

Many studies have discussed the possible effects that high-stakes tests have on the learning

process. Some of these studies (Barnes, 1989; Marchant & Paulson, 2005; McNess et al..

2003) focused on high-stakes tests’ influence on teachers’ instruction and assessment

practices in general. They explained the way that external tests have forced teachers to

narrow the curriculum instruction and assessment practices to teach to these tests.

Other studies (Bassett et al., 1978; Sternberg, 1989; Cullingford, 1997; Brady,

1997; Black & Wiliam, 1998; Kaasbøll, 1998) have focused on supplementary effects of

standardized achievement tests on assessing low-order thinking abilities and the greater

attention being devoted to grades and marks. They explained how the shift has gone from

providing these scores to identifying students’ academic achievement and progress with no

formative feedback to evaluating teachers’ and schools’ effectiveness. In addition, some of

these studies indicated that high-stakes tests have a negative influence on students’

motivation to learn, since they increase learners’ anxiety and affect their self-esteem. This

chapter will examine all those effects by reviewing research that showed those effects on

students, teachers, and schools.
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4.2. The Influence of High-stakes Testing on the Learning Process

Tests are the major sources that provide learners with grades that describe their

current achievement level. It is important to describe the significance of providing some

sort of practical indicators that reflect students’ educational attainment in schools, such as

grades and marks. These attainment indicators are very useful for teachers, since they need

to motivate their students’ learning through the use of these grades and marks to measure

students’ progress and understanding. It is important to determine these sorts of indicators

in the educational system to help educators plan for further development and remedy plans

to help their students to progress more positively and firmly during their learning. Besides,

some kind of testing, such as end-of-year examination can help teachers to devote the rest

of the year to teaching and learning, since it just take few weeks to prepare for these

examinations (Brady, 1997).

High-stakes tests are valuable, because they provide other people who are related

directly and indirectly to the learning process, such as parents and employers, with

significant information about students’ academic progress. Such indicators are usually

designated as measures of accountability, since they reflect teachers’ work to help their

learners (Brady, 1997). Hall and Hall (2004) explained that accountability:

refers to the provision of information to decision-makers, who are usually
external to the organization, such as government sponsors, funding bodies
or private donors. Accountability is about whether there is clear evidence
that the programme or policy has ‘caused’ any discernible effects or
changes in outcomes (p.32).

However, a great number of professionals and social science researchers (Cullingford,

1997; Lane, 2004; Barnes, 1989; Sutton, 1991; James, 2000) have a negative view of the

extensive use of external testing as an essential tool to enhance high standards, improve

instruction and improve students’ attainment. Before proceeding in explaining the major
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criticisms to high-stakes tests, it is important to explain two major points regarding such

indicators of achievement. First of all, it is important to define the meaning of high-stakes

tests, since most of the discussion is about these types of tests. High-stakes tests are those

examinations that are high in stake for students’ future success. They determine their

achievement standing in order to make judgments about the next step they can take in their

education or professional development. These types of tests are usually called high-stakes,

because they:

carry serious consequences for students or educators. Examples of high
stakes tests for students include those that identify special academic
accomplishments, those used for decisions regarding grade retention, and
those that determine high school graduation (Marchant & Paulson, 2005
p.2).

The following section will introduce some effects from the application of high-stakes tests

in schools. These tests could be implemented internally within the school assessment plan

through standardized teacher-made tests or by external tests from other education

institutions and organizations or both of them together. High-stakes tests have influences on

several parts of the education system: on the cognitive abilities assessed, on the teaching

process, on judging teachers’ and schools’ effectiveness, on driving and controlling the

teaching and assessment practices, on providing more formative feedback, and on students’

motivation to learn.
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4.2.1. Assessing Lower-order Thinking Abilities

The arguments about high-stakes tests’ capacity to assess higher-order thinking

skills are widely discussed by more than one researcher. While some scholars (Lindvall &

Nitko, 1975; Marzano et al., 1988) provide some suggestions to improve tests to assess

high-level skills, other educationalists (Sternberg, 1989; Kaasbøll, 1998; Brady, 1997;

Black & Wiliam, 1998) criticise external tests, since they measure only the lower level of

the cognitive domain, which is concerned with aspects with such as remembering and

revising, without giving more attention to some focal points like analysis, evaluation, and

synthesis.

One of the most commonly applied test forms in high-stakes tests is multiple-choice

items. Even though multiple-choice items are widely used to assess students’ progress,

some educationalists believe that tests based on multiple-choice items and other traditional

forms can assess only the basic abilities, such as knowledge and comprehension. However,

traditional tests-item forms, such as multiple-choice tests, can be very beneficial to assess

higher-order thinking skills if they are paralleled correctly with instructional objectives

concerning higher skills (Lindvall & Nitko, 1975).

Brady (1997) argued that there are limited benefits of using multiple-choice and

short answer tests, since these kinds of tests assess recall of knowledge and facts,

comprehension and possibly interpretation capability. Moreover, when it comes to students’

capacity to demonstrate their ability to describe themselves and formulate information in a

meaningful way, it is hard to use multiple-choice and short answer tests to assess these

abilities. Besides, no achievement test, from teacher-made tests or high-stakes tests, is

designed to include all possible questions that can assess each cognitive ability and

represent all the curriculum tasks. In fact, these kinds of tests are built to include some
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sample items that assess part of the whole population of knowledge and information studied

in a specific curriculum domain. Therefore, they are considered as limiting the gain of

knowledge and facts, since they assess only part of students’ understanding (Cullingford,

1997).

In addition, Black and Wiliam (1998), in reviewing the literature on the subject of

teachers’ assessment practices in schools, found that teachers’ assessments focus mostly on

surface learning by focusing the attention on some basic cognitive domain abilities, such as

knowledge and comprehension. Furthermore, most teachers do not revise the assessment

items they employ, whether individually or with other teachers, and most of the concern is

about grading, not the learning task. Furthermore, they noticed that multiple-choice items

are one of the forms that are frequently used in schools’ tests.

One major purpose of assessments in general is to provide tools that can help to

determine if students have the skills and abilities to implement what has been taught in

class in real situations in school or at work (Sternberg, 1989). As well, teachers spend their

time and effort to encourage the application of social, intellectual and communication skills

in the classroom and within the time limit of the classroom period. Nevertheless, some

educationalists (Bassett et al., 1978) believe that high-stakes tests cannot be used to assess

these abilities and the accomplishment of instructional objectives related to intellectual and

communication skills, since they are designed in specific ways to measure basic skills.

For this reason, some scholars (Black, 2001) believe that students’ performance on

test situations and the marks they gain, whether low or high, represent students’ ability to

pass these tests and get those marks, and do not reflect practical application of those skills

in real life situations. In fact, these marks do not indicate that students have demonstrated

that they can apply the knowledge gained. To assess students’ application of those abilities
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on the ground, therefore, more evidence is needed. Students need to be put in specific

circumstances where they can demonstrate such ability by practical involvement in real life

situations that show their capability to complete a task successfully (Black, 2001).

However, to assess higher-level cognitive abilities like synthesis and evaluation, it

is possible to implement informal strategies, which could include essay questions and

classroom observation (Lindvall & Nitko, 1975). Marzano et al. (1988) explain that

teaching higher-order thinking abilities, such as critical and creative thinking skills,

requires test publishers to design new test formats. These new tests can introduce and apply

these fundamentals in a manner different from the multiple-choice tests that offer just one

possible correct answer and assess typical cognitive abilities, which is not the case for

testing higher-order thinking skills. Yet, Sternberg (1989) believes that it is not appropriate

to measure synthetic abilities with standardised tests, even though they can be used to

assess analytic abilities. Besides, these tests cannot determine students’ capacity to apply

those abilities in school, or even when they start work in a specific job.

4.2.2. Effect on Teaching Process

On the one hand, it is obvious that teachers are the people best placed to understand

the learning behaviour of the learners. They spend hours instructing the learners about the

curriculum context and the instructional targets to be met. They provide them with effective

tools to comprehend their instruction and participate effectively in classroom activities. On

the other hand, teachers’ work in the classroom is considerably affected by the extensive

use of external tests that have been designed by others, rather than the same teacher in

classroom professional practice (Barnes, 1989). The time that schools spend in testing
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situations of students is time that has been taken away from teaching and learning

(Cullingford, 1997).

Marchant & Paulson (2005) have arrived at similar conclusions, but with more

focus on the other effects that high-stakes tests have on the teachers’ use of instruction

methods. Some studies have focused on the validity of external tests and their

appropriateness to be used in schools and for different ages. They discussed the validity

issue that arise s from the extensive application of high-stakes tests and they claimed that

such tests are not designed to assess the instructional objectives of schools and their

curriculum. In addition, they confirmed that:

the use of norm-referenced tests to assess mastery has been challenged.
Schools narrowing curriculum and teachers teaching-to-the-test and using
inappropriate test preparation approaches have been identified (Marchant
& Paulson, 2005, p.3).

Furthermore, since external tests have been used to judge teachers’ performance within a

school and to compare between schools regarding students’ results on national

examinations (Filer, 1993), most teachers believe that they should alter their teaching

methods to prepare for these kinds of tests. The findings of the previous studies showed

that teachers’ teaching style has been altered by the new interest in high-stakes testing

(McNess et al., 2003).

Assessing high-order thinking skills requires more practical and pragmatic

assessments that evaluate abilities beyond memorization of facts. Practical problem solving

skills are essential to increase students’ cognitive abilities, prepare them for their future and

help them to deal with more complex situations:

because students are assumed to obtain a more profound understanding of
the subject area, assessment of problem based learning should focus more
on the students’ skills in handling an ill structured situation than on
recalling the text-book (Kaasbøll, 1998, p.104).
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However, high-stakes testing may discourage this process, because traditional tests

encourage teachers to focus their teaching methods on applying tools that help students to

remember facts and general information, in order to get better results. Hence, it is argued

that schools’ educational practices have been modified negatively through the effort and

time consumed by the recent increased focus on testing (Sutton, 1991). In addition, Filer

(1993) indicates that the involvement of high-stakes testing in schools’ learning

environment has created significant differences between what teachers believe it is

important to teach and what these tests force them, in some way, to teach. Most teachers

feel obliged to modify their teaching methods to prepare for these kinds of tests. However,

students’ learning and their academic achievement may be affected by these new policies.

One important example reflecting this vital thought is an action research (Mullan,

1995) that was conducted by a high school teacher to study the effects on achievement of

employing different teaching methods for students with mixed abilities. The teacher

explained how the testing pressure and the fulfilment of subject content for the high-stakes

examination influenced her plans to apply the traditional teaching methods that centred on

memorizing knowledge and facts and providing answers to students to save time. Her major

concerns were trying to cover all topics in a specific time limit and have all students get

better scores.

After that, the teacher employed a new teaching method that focused on critical

thinking and analytical abilities to help her students to understand the subject better. She

found that the new method and the better use of multi-resources helped her students.

Further, even though the new teaching method required the learners’ application of higher-

order thinking strategies, most students indicated that the new method was more interesting

and they preferred it to the old traditional form. Furthermore, the teacher indicated that the
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learners felt more comfortable with the new teaching method, since it included dynamic

practices where students identified solutions for problems by themselves, not the teacher

(Mullan, 1995).

Another study (Marshall, 2007) was conducted on 40 primary and secondary

schools and around 1,300 teachers to investigate the proper ways to make students more

independent in their learning by means of assessment for learning practices. There were

three variables that teachers believed have major influence on students’ learning, namely

making learning explicit, promoting learner autonomy and performance orientation. The

findings showed that:

in two out of the three factors there was a marked gap between what
teachers claimed to value in terms of learning and what they actually saw
practiced. Around 80 per cent of teachers placed high value on those
activities they felt would promote learning autonomy but did not practice
them. Conversely, the same percentage valued little about the performance-
oriented culture in which they worked but perceived it as dominating what
they did. (Marshall, 2007, p.31)

4.2.3. Judging Teachers’ and Schools’ Effectiveness

Another significant effect that high-stakes tests have on the teaching process is

related to their increasing use of them for accountability purposes. Some schools have been

rewarded with extra financial bonuses for their students’ high scores on standardised tests,

while other low performing schools were considered for closure or less resources

(Williams, 2001). The current belief is that there is a common tendency to evaluate teachers

and schools according to their results on high-stakes tests, and schools are compared to

each other according to these results (Filer, 1993). James (2000) notes that external tests are

currently judged as high-stakes, since there has been a shift in their intentions from just

assessing students’ final product in all subjects to assessing teachers, schools, and local

education authorities. The declared purpose of testing might be for students’ benefit, but the
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evidence shows that those tests are implemented to assess schools and teachers. Some

research findings (Greenfield, 2005) showed that some parents even tend to support the

idea that teachers’ salaries should be given according to their students’ scores on tests and

their achievement performance. A professional study that was conducted by the University

of Canada with more than 4000 teachers and parents across Canada showed that eight

parents out of ten favoured rewarding teachers and staff according to their students’ scores

on tests. However, other professionals believe it is not fair to connect teachers’ salary to

students’ academic performance, since there are other factors out of teachers’ and schools’

control that influence students’ ability to gain the desired performance and attainments,

such as students’ socio-economic status (Greenfield, 2005).

A similar conception about assessing programme accountability was addressed by

another researcher. Lane (2004) believed that the testing process has forced the

consumption of tests to validate accountability programmes, rather than assessing the

important aspects of students’ creative thinking. In fact, assessment techniques could be

more appropriate to ensure that tests and assessments in themselves are not harmful

instruments to use in schools to assess students’ progress. Furthermore, the problem that

may arise from the inappropriate application of these educational devices is the different

uses of their results for specific accountability purposes rather than to support students’

learning (Brady, 1997). It is difficult to use these tests to evaluate students’ real ability as

well as to compare between the schools according to their students’ grades. There are other

factors that can contribute to students’ success rather than their actual achievement and

ability, such as:

their catchment areas, their staff turnover rates, the facilities and infra-
structure available to them, their truancy rates, the commitment of their
staff, and their policy in deciding who should be presented for given external
examinations (Black & Broadfoot, 1982, p.104).
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Besides, teachers’ ability to accomplish all those objectives may be limited to other factors

that influence their practices and minimize their freedom. These factors include external

pressure from the society and other stakeholders to fulfil specific objectives that may not

reflect teachers’ concerns and instruction objectives (Black & Broadfoot, 1982).

4.2.4. Effect on Curriculum and Teaching Methods

Another dilemma that arise s from the enormous emphasis on testing is the

influence of these tests on the curriculum domain to be taught and the appropriate

assessment methods to be used within a specific curriculum. It is important that the

curriculum content should drive the assessment methods to be used, not vice versa.

Focusing on high-stakes test items results in narrowing the curriculum content to be taught

to the learners, since the major aim is to give students the ability to pass these tests, not to

comprehend the curriculum content.

Many researchers (Brady, 1997; McNess et al., 2003; Satterly, 1981) believed that

the implementation of new testing plans that focus on high-stakes tests has resulted in

teaching specific curriculum content that could match items that will appear on tests. While

the anticipated aim of assessment usage is to serve the curriculum application in schools by

finding what has and/or has not been achieved in schools, the unwanted outcome of

assessment practice is to drive and shape curriculum planning. Some writers (Brady, 1997)

illustrate clear examples of testing influence on the curriculum through the introduction of

the National Curriculum programme in schools.
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Brady (1997) noted the importance of carefully deciding the way in which

assessments will be used in schools. Therefore, whenever it is planned to implement a new

educational curriculum, there should be clear and enough information about the curriculum

principles and structure. Furthermore, clarifying distinctly the curriculum structure may

help in identifying the appropriate assessment form to be used, since a specific curriculum

domain may need a different assessment form (Brady, 1997). An important example he

signified is the introduction of a new curriculum through the introduction of GCSE exams

in England and related assessments.

Moreover, he indicated that the other hidden targets set through the employing of

this new curriculum were to assess students’ and teachers’ performance in addition to the

new curriculum implementation (Brady, 1997). This practice may also make teachers teach

to the tests or instruct students to centre their attention on particular information and facts.

When an end-of-year examination system is used for summative assessment:

there may well be ‘question spotting’, resulting in incomplete coverage of
the curriculum; this problem is compounded by giving candidates a choice
of question as is the case in many written examinations (Brady, 1997, p.15).

As a result, the general outcomes that come from measuring students’ achievement may not

be correctly analysed and interpreted in the right way to give valid and reliable feedback to

all stakeholders in the educational system, from the students and teachers through to school

administrators and policy makers. Teaching in the direction of specific standards and

objectives that match external tests and do not reflect students’ academic and social skills

and the school curriculum will result in deficiencies in learning that might affect students’

success. Assuming that the teacher has done all he or she can to teach more effectively

towards an objective, there are good grounds in psychological theory for arguing that

unrelieved exposure to failure will be deleterious for all students:
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assessment, then, potentially equips teachers to define and teach for
objectives which are suitably poised for the abilities and aptitudes of the
students in question (Satterly, 1981, p.6-7).

Other writers (McNess et al., 2003) argue that using standardized tests and setting complex

standards has affected the education practice of teachers in many countries. Furthermore,

they explained from the findings of the PACE project regarding the impact of education

policy on classroom teachers and students’ experiences that:

the pressure from national testing and the influence of target-setting for both
individuals and schools had also impacted on the work of English primary
teachers during the 1990s to create a classroom environment which was
increasingly externally defined (McNess et al., 2003, p. 251).

4.2.5. Providing Less Formative Feedback

An additional criticism of the general use of external tests on students’ achievement

is that these tests are narrowing the general and important picture of the essential exercise

of assessments as just tests to apply in classrooms to assign grades after the end of the

course or at the end of the school year. External tests have been characterized, for a number

of educationalists and communities, as the only method to differentiate between students’

achievement and label them inappropriately as ‘bright’ or ‘low-achievers’. The major focus

and concern in such cases and in this old practice is about students’ grades, not what they

have learned to apply in their real lives. In addition, among the depressing consequences

that grades may cause to learners is that identifying learners as poor or best could harm

them, which may be reflected in their future performance (Brady, 1997).

Mostly, assigning grades to students represents the least important feedback that

any student can get through this evaluation procedure. Despite the fact that students may

realize from these grades that they have not met the specific criteria to get a higher mark,

students do not have any idea how they could avoid this low achievement and how they
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could improve their academic performance. In fact, the more those students encounter more

advanced and sophisticated concepts, the higher the likelihood that those grades will be

meaningless for students in the future (Rowntree, 1977).

Additionally, some teachers and students view some assessments as the end point of

the teaching and learning, since they usually represent the grades and results of students’

achievement in the middle of the educational process and/or at the end of this process

(Harris & Bell, 1994). Furthermore, another study (EPPI-Centre, 2002) reported the

negative effects of the intensive use of tests in schools on teachers’ ability to provide the

learners with the desired feedback regarding their strengths and weaknesses. The

researchers found from the project that teachers who are forced to deal with high-stakes

testing and summative assessment have less opportunity to give informal feedback. Since

teachers spend their effort in evaluating students’ progress towards specific criteria, such as

formal tests, they do not have sufficient time to spend with their students to give them

formative comments individually.

4.2.6. Effect on Students’ Motivation to Learn

Another important effect that is also related to high-stakes tests and has a major

influence on students’ achievement is anxiety. Anxiety is an additional significant factor

that has large effects on individual lives and it is responsible, in addition to other causes, for

the success or failure of individuals. In educational settings, no one can argue the effects of

anxiety on students’ learning and performance during knowledge obtaining and classroom

testing conditions. Many educational and psychological studies (EPPI-Centre, 2002;

McNess et al., 2003; Black & Broadfoot, 1982; Child, 1986; Cullingford, 1997) have

shown the importance of considering the possible effects of high-stakes tests on students’
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motivation to learn. Test anxiety and students’ self-esteem are among the effects that such

tests can have on students’ learning performance. The difficulty in this respect is the ability

to measure the amount of effects that anxiety has on high and low anxious students, and to

what extent this affects their achievement during testing situations. Further, it is hard to tell

whether students’ accomplishment on a specific test, high or low achievement, is a

fundamental effect of their academic performance in learning and teaching progression or

whether test anxiety has played a role in this manifest performance (McKeachle, 1977).

There is an important review (EPPI-Centre, 2002) that has been conducted to

examine systematically research evidence of the impact of summative assessment and

testing on students’ motivation for learning. In this review, the research group found that

there was a high level of anxiety among students, particularly girls, who do not prefer

summative assessment to test their academic performance. In addition, the study showed

that most of the learners preferred to be evaluated with other assessment forms other than

those tests, since they are usually accompanied by less stress.

One of the arguments concerning the negative effects of external testing is that these

tests put pressure on students that may affect their responses. A reaction to this opinion is

that if students are really encountering pressure and stress while preparing to take the

external tests, this is because their teachers, who are also facing similar tension and

pressure of the future consequences of the results, are communicating all these feelings to

their students inside the classroom (James, 2000). Some teachers believe that some less-

proficient students view tests as a kind of punishment process, rather than a means of

evaluation to promote learning (McNess et al., 2003). In addition, “knowledge of failure,

particularly if it is frequent, can be equally devastating” (Child, 1986, p.45). Therefore, in

such situations it will be difficult to eliminate students’ worries about tests. In addition to
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all these findings, the researchers found during their reviews of other studies on the effects

of summative assessments that introducing national tests in England has negatively affected

the self-esteem of low achieving students (McNess et al., 2003). Besides, tests:

may place an indelible stamp of intellectual status-superior, mediocre or
inferior-on a child, and thus predetermine his social status as an adult, and
possibly also do irreparable harm to his self-esteem and his educational
motivation (Black & Broadfoot, 1982, p.44).

But these negative effects could differ from one student to another, depending on the time

and situation (Harris & Bell, 1994). Cullingford (1997) indicated that after the assessment

application, the only students who will be motivated are those who did well in the

assessment. However, students who did not perform well in the assessment will soon be de-

motivated.

Applying tests in classroom settings could play an effective role in promoting

students’ learning, since tests can be operated as stimulus and rewards through the

employment of some of elements, such as praise and grades (Child, 1986). Besides, setting

specific dates to assess students through tests gives them the advantage of setting goals and

targets to prepare and organize their studying through the management of their time and

curriculum syllabus practise themselves until the test date. “Without such points of

reference, learning can be aimless or even a process of ferreting around to discern just what

it is a teacher expects” (Satterly, 1981, p.8).
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4.3. Toward More Beneficial Assessments

Generally, assessments are activities that are used to collect evidence of learning in

a systematic way. From the late 1970s until recent days, many educational assessment

specialists (Gipps, 1994) and educational researchers have argued that there should be a

further shift to new type of assessment that support student-centred learning. Since

“educational assessment includes all the processes and products which describe the nature

and extent of children’s learning” (Satterly, 1981, p.3), the major role of assessments in

students’ learning process is to support their learning through the multiple uses of different

assessment instruments, such as observation, positive communication, formal and informal

assessments.

Further, the traditional tests that have been used in schools are not the only

instruments that can be reliably used to measure students’ accomplishments. In fact, their

validity and reliability have been doubted. For example, some researchers (Richards, 1989)

argued that there are some factors such as nature and nurture that have effects on students’

general development and it is unclear to what extents these factors affect test scores.

Another pragmatic and efficient use of classroom assessments is to observe students during

teaching periods and classroom activities to see whether they have mastered what they have

taught. After that, direct and focused feedback on certain elements in the curriculum can be

given to students who may still have some difficulties in comprehending various parts of

the lesson.

Some researchers believe that educational studies that have examined teachers’

effectiveness in classroom teaching practice demonstrate that using assessment for

concentrating more on students during classroom period to help them overcome learning

difficulties and attain more is an essential phase of any total quality teaching exercise (Hall
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& Burke, 2003). Furthermore, one essential question that may be introduced by educators

and assessors is to what extent the numerous uses of testing and examination in schools and

students’ familiarity with such systems have helped them to comprehend the advantages

underlying the testing procedure, and “is the quality of their learning better?” (Weeden et

al., 2002, p.4).

Most schools, nowadays, apply different kinds of testing methods, which include

formative and summative assessment, in the classroom setting. According to Mouly (1968),

teachers can assess their students’ capacities, limitations, and other abilities through the use

of some simple and basic instruments, simultaneously or alone, such as observations,

interviews, and conversations. Since teachers spend more than six hours a day with their

students through the whole year, they can easily assess their students’ personality and social

skills without any need for educational and psychological tests and measurements.

Therefore, the current argument regarding assessment evolution is the need to

employ a different new assessment technique that takes in account the previous aspects,

which could be applied through the positive classroom interaction between teachers and

students in addition to the traditional summative assessments. James (2000, p.357) notes

that: “If assessment is to contribute positively to lifelong learning, it will need to support

learning how to learn and to develop new modes to capture ‘deep’ learning (knowledge of

concepts, principles and processes that can be applied in creative ways in novel contexts)

rather than ‘surface’ learning (of factual information and procedures that may only be

memorized for tests)”.
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4.4. Assessment for the Benefit of Students’ Learning

Since most educationists were not pleased with the shift in assessment policies

toward more application of high-stake testing and systematic assessments in schools, these

policies encouraged educational and psychological researchers to investigate different

assessment proposals in order to raise standards in schools (Herman et al., 1992; Gipps,

1994). Key researchers (Gipps, 1994) suggest a positive move from the psychometric tests

toward more assessment for learning, which applies non traditional techniques and

formative methods to assess students’ attainment. This type of assessment, Gipps (1994,

p.158) believes, “is a shift in practice from psychometrics to educational assessment, from a

testing culture to an assessment culture…our underlying conception of learning, of

evaluation and of what counts as achievement are now radically different from those which

underpin psychometrics”.

Researchers such as Herman et al., (1992), Gipps & Murphy (1994), Gipps (1994),

Torrance & Pryor (1998), Black (2001), Weeden et al. (2002), Hull & Burke (2003), and

Clarke (2005a, 2005b) support this move toward alternative assessment that supports

teachers’ assessment as well as understanding students’ models of learning. In addition, it is

important to understand the process by which students respond to assessment tasks, where

they may be asked to apply their knowledge and understanding to a new situation that is

similar to a previous task that they have already attained in classroom. Further, these

responses may provide a solid ground that may help professionals involved with

assessment construction, such as teachers and educationists, to design appropriate

assessments that fulfil these major needs.
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In addition, the new direction in assessment and learning methods may aid in

employing more effective strategies that help learners to develop new thinking and practical

skills, including managing their own learning by setting targets and plans to be

accomplished. The main reason for developing these skills, however, is that they are going

to be active participants in their societies and this new position needs to be supported with

“the creativity to generate new solutions to problems and to have the self-reliance, the

resilience, to fall back on their own resources in an increasingly fragmented world”

(Weeden et al., 2002, p.9).

Therefore, Gipps (1994) indicate clearly that to apply tests that assess learners’

basic skills and ability to recall facts and information is no longer in the interest of

educationists. In fact, “the majority of the population, not just the elite, needs to become

flexible thinkers, reasoners and intelligent novices, and to believe that they can do so. A

pervasive and narrow formal testing and examining system in a high-stakes setting will not

allow this to happen” (Gipps, 1994, p.161). On the other hand, she does not suggest the

total abandonment of traditional standardized tests and examinations, but argues the need to

design more effective assessment plans that in the long run may have positive effects on

teachers and learners, in addition to the teaching and learning process (Gipps, 1994).

These new alternatives could include a variety of methods that teachers and students

can benefit from, such as performance testing, authentic assessment, portfolio assessment,

process testing, exhibits, or demonstrations. The application of these new, varied,

alternative assessments could benefit disadvantaged learners, since they may perform better

on some forms than to others (Gipps, 1994). According to Herman et al. (1992), any

proposed new alternative assessments should in general “ask students to perform, create,

produce, or do something; tap higher-level thinking and problem-solving skills; use tasks
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that represent meaningful instructional activities; invoke real-world applications; using

human judgment; require new instructional and assessment roles for teachers” (p.6).

4.4.1 Teachers’ Role in Understanding Students’ Thinking Skills

It is academically desirable to develop new assessment techniques that help develop

students’ acquisition of more advanced cognitive skills through their participation in

classroom activities. However, “in order to encourage the teaching and development of

higher order skills, thinking processes and problem solving we must use assessment which

directly reflects these processes” (Gipps, 1994, p.30). Many researchers (Gipps, 1994;

Black & Wiliam, 1998; Black, 2001; Hall & Burke, 2003; Clarke, 2005a) indicate that it is

important to investigate students’ ways of thinking in order to understand the patterns and

trends of their responses to tests and assessments. Usually learners develop their model of

thinking and understanding through the teaching and learning environment. This includes

“learners’ construction or interpretation of the whole learning scenario and does not merely

refer to the physical features of the setting or the task including an assessment task.

Learners make sense of situations for themselves and each learner will make their own

‘sense” (Hall & Burke, 2003, p.5).

This means that teachers should attempt to comprehend their students’ current level

of ability, knowledge, skills and ways of thinking up to this point, since this may aid in

access to students’ style of thinking and understanding (Gipps, 1994; Harlen, 2000).

However, teachers cannot reach those targets without properly mastering all aspects of their

subjects. Besides, “teachers have to understand the construct which they are assessing (and

therefore what sort of tasks to set); they have to know how to get at the student’s

knowledge and understanding (and therefore what sort of questions to ask); and how to
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elicit the student’s best performance (which depends on the physical, social and intellectual

context in which the assessment takes place)” (Gipps, 1994, p.124).

In addition to those major elements that teachers should comprehend in order to

evaluate their learners’ educational progress appropriately, it is important to observe the

learning strategies students use in daily classroom activities to demonstrate their thinking

abilities in their group work activity involvement. These learning stabilities include deep

and surface learning. Knowing what tactics learners employ in their knowledge formulation

process may help in deciding the appropriate practices to employ in each tactic.

Some research findings indicate that an individual learner could use both tactics,

depend on the type of task they are encountering. Therefore, the same student may be a

surface processor learner in one condition and a deep processor learner in another situation.

The surface processing strategy could happen in situations that include “a heavy workload;

relatively high class contact hours; an excessive amount of course material; a lack of

opportunity to pursue subjects in depth; a lack of choice over subjects, and a lack of choice

over the methods of study; a threatening and anxiety-provoking assessment system”

(Hartley, 1998, p.51). The deep processing strategy is more likely in conditions that give

learners practical involvement in the learning process, such as

project work, learning by doing, using problem-based learning; setting
assignments that cannot be completed by memory work alone; using group
assignments; encouraging students reflection; allowing for independent
learning; providing authentic tasks; rewarding understanding and
penalizing reproduction; involving students in the choice of assessment
methods (Hartley, 1998, p.51).
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All these instructional practices and information could provide educators with the

proper educational analysis instruments that will help them to design more appropriate and

successful instruction and assessment procedures. Additionally, some students may not yet

have developed good skills to analyse educational tasks or they may have difficulty in

identifying the appropriate skill or technique to be used in applying their responses to a

particular task. Others could experience difficulties in their current models of thinking to

respond to classroom activities. Therefore, it is teachers’ responsibilities to understand their

learners’ current thinking models and to help them, whenever it is required, to develop new

patterns of thinking each time they find that an individual student lacks any specific

thinking and problem solving skills (Clarke, 2005a).

4.4.2 Evolving Multi-teaching and Assessment Methods

As well, and according to Black (2001), the desired new movement toward more

constructive assessments would help teachers to recognize practically how students

construct their cognitive understanding of specific knowledge and formulate their thinking

regarding those aspects in different models. If teachers can comprehend each element of

students’ model of learning, they can then restructure these models during the learning

process, by providing feedback and immediate comments to expand students’ ability to

build a different model of learning. This new model may help students to redirect their

thinking on specific situations, to apply more positive reasoning and higher-order thinking

skills. Besides, Black (2001) explains that:

a further indicator of a learner’s capacity is evidence of meta-cognition; a
person with strong meta-cognition will have a clear overview of the goals of
a task, will judge well when to abandon a line of attack on a problem when
it is not working and try to attack it in a different way, will go back and
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check earlier steps when stuck with a task and can review his or her own
writing in order to discern where it might not be clear to others (pp. 78-79).

In addition to these major steps in assessment, Black (2001) indicates that it is essential to

understand students’ ways of responding to tasks that involve complex skills through their

involvement in classroom activities and/or through their responses to a traditional given test

that requires the basic levels of understanding , such as recall of knowledge and facts. The

information gathered from those previous tasks may only be valuable and worthwhile when

educators use them to analyse students’ current needs and future progress according to

students’ specific model of learning. Otherwise, they might function as a scores and marks

that are unhelpful for formative purposes, and could rarely add anything to instructors’

current and future plans and to students’ educational needs. According to Black (2001):

since both the integrative and generative aspects of a learner’s cognitive
powers work out differently between different learners (e.g. according to
whether they adopt intuitive or analytical approaches to any task), the
inference from the data to a model of the learner cannot be simple or direct.
Ideally, assessment should be based on multiple complex tasks, with several
aspects of the learner’s response analysed by methods which allow for the
inherent uncertainty in proceeding from data to a model (p.78).

As a result, it is essential to understand the whole learning and thinking process that a

student develops during his/her educational progress in order to reach the situations where

he/she realizes the major point behind particular tasks and activities. However, to fulfil

these requirements, teachers should evolve specific teaching tactics to assess students’

thinking strategies through understanding what students currently know and what kind of

thinking methods they have applied to finally reach specific conclusions (Clarke, 2005a).

Besides, it is imperative according to Gipps (1994, p124) “to take a child’s initial ideas

seriously so as to ensure that any change or development of these ideas and the supporting

evidence for them makes sense and, in this way, become “owned” by the child”.
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Another main target of educational assessment is to prepare learners to play an

active function in their societies and to be responsible for their new positions through the

application of their knowledge and thinking skills they have gained, to help others in the

construction of their societies. Therefore, a major aim of educational assessments and tests

in schools is to assess whether students have gained the required practical skills and

capabilities that they need to apply in the future and aid them to understand the needs of the

labour market. Further explanations about the significance of such skills in real world

application are offered by Black (2001). He clarifies that it is imperative for any

community to be supplied with people who have the major skills and abilities to share

practically and effectively with others. Therefore, there should be some sort of assessment

that helps to determine and measure these abilities.

However, these capabilities can only be measured effectively by recording

individuals’ participation in their societies. Besides, applying this kind of assessment in

practice will only be effective if the results of such measures represent a valid prediction of

future ability. According to Black (2001),

this argument would have force even if the social nature of cognition were to
be overlooked, but it acquires more fundamental significance if this social
dimension is given prominence, for the social perspective then involves far
more than the mere addition of some social skills to the skills of learning as
an individual, because interactive functioning is now seen as an essential
locus of the learning itself (p.80).

To conclude, the new movement in educational assessment development plans is to design

another assessment technique rather than the current traditional testing programme that

focus only on a single score on a specific test. The traditional testing method concentrates

on the number of test items that a learner gets correct, and as a result his/her final score on

that test. However, the major aims of educational assessments should be to provide

understanding of students’ meta-cognition abilities, and to build data about students’
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educational achievement through the use of multi methods that provide intensive

information about students’ academic attainment (Gipps, 1994).

The new assessment form should promote the use of various assessment strategies

and forms to provide learners with more educative feedback and informative information.

Besides, this new form of assessment should encourage students’ involvement in

assessment process by giving them the chance to assess themselves and their peers. This

kind of assessment is called formative assessment or assessment for learning, which will be

the focus of the next chapter.

4.5. Conclusion

The foregoing review showed that high-stakes tests are controversial. Many

educators have expressed negative thoughts about the use of these kinds of tests as a tool to

measure the education process outcomes. Their main comments about assessments are that

they have been used for a long time as the only methods to measure students’ attainment to

obtain grades and marks. Moreover, a criticism of the general use of educational

assessments in measuring students’ achievement is that educators are narrowing the general

and important picture of the essential exercise of assessments as just tests to apply in

classrooms to give grades after the end of the course or at the end of the school year.

In addition, these researchers think that the major focus in this old practice is on

students’ grades, not what they have learned to apply in their real lives. Further, these kinds

of tests measure only one part of the curriculum, that is, the lower level of the cognitive

domain and neglecting significant skills like analysis, evaluation, and synthesis. Even

though those effects are the most visible ones that many educationalists have indicated in

addition to some other effects, some professionals, especially those who are responsible for
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setting assessment policy plans that recommend high-stakes tests to be applied in schools

and those who are engaged in the implementation process of external testing in schools, try

to assert positive views regarding the application of external tests. The reason for this is to

respond to others who oppose those kinds of tests.

The discussion notes the key interest of researchers in the educational assessment

area, to design a more powerful assessment that recognizes the students’ model of thinking

and learning. In addition, it highlights possible ways to understand learners’ meta-cognition

skills, other strategies they need to develop throughout the learning process, and the

importance of these new strategies in helping students effectively contribute in classroom

activities and acquire skills that could support them in their study. Educators also have a

significant role to play in their students’ thinking abilities and skills improvement.

The main features of the new movement in educational assessment development

plans is to design another assessment technique rather than the current traditional testing

programme that focuses only on a single score on a specific test. The traditional testing

method concentrates on the number of test items that a learner gets correct, and as a result

his/her final score on that test. However, the major aims of educational assessments should

be to provide understanding of students’ meta-cognition abilities, and to build data about

students’ educational achievement through the use of multi methods that provide intensive

information about students’ academic attainment.

The new assessment form should promote the use of various assessment strategies

and forms to provide learners with more informative feedback. Besides, this new form of

assessment should encourage students’ involvement in the assessment process by giving

them the chance to assess themselves and their peers. This kind of assessment is called

formative assessment or assessment for learning. The next chapter will introduce the main
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features of this type of assessment procedure. It will provide information about the

usefulness of this method to provide teachers and learners with important information

related to the teaching effectiveness and students’ strengths and weaknesses in addition to

other possible benefits for the teaching and learning process.
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Chapter 5

Formative Assessment

5.1. Introduction

The research on which this chapter is based is to introduce the main concepts of the

formative assessment approach as an alternative effective tool in schools. The new criterion

of the effectiveness of assessments and tests in education settings is that they should

operate as assessment for learning rather than just assessment of learning. This notion

indicates a move away from the traditional test practice of evaluating students’ educational

outcomes by means of a single score in a specific test, to more formative assessment that

provides positive feedback information to learners. From this perspective, the new

assessment approach may practically aid both teachers and learners to plan for more

improvement in their teaching and learning strategies, in addition to assisting them to

recognize their past and current strengths and weaknesses and possible solutions for present

and future enrichment.

The chapter begins with a focus on explaining the key aspects of formative

assessment as an alternative method that may help students to benefit more from the

assessment process. It will introduce current research perspectives and views on this

technique and its possible advantages that could help to improve students’ progress during

their learning.

Next, the following section then describes the major features of the formative

assessments that a number of key writers introduced in their writings and research studies.

It describes the key interest of researchers in the educational assessment area to design a
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more powerful assessment that involves recognising the student’s way of thinking and

learning. In addition, it concentrates on possible ways to understand the meta-cognition

skills that learners have already established and the other strategies they should develop

throughout the learning process. Besides, this part will clarify the importance of these new

strategies to help students effectively contribute in classroom activities and acquire the

proficiencies that could support them in their study.

However, educators also have a significant role to play in students’ thinking

abilities and skills improvement and this important role will be illustrated in the same

section, in addition to describing the appropriate ways to profit from all these elements to

build a more effective classroom assessment. Research on the main concepts of formative

assessment and their appropriate application in schools is then explored. In so doing, the

definition of formative assessment will be explained.

This is followed by exploring the most significant techniques of formative

assessment, with information about the basic features of each individual technique and

effective means to apply them in classroom settings. These major techniques involve two

groups of participants: teachers, whose practical role consists of diagnostic assessment,

teacher-student interaction, teachers’ expectations, collaborative assessment, teachers’

feedback, and positive questioning in the classroom; and learners themselves, whose

involvement in formative assessment practices includes setting assessment standards and

criteria with learners, self-assessment and peer assessment. Each of those techniques will be

explained in some detail to examine their importance, effectiveness and appropriate ways to

apply them in classroom settings to help students increase their achievement level and

learning ability. Teachers’ understanding of formative assessment elements and its positive

impact on teaching and learning will be considered, in addition to the important aspects that
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teachers should comprehend in order to apply the different formative assessment techniques

correctly and effectively. Finally, the benefits of teacher training on different assessment

methods will be explored, to determine the importance of teaching training in increasing

educators’ assessment capabilities.

5.2. Assessment for Learning

For all those reasons that have been discussed previously in the last two chapters, it

has been noted that in recent decades there has been a shift in research focus away from

traditional tests, to exploring a more beneficial technique that may provide formative

assistance to students. Such studies have concentrated on using teachers’ assessments to

promote students’ effective learning by analysing the interaction between assessments and

learning and the importance of using an alternative assessment technique that helps students

to recognize their potential strengths and weaknesses (Black & Wiliam, 1998).

Some researchers (Wragg, 2001) identify these new alternative assessments as

informal assessment while most recent researchers (Gipps, 1994; Black & Wiliam, 1998;

Hall & Burke, 2003) in the educational assessment development area describe the two

notions of formative assessment and assessment for learning. They serve the current

interest to find different assessment methods based on different concepts and tools, in

addition to traditional testing methods and summative assessments. This type of assessment

encourages informal feedback from teachers to their students on a regular basis and directly

at the time of teaching and assessment, so the teacher immediately alters the teaching

method and feedback content according to students’ needs (Hollandsworth, 2001). Harlen

(2000) indicates that:

children have a role in assessment for this purpose since it is, after all, the
children who do the learning. No one else can really change their ideas or
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develop their skills. Thus the more they are involved in knowing what they
should be trying to do, the more likely it is that their motivation and effort
are enlisted in advancing their learning (p.112).

The application of a formative assessment approach may facilitate raising standards in

education if all groups who are concerned about improving assessment practices in schools

give it a chance to be introduced in their assessment plans. Also, it is important for

educators themselves to be given the opportunity and power to plan and use different

methods in their classrooms. If given this autonomy, they could design more efficient

instructional methods and assessment techniques that fit their students’ needs, rather than

confining their teaching and assessment practices to more formal means that assess basic

skills and thinking abilities. Black (2001) also explains that:

standards can only really be raised by improvement in the classroom work
of teachers, for which they are responsible. Other approaches to raising
standards, notably setting targets or testing more frequently, impose
pressures for which teachers are not responsible (p.76).

5.3. The Definition of Formative Assessment

Black and Wiliam (1998) explained that formative assessment can be defined as a

method that represents all classroom activities that are performed in classroom settings by

either educators and/or their students and employ both of them in the process. It includes

some informal techniques that teachers commonly use, such as questioning learners and

observing them through their participation in activities and judging their educational

performance in either structured or unstructured ways. In addition, it involves the continuity

of these assessment processes in different phases of the lesson and in a systematic manner.

This kind of approach helps teachers to construct a valid picture of their students’

performance and learning abilities. Besides, it provides formative information which they

can feed back into their teaching and learning process by planning for some specific
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individual or group instruction. This may include some decisions about whether they

should re-explain some particular tasks and do some more work on an existing part, or

move to a new task in the curriculum (Gipps et al., 2000).

Some researchers (Hall & Burke, 2003) divide formative assessment into two types:

planned formative assessment and interactive formative assessment. Planned formative

assessment can be used in the classroom settings to give teachers informative information

about their students’ current performance. This type of assessment can be categorized as

semi-formal, since it employs formal assessments, such as tests to produce formative

feedback that could improve students’ learning. It may be used at the beginning of teaching

of a specific segment of instruction and after delivering the whole content. After that, both

teachers and learners clarify the information collected, to use it for further consideration in

accordance with other aspects such as the topic being studied, students’ past

accomplishment, and the approaches that both educators and students will use to plan for

further learning.

Interactive formative assessment, in contrast, takes place during classroom

interaction between teachers and their students and it is hard to predict the kind of learning

experiences that could be applied in this assessment. Teachers’ involvement in the process

comprises gathering information about students’ thinking and performing abilities through

observing students’ individual and group activities, recognizing the significance of these

educational behaviours as well as giving immediate response. The essential aspect in this

assessment is that:

the teacher responds or acts in relation to what is deemed to be worth
noticing at the time and the teacher’s response is immediate, unlike in the
case of planned formative assessment where there is a longer time gap in
responding (Hall & Burke, 2003, p.15).
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Many researchers (Black & Wiliam, 1998; Gipps et al., 2000; Clarke, 2005a; Clarke,

2005b) studied the main features of teachers’ classroom assessment practices that support a

formative approach and employ students’ involvement in the process as another key factor

to improve the quality of their assessments. Through their analyses and syntheses of

teachers’ practices, they arrived at conclusions about the main aspects of effective

classroom assessment that represent the notion of assessment for learning or, in other

words, formative assessment. These major aspects include diagnostic assessment; setting

standards and learning goals with learners; teachers’ and students’ feedback; effective

classroom questioning; self-and peer assessments.

5.4. The Main Elements of Formative Assessment

To begin with, like any other type of assessment, formative assessment consists of

some important key elements that any school and teacher should take into account when

applying this kind of assessment. Many researchers (Gipps, 1994; Black, 1998; Black &

Wiliams, 1998; Torrance & Pryor, 1998; Clarke, 1998; Weeden, Winter, & Broadfoot,

2002; Clarke, 2001; Clarke, 2003; Black et al. 2003; Clarke, 2005a; Clarke, 2005b) who

focused on assessment practice in schools, explain the key aspects of the formative

assessment technique. They pointed out practically the ways in which school administrators

and teachers could direct their efforts to apply formative assessment in meaningful ways.

These researchers’ writings introduced the main formative assessment elements that

some schools might apply nowadays, although not exactly in the same manner as the

researchers presented in their books and articles, such as feedback from teacher to students

and from student to teacher and from student to student. The subsequent pages will

introduce in more detail the main elements of the formative assessment techniques, in order
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to clarify their main features as described in the research, as well as possible ways to apply

them in practice. Subsequent sections will illustrate techniques that educators may use to

involve learners practically in the learning and assessment processes.

5.4.1. Diagnostic Assessment

Teachers are the major element in classroom assessment practices, due to their

direct interactions with learners, which gives their assessment of learners’ progress

particular validity. Teachers’ formative assessment practices may take many forms, one of

which is diagnostic assessment (Harlen, 2000). Since one major purpose of assessment in

teaching and learning practice is to discover what students have and have not achieved, and

their strengths and weaknesses in regard to different subjects, diagnostic assessment is one

of the most appropriate methods that fits these needs (Gipps & Murphy, 1994).

Some studies (Stiggins & Conklin, 1992) of classroom assessment practices show

that teachers rarely use their classroom assessment methods to help them understand their

students’ learning difficulties and just a few teachers use these assessments to evaluate their

classroom instruction. Stiggins and Conklin found that even though the schools in the

United States apply many standardized tests to measure students’ achievement, teachers felt

that the extensive use of standardized tests in their classes did not help them to diagnose

their students’ weaknesses to guide them to better planning for future instruction.

However, before going on to describe the major features of diagnostic assessment

and the different possible ways in which both teachers and learners could benefit from its

application, it is important here to define the differences between the practical functions of

the terms, formative and diagnostic. Some researchers (Blenkin & Kelly, 1992) distinguish

between the formative and diagnostic functions of assessment in that:



111

formative assessment is essentially concerned to identify what a student can
do, while diagnostic assessment focuses on what he/she cannot do (p.8).

One of the main features of this kind of assessment, as assessment for learning, is to

diagnose students’ learning to give them the support they need through analysing their

strengths and weaknesses and identifying difficulties, to assist them to learn. According to

Stephens & Crawley (1994), in any teaching and learning plans, teachers need to know the

current position of their students’ performance and learners’ expectations from their

teachers and the sort of practical activities they are used to. Diagnostic assessment helps

teachers to achieve those aims through the analysis of students’ existing capability and

skills in specific subjects, to help teachers take further instructional decisions regarding

supplementary procedures for future accomplishment and to decide the appropriate

approaches they should apply to modify their teaching and assessment methods in

accordance with students’ current needs (Gipps, 1994). In addition, the major aspect of this

method is that teachers achieve the diagnostic goals through conversation between them

and their students, to identify the main subject areas where the latter are struggling (Harris

& Bell, 1994).

It is important to acknowledge here that the use of assessments for a diagnostic

purpose in a formative approach that applies informal ways, such as observations and

questioning, differs from other standardized diagnostic instruments (Blanchard, 2002) that

are applied by specialists, which are designed to diagnose specific weakness in students’

learning (Harris & Bell, 1994). In the latter tests, teachers and students are inactive

participants in the diagnostic process. They do not contribute dynamically, as major factors

in the teaching and learning process, through their active and continuous participation in the

operation. In fact, teachers just receive the results from specialists regarding students’

present ability status, according to their responses to the diagnostic instrument, without any
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further formative information regarding any possible alteration to educators’ teaching

method(s) and further classroom assessment procedures.

As a result, some people have taken a negative view of teachers’ role in this

process, arguing that diagnostic assessment is not part of teachers’ work, and there are other

people, mostly psychologists and specialists, whose role is to perform such tests. However,

this is a misunderstanding of the possible use of diagnostic assessment as an important

feature of formative assessment. In fact, teachers themselves can introduce this approach in

their assessment plan and carry out this technique in the classroom setting if they have:

good understanding of the detail of the subject and skills which the children
are to learn and when they have training in observation and questioning
(Gipps, 1994, p.125).

It is essential that teachers should have the opportunity to be trained in such techniques,

since this training may help them to apply this beneficial method in their classes and to

obtain important information concerning students’ current skills and understanding. In fact,

diagnostic assessment is considered by some educationalists as one of the different

elements in the formative assessment approach has, and because any teaching and learning

method usually includes formative assessment application, it is important to consider

offering teachers training in such forms (Gipps, 1994). The training could start at the

university level when teachers start their undergraduate and postgraduate degrees in

education. Additionally, training may be provided as part of in-service training on

formative assessment approach specifically, or on classroom assessment procedures in

general.
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5.4.2. Teacher-student Interaction

The traditional role of teachers in classroom settings as the providers of knowledge

and experiences and learners’ role as passive recipients of these elements affects the

relationship between these two important parties in the learning process. Through this past

practice, students usually view their teachers as the persons who have total power and

control over the whole processes and this position makes them less equal partners (Pole,

1993). According to some writers (Weeden et al., 2002), many psychological studies have

proven that factors that are related to emotion in learning such as self-esteem and

motivation can play very significant role to enhance learners’ achievement. However:

by separating emotion from logic and reason in the classroom we have
simplified school management and evaluation but we have also then
separated two sides of one coin and lost something important in the process
(Weeden et al., 2002, p.15).

Therefore, it is teachers’ responsibility to do their best to change learners’ beliefs by

building a mature positive rapport between them and their students, since they are engaged

with learners in classroom activities (Carnell & Lodge, 2002). This may help to construct

confidence bridges between them, which as a result supports starting the interaction process

with an encouraging message between both parties; teachers and students, and students and

their peers, which accelerates the teaching and learning process in a constructive way

(Gipps et al., 2000). Besides, building a strong relationship between educators and their

learners and between learners and their peers, through positive interaction, helps to build

trust between them, and:

all participants can gain meaning and develop as a result of the learning
interaction, in other words that teachers also learn while students are
learning (Gipps et al., 2000, p.9).
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This facilitates teachers’ ability to put into practice several assessment techniques that rely

on this positive relationship, such as feedback (Sadler, 1998), as will be discussed in a later

section. In fact, teachers themselves can benefit from any positive interaction between them

and their students since the latter:

are directly affected by the teacher’s personality, teaching techniques, skills,
and knowledge, and they can provide teachers with essential information
about these attributes that they may be unaware of (Smith, 1996, p.34).

Black (2001) gives clear and meaningful ideas about the ways that students can benefit

from a better interaction between them and their teachers to help them to undertake their

responsibilities in their current and possible future learning:

with better interaction in the classroom teachers will be in closer touch with
their students’ progress in understanding, students will become more active
and responsible as they become involved in expressing their thinking to their
teachers and to their peers, and students will be drawn into taking
responsibility for their learning through self and peer assessment. All this
should lead to enriched learning now and to students who are better
equipped to learn in the future (p.76).

Instructive communications inside the classroom may take several forms that demand the

application of different techniques. As Harris and Bell (1994) explain, concerning students’

involvement in their teachers’ assessment,

much communication between teachers and learners should take place
through the medium of assessment and evaluation. The assessment and
evaluation can be formal procedures or informal procedures such as
conversations (p.134).

The foremost aim of this practice is to help to assess students’ academic progress regarding

specific topics in the curriculum and the final outcomes targeted for students to achieve. In

addition, classroom assessments must involve negotiations between groups of students and

between students and their teachers concerning topics that are related to the assessment

procedure itself, such as discussing the assessment objectives and the appropriate criteria to

be used to evaluate students (Harris & Bell, 1994).
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Some research findings (Pole 1993) show that continuous negotiation between

teachers and learners was the fundamental technique that teachers used to analyse their

students’ learning needs, including strengths and weaknesses in past performance, as well

as the possible approaches that learners can implement to make some improvement. It may

embody also educational tasks that need group work to ensure that each person has the

opportunity to participate in the process.

In addition, some professionals suggest that these discussions can be used in

situations throughout classroom activities that require teachers’ and/or peers’ assessment,

such as:

informal questioning during learning/teaching, groups of learners working
together on a project or syndicate work, specific feedback from the teacher
(or peers) about an assessed piece of work (Harris & Bell, 1994, p.108).

However, it is important to point out here that, usually, when teachers assess their students’

educational attainments they use some other strategies like:

attitude, effort, personal progress. Most teachers do not always specify these
components with an allotted weight, but they are usually a subjective part of
the teacher’s assessment of the learner (Smith, 1996, p.33).

5.4.3. Teachers’ Expectations

Another imperative element that has a vital influence on students’ achievement and

may play a significant role within teacher-student interaction is teachers’ expectation of

students’ outcomes. Numerous reviews (Gipps & Murphy, 1994; Muijs & Reynolds, 2001)

of educational and psychological research demonstrate that teachers’ expectations of

learners’ future performance is another element that may affect, positively or negatively,

students’ responses to academic situations and change the way they react to academic tasks

and the learning process. Indeed, some educationists believe that the teacher’s expectation

of his or her student’s potential attainment may be regarded as one of the most important
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aspects that influence both schools’ and teachers’ teaching and learning effectiveness

(Muijs & Reynolds, 2001).

It has been argued (Muijs & Reynolds, 2001) that some teachers have a tendency to

develop expectations of their learners’ academic achievement even before they have any

idea or indications about their students’ actual or previous intellectual accomplishment.

There are several ways that teachers may practice this kind of negative expectation in

classroom settings. Muijs & Reynolds (2001) indicate that bias may be displayed by:

paying closer attention to high expectancy students and spending more time
with them, by failing to give feedback to responses from low expectancy
students, by criticizing low expectancy students more often and praising
them less often, by not waiting as long for the answer of low expectancy
students, by calling on them less to answer questions, by asking them only
lower-order questions, giving them more seatwork and low-level academic
tasks, and by leaving them out of some learning activities (p.64).

To summarize, the significance of teachers’ expectation in students’ learning progression,

is that there is:

a relationship between teacher expectation and the curriculum offered the
child, and this is in turn had an effect on the child’s progress (Gipps &
Murphy, 1994, p.4).

Muijs & Reynolds (2001) suggest a number of approaches that teachers could apply in

classrooms to make certain of the appropriateness of their teaching and learning exercises;

these could include believing in all students’ ability to learn and also delivering this

important message to their students, to increase their self-confidence and self-esteem.

Finally, it is essential to note here that:

expectancy effects can manifest themselves through allowing students of
whom the teacher has low expectations to behave worse and be off task and
disengaged from the lesson more often than high expectancy students, as
well as through giving them more punishments and fewer rewards than high
expectancy students (Muijs & Reynolds, 2001, p.65)
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5.4.4. Teachers’ Feedback

Teachers’ feedback to learners is another significant aspect that is widely explained

as a major element in formative assessment and has been regarded by researchers and

professionals as a powerful tool to enhance teaching and learning in schools (Herman,

Aschbacher, & Winters, 1992; Gipps, 1994; Harris & Bell, 1994; Black, 1998; Black &

Wiliam, 1998; Sadler, 1998; Askew, 2000; Gipps et al., 2000; Clarke, 1998; Clarke, 2001;

Clarke, 2003; Clarke 2005a; Clarke, 2005b; Wragg, 2001; Black et al., 2003). Many

stakeholders inside the education system benefit from the feedback process to modify their

way of work and performance, since this technique helps to identify performance strengths

and weaknesses, and positive and negative effects that may be associated with previous

performance. This in turn helps in planning future strategies to cope with these effects and

to modify current actions for more successful outcomes. However, if this technique is to

make significant changes in educators’ traditional practice, it should be constructed in their

teaching strategies and not used as an extra, non-active method (Black, 1998).

The feedback function can embody several areas in education and assist different

individuals who have responsibilities toward education, such as administrators, teachers,

parents and students (Herman et al., 1992). Since the main focus of this section is to

provide more specific information regarding teachers’ feedback to their students and its

constructive and practical function toward students’ learning, the next paragraphs will

explore feedback processes and aspects in relation to classroom setting involving teachers

and students. Initially, it is not an exaggeration to say that feedback from teachers to

students may be the main element in the formative process inside the classroom. It

represents teachers’ direct and immediate responses concerning students’ answers in

assessments that teachers provide on a regular basis (Wragg, 2001). In addition, teachers’
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feedback may be considered as an influential approach to increase students’ motivation

toward learning and academic achievement (Harris & Bell, 1994), and:

it contributes directly to progress in learning through the process of
formative assessment, and indirectly through its effect on students’
academic self-esteem (Gipps, 1994, p.130).

The positive interaction between educators and learners through direct feedback can help

teachers to acquire insight into students’ errors and so take action to promote more efficient

teaching and learning (Wragg, 2001). Given the benefits that teachers and students may

desire from the application of feedback in the classroom, educationists should focus on the

immediate implementation of this technique in schools. The question is not whether schools

should employ this strategy in their assessment plans, but how it can be applied in the

context of the whole curriculum and the time available (Sadler, 1998).

In addition to those fundamentals that are related to teachers’ recommended plans,

Gipps (1994) and Sadler (1998) confirm that it is important to consider learners’

understanding of teachers’ assessment criteria, by which they can evaluate their work. This

can be achieved by giving them appropriate information and comments that will help them

to decide the further steps they should take to improve their learning and to tackle their

weaknesses. Indeed, this effective practice will ensure students’ participation in the

assessment process and keep them as active and important contributors in classroom

assessment practice.

Gipps (1994) believes that students should have a clear idea about the educational

targets that they should achieve throughout the learning process, so they can judge their

current capability against the final desired target, and find out what strategies they should

develop to narrow the space between their actual capacity and that required by targets

(Gipps, 1994). This necessitates teachers’ continuous feedback to assist learners to reach
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these standards and goals by applying different strategies. However, in situations where

teachers do not have specific assessment criteria and/or cannot develop one that helps

students to compare their performance,

then the use of descriptive statements and exemplars is a useful way to set
about providing guidelines for students (Gipps, 1994, p.128).

For students to develop new strategies to support their present and future performance and

to benefit from teachers’ feedback, they should be taught by teachers or professionals the

major skills they need to build those abilities. As Sadler (1998) argues,

students also should be trained in how to interpret feedback, how to make
connections between the feedback and the characteristics of the work they
produce, and how they can improve their work in the future (p.78).

The logic behind these recommendations is that giving learners direct feedback after

exacting tasks does not mean that they know how to benefit from this information to

improve their future performance. Therefore, it is essential, if the whole process is to be

successful, to assist learners with strategic plans to immediately apply teachers’ feedback

and alter their thinking approaches in the light of those instructional comments.

In accordance with the definition given by Gipps et al. (2000) of the different types

of feedback, assessment feedback can be categorized into two main aspects, evaluative

feedback and descriptive feedback. The essential aim of evaluative feedback is to sustain

students’ motivation and self esteem, whereas the main target of descriptive feedback is to

make:

specific reference to achievement or competence in relation to the task at
hand or more general goals. The descriptive feedback often allows formative
assessment and offers students the information needed to ‘close the gap’
between actual performance and desired performance. It is thus a crucial
element of any teaching repertoire (Gipps et al., 2000, p.7).
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There are many approaches that educators can use to give feedback information to their

students, depending on students’ characteristics and their learning difficulties. For

situations where students are asked to write several paragraphs about a particular topic,

there are many possible methods that can be used to provide a positive feedback to them.

Harris and Bell (1994) suggest a variety of techniques that teachers can use including:

comprehensive ‘notes in the margin’ or at the end of an assignment, verbal
(or non-verbal) feedback during discussion in class, and computer marked
multiple-choice items (p.108).

One of these methods, which Harris and Bell explained in brief, is a purposely-designed

form to assess the quality of students’ writing and provide formative information to

students as a guide for future assignments in writing. These forms should specify the main

elements that are important in any written assignments, such as structure, argument,

sources, style, presentation, and mechanics. Wragg (2001) makes the following suggestions

about teachers’ recommended actions regarding their learners’ possible errors:

if students are to learn from their assessment, then correction of errors and
discussion of what they have done is essential. Questions to be faced over
marking include: whether to correct errors or make students think about
them for themselves; what kind of signs or comments to write on work, and
whether to indicate these at the appropriate place in the student’s book or at
the end; what to do with children who make numerous errors or appear
generally bewildered by the task; how to follow up the assessment to
encourage children to learn from their mistakes and build on what they
know, rather than get demoralized (p.74).

The main advantage of this is to let all students benefit from the assessor’s comments to

each individual student, to help all of them avoid committing similar errors again in future

assignments. Moreover, this process represents the core of the assessment for learning

approach, since:

much learning is by learners working on assignments on their own or in
groups rather than in more formal classes taken by the teacher (Harris &
Bell, 1994, p.109).



121

In addition to those previous aspects, teachers can benefit from their earlier notes on

students’ attainment to give them feed forward that helps to gain insight into future needs.

The feed forward method works when teachers use students’ records of achievement, and

any comments these contain on their weaknesses and areas where they need immediate

consideration for more explanation and detail, to meet learners’ performance needs. In

addition, it aids educators to expand their ability to predict students’ educational needs,

which help them, as a result, to arrange for future remedy plans that fit learners’ models of

learning through the adjustment of teaching methods and instructional focus and

assessment techniques. However, to give this approach the chance to succeed in classroom

settings, teachers should consider the importance of giving more continuous feedback. The

significance of this factor, according to Harris and Bell (1994), is that “the feed forward

needs to be associated with a continuous feedback as well to enable continuous adaptations

to be made” (p.135).

5.4.5. Positive Questioning

Positive questioning is an additional formative assessment element that may be used

in classroom settings, that can help teachers to gain insight into students’ understanding of

the curriculum material and to what extent they have mastered the major objectives that

have been set by them and their teachers. Teachers usually use questions in class to

evaluate students’ thinking and understanding, and they may:

ask on average one, or even two, questions per minute, which means several
hundred in a day and tens of thousands over a school year (Wragg, 2001,
p.32).
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As a consequence, some researchers (Gipps, 1994; Wragg, 2001; Black et al., 2003) have

explained the importance of using this tool properly to identify students’ understanding of

specific issues in the curriculum and the way they come to their conclusions. Gipps (1994)

defines the questioning procedure as:

a key device for understanding a child’s interpretation and
conceptualization of an issue and also taking that conceptualization or
questioning further (p.128),

Teachers themselves view classroom questioning as a major element in their teaching and

learning practice (Black et al., 2003). However, there are some problems associated with

teachers’ questioning method, which may arise during teaching and assessment practices.

One of these problems, noted in studies about this topic, is that mostly teachers use this

technique in a way that is not supportive for learners, for example,

to establish the teachers’ control of the classroom and to sequence the
lesson. Thus questioning can be seen to have a social function as much as
(or more than) an intellectual function (Gipps, 1994, p.128).

Moreover, some teachers use their closed questions in a way that directs students to specific

answers, since they believe that this method could help them to ensure that they have

control over curriculum and time spent in classroom discussions, which as a result may

enable them to cover all the material within the time limit. As a result, this approach may

not serve a more open-ended function where learners can explain in more detail their way

of thinking and the model(s) they apply to perform specific tasks (Gipps, 1994).

Another major problem that may occur during the application of questioning in

schools is the amount of ‘wait-time’ that should be given to learners to answer a specific

question. Usually, teachers allow one to two seconds for an individual learner to answer a

specific question before they proceed to forward the same question to another student or

even answer the question themselves (Clarke, 2001). This practice may have some
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disadvantages that affect learners’ responses to a particular question, even though it saves

teachers’ time allowing them to ask many other questions or carry on teaching a different

task. Since a two-second time frame is not enough for some learners to think about the task,

some of them avoid participating in this process, because they might believe that a

following answer or question will soon be delivered. As well, they could suppose that other

responses from their peers will be presented quickly, therefore there is no need for them to

make a contribution, which could result in making mistakes in front of their peers (Clarke,

2001). As a result, teachers may inappropriately evaluate those students’ learning progress

according to their passive participation in classroom questioning activities, without giving

them the same opportunity to contribute in this valuable process (Wragg, 2001).

Therefore, it is important to discover appropriate questioning practices to help solve

those problems, and lead to deep understanding of learners’ thinking skills and knowledge

acquisition, rather than assessing their surface knowledge and skills and ability to

remember facts and figures. Some projects that involved the practical application of the

formative assessment technique in some schools exercised the questioning method in

classrooms as a powerful part of the process. Some of these projects (Clarke, 2001; Black

et al., 2003) yielded significant results regarding the influences of these new practices on

learners’ thinking progress. Teachers’ suggestions in these projects showed the need to

consider the quality of questions rather than quantity, and to allow enough time for all

students to think before they respond to a particular question.

The project by Black et al. (2003) in Oxfordshire and Medway, found that

classroom questioning plays an important role in providing formative information

regarding students’ educational improvement. Through the implementation of different

questioning procedures, the aim was to avoid the old practice of focusing on rapid answers



124

that embody surface learning and thinking abilities and asking simple closed questions that

recall general information and employ memorizing facts and figures. Through researchers’

discussions with participant teachers about the effectiveness of their new approaches in

classroom questioning, they found that there are some essential factors that should be taken

into account to promote a more powerful questioning in classroom settings. Teachers need

to develop new strategies that support learners’ provision of rich information that displays

their real understanding of a specific task and support all students’ contribution in the

classroom questioning process. This may involve spending more time and attempting to

develop better open questions to be asked in lessons that encourage students to apply more

complex thinking strategies. This will give teachers a better understanding of students’

model of learning and conceptual understanding, than using closed questions, which

examine simple ideas and recall practice and limit learners’ involvement to those who have

superior abilities and can respond quickly.

According to some researchers (Clarke, 2001; Black et al., 2003), using open

questions in classroom discussions offers all students the chance to explain their ideas and

develop cognitive capacities around a specific task. This sort of question helps educators to

evaluate learners’ higher-level skills and to discover different strategies learners apply to

formulate their responses. In the Oxfordshire and Medway project (Black et al., 2003), the

new teachers’ practices were designed to help them introduce the curriculum topics in a

well managed manner and to involve more learners in discussions through the employment

of problem-solving tasks and asking open-ended questions that could allow more space for

students’ negotiations around those tasks. In addition, to make this process more useful for

students,
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both the responses that the task might evoke and ways of following up these
responses have to be anticipated (Black et al., 2003, p.35).

During teachers’ progression in the project, they found that this new approach of

questioning helped them to clearly and correctly evaluate the learners’ answers to

determine whether or not they understood the logic behind a specific task or question.

Besides, it assisted them to determine the learners’ instructional needs and the next step

they should take to help learners satisfy their needs. Therefore,

time has to be given to pursue students’ ideas and rectify shortfalls. This
involves creating or finding follow-up activities that are rich, in that they
provide opportunities to ensure that meaningful interventions that extend the
students’ understanding can take place (Black et al., 2003, p.41-42).

In fact, teachers should consider giving learners wait-time of between four to five seconds

before they proceed to answer the question, to ensure that all students will have the same

opportunity to participate in classroom questioning activities. This questioning could help

to encourage all learners in this process, in addition to giving them a sufficient time to

understand the nature of the question, especially in higher-level questions, to think about

the appropriate responses, and to formulate their final answers (Clarke, 2001).

Another possible approach that some researchers suggest is that teachers can divide

the classroom into groups or pairs. After that, they ask a question to the whole class and

give them approximately 30 seconds to respond to that question and after that learners

should answer the question with their partners or groups (Clarke, 2005a). This latter

procedure has another potential advantage since it helps learners to benefit from each other.

Through the observation of their peers’ thinking process, they may develop new tactics and

ideas to obtain correct answers. It encourages all students to work collectively as groups, to

consider all the responses and to take part in the whole process. As well, it gives every

student the chance to participate in the discussion by commenting on others’ answers,



126

developing their ideas, and gradually reaching the final conclusions, rather than

remembering what may jump suddenly into their minds (Black et al., 2003). Overall,

through peer discussions and group activities, each peer and group will be responsible for

their answers and

mistakes can be shared and rectified and answers reached collectively and
collaboratively (Black et al., 2003, p.39).

The main logic behind this approach, according to Clarke (2005a) is that:

having ‘talking partners’ as a regular feature of lessons allows all children
to think, to articulate and therefore to extend their learning. Shy, less
confident children have a voice, and over confident children have to learn to
listen to others, so the benefits extend to a more respectful, cooperative
ethos and culture (p.55).

Another important project (Clarke, 2001) involving researchers working with some schools

to implement formative assessment in their assessment plans found that there are many

possible tactics that can be used in classroom questioning application to determine students’

thinking and understanding and to encourage them to participate in classroom discussions.

These include promoting the application of high-level skills, supporting learners to explain

their own thinking, suggestions, and perspectives, teachers using non-verbal invitations and

simplifying the main points. However, Clarke believes that there are two significant factors

that should be considered by teachers whenever they plan to use effective questioning in

their teaching and assessment methods. These two factors are

questioning to elicit understanding during or after activities, and the use of
‘starting point’ questions offered to children as the essence of an activity
(Clarke, 2001, p.88).

Clarke explains in more detail the questioning techniques and activities to be used in and

teachers’ responsibilities to ensure the effectiveness of these activities in every subject.

However, since the intention in this chapter is to introduce the general elements of the
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formative assessment approach, it is not possible to explain every questioning technique

and how it can be implemented in every subject.

5.4.6. Students’ Involvement in Assessment Practices

The introduction of this new positive vision about the involvement of both teachers

and students in the assessment and learning processes replaces the old practice and supports

teachers’ positive role in the classroom as facilitator rather than the judger of students’

achievement and the provider of grades (Gipps, 1994). Thus, the interaction between

teachers and their learners is another central target in the application of formative

assessment schemes. Learners, as key actors in the education system and the most

important beneficiary of this whole complicated process, should be encouraged to take a

dynamic part in the assessment process. Since the assessment plans are designed to find out

what learners already know and how they arrived at this knowledge, in addition to planning

for students’ improvement, they should have the opportunity to participate actively in the

assessment process, to prepare them for teachers’ feedback regarding their next steps in

learning and the things they need to do to improve themselves (Harris & Bell, 1994; Gipps,

1994; Radnor & Shaw, 1995; Carnell & Lodge, 2002). According to Cooper and McIntyre

(1996),

it is perhaps surprising, therefore, that relatively little attention has been
given, at least until recently, to how students engage in classroom learning,
or to the thinking and ideas that inform this engagement ( p.19).

Black (2001) notes how important it is to employ a different assessment technique, in

addition to traditional tests, to evaluate some complicated educational activities that take

part in classrooms through the interaction between all participants. He remarks that:

the future envisaged is that traditional formal testing must at least be
supplemented by assessment in the context of work on complex tasks and
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work in which interaction with others is integral and can be analysed in
terms of a social theory of learning (p.80).

In addition, Black (2001) indicates the significance of this movement when he refers to:

classroom innovations aimed at implementing constructivist principles, in
giving students more responsibility for their own learning and in developing
learning through group work (p.80).

Another perspective (Hall & Burke, 2003) considers the importance of preparing the

learners to take this imperative progress in the direction of these new responsibilities by

consciously mastering what they have learnt. To reach this conclusion, learners

need the chance to question it, elaborate it and apply it in purposeful
context, especially everyday life situations (p.6).

Previous proposals on the subject of teacher-only involvement in the assessment process

have faced many remarks from assessment researchers and developers who believe that

learners’ engagement in their teachers’ assessment is essential. Many researchers (Gipps,

1994; Harris & Bell, 1994; Gipps et al., 2000; Black, 2001; Cooper & McIntyre, 1996)

signify the positive impacts of this practice in helping both teachers and learners to achieve

their final objectives, and to shift the traditional passive model of teaching and learning

activity toward a more dynamic relationship. This involves changing teachers’ and learners’

positions in the classroom environment from teachers as the delivers of knowledge and

information, and students as the passive recipients, to a more active model as co-

researchers.

In addition, some researchers (Harris & Bell, 1994) consider the collaboration

between educators and their students as more acceptable than other methods, such as self

and peer assessments. The collaborative procedure engages more positive and dynamic

participation of both teachers and students in the whole process of learning. It may

encompass the assessment criteria, methods and any grading, besides:
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negotiation and agreeing all aspects of learning leading to a particular
assessment, to negotiating final marks on a more traditionally teacher set
assessment (Harris & Bell, 1994, p.111).

5.4.6.1. Setting Assessment Standards and Criteria with Learners

For a long time and through the traditional teaching practices, the teachers’ job was

to provide learners with instruction and knowledge in one-way interaction that makes

students more passive in their learning, with teachers having total control of this process.

The new model, however, assimilates educators as the transformers of knowledge, while

learners’ participation in this process will take the form of:

actively making sense of new knowledge, making meaning from it, and
mapping it in to their existing knowledge maps or schema in their brains
(Gipps et al., 2000, p.8).

Some researchers believe that educators’ future status in the learning process will be

changed since they should “act as a mediator between, on one hand, a body of knowledge

and skills to be learned, and on the other hand, the learner” (Sadler, 1998, p.78) and

teachers’ function as the only contributor to the teaching and learning:

will become more redundant. The teacher as composer, conductor and critic
relating to the learner becoming more involved in creating and loving
aspects ((Harris & Bell, 1994, p.135).

As a result, over time learners will gain the ability to be accountable for their learning,

while teachers will have a new role as facilitators rather than the transmitters of knowledge.

In addition, the teacher’s position will be as a reflector who provides:

meaningful and appropriate guidance and extension to the cognitive
structuring and skill development arising from the child’s initial experience
(Gipps, 1994, p.131).

Therefore, some researchers (Smith, 1996) believe that if there is a real intention to address

new effective assessment techniques to be used efficiently in schools, teachers should

comprehend and consider the importance of some major factors that may positively or
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negatively affect teaching and learning, such as learners’ individual differences, learners’

understanding of themselves and students’ involvement in taking responsibility for their

own learning.

There are many important factors that influence learners’ participation in learning

activities and their educational achievement. These include their personal beliefs about the

dependency of their final results on their own effort and abilities, and their meta-cognition

strategies (Cooper & McIntyre, 1996). Therefore, it is important to consider learners’

participation in their own learning and assessment activities to encourage their positive

engagements. Students’ participation within the assessment process may take several

possible forms, starting with understanding the main goals and objectives behind a specific

assessment. It also could include teacher-student communication during and/or after

assessment feedback regarding their academic capabilities and their strengths and

weaknesses.

In addition, this may include some other forms of participation, such as learners’

inquiries about possible answers to a specific assessment, or their right to ask for general or

specific explanations of teachers’ judgments about their achievement. Actually, some

researchers (Harris & Bell, 1994) have gone beyond this proposition, to recommend that

students could even be engaged in “the design and judgment of assessing” (p.94). Teachers

should plan to spend some significant time to enhance learners’ ability to establish such

thinking and skill processes by supporting students’ contribution in classroom activities that

involve the practical application of such capabilities. Besides, there are some classroom

activities that need to be implemented in any teaching and learning plans, to help learners

practically construct those meta-cognition abilities.
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One good practice is for teachers to demonstrate the idea of meta-cognition by

expressing aloud in the classroom the thinking strategies that they are applying to

accomplish a specific assignment. Furthermore, there are many activities that can be

conducted in classroom teaching and learning processes, such as:

activating the learner’s prior knowledge through discussions; determining
next characteristics; determining a purpose; generating questions;
predicting and verifying predictions; looking for important ideas;
recognizing when a comprehension breakdown occurs; trying to understand
how the learner is functioning, trying to get at underlying misconception
(Hall & Burke, 2003, p.12).

There are several important aspects in teachers’ planning for assessment development that

students can be involved in. Herman et al. (1992) give an example of the major processes

that should be followed whenever teachers are preparing to develop new assessments and

tests. Among these important steps are:

specify the nature of the skills and accomplishments students are to develop;
Specify illustrative tasks that would require students to demonstrate these
skills and accomplishments; Specify the criteria and standards for judging
student performance on the task; Develop a reliable rating process (Herman
et al., 1992, p.8).

Teachers’ work to help their learners be prepared for any proposed assessment plan should

commence at the beginning of the school year. Educators should consider giving learners a

clear picture about the course syllabus on which they will be assessed, in addition to

clarifying each element’s weight and the assessment scale that will be used to determine

each component’s weight.

such a scale would inform the students that their attitude, effort and
individual progress count just as much as test results (Smith, 1996, p.36).

From these elements it is possible to involve students in some of these steps so that they

can understand what is required from them and what the principles are on which they will

be assessed and with teachers’ support, the assessment process could motivate students’
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learning (Torrance & Pryor, 1998; Butterfield, 1990; Centre for educational research and

innovation, 2000; Tomlinson, 2001; Blanchard, 2002; Brophy, 2004).

5.4.6.2. Self Assessment

One possible technique for encouraging learners’ participation in the assessment

process is learners’ self-assessment. Since one of the aims of formative assessment is to

involve students actively in their learning, self-assessment may be used as a powerful

method to apply this concept. Through the application of this approach, students may gain

the ability to direct their learning needs according to the feedback that they get from

comparing their past and current educational progress with the specific standards and

criteria that they and their teacher have set. There are many advantages that accompany this

type of assessment, among them that it

encourages the self-reliance and self-direction that humanistic theories
prize. Self-assessment is itself a crucial skill for work and for learning. It
encourages students to take responsibility for their own improvement, and is
the route to excellence in any field… Students will never take responsibility
for their own improvement until they learn to be constructively critical of
their own work (Petty, 2004, p.17).

Moreover, some researchers (Gipps et al., 2000; Black, 2001) indicate that a self

assessment or self evaluation represents the final product of the meta-cognition strategies

that students should develop throughout their learning. Gipps et al. (2000) define meta-

cognition in a way that provides a comprehensive clarification about its meaning and

describes all the thinking activities that are included in this process. In addition, meta-

cognition:

refers to a second-order form of thinking: thinking about thinking. It
includes a variety of self-awareness processes to help plan, monitor,
orchestrate and control one’s own learning. Such learners monitor their
learning using strategies like self-questioning, in order to get the purpose of
learning clear, searching for connections and conflicts with what is already
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known, and judging whether their understanding of the material is sufficient
(Gipps et al., 2000, p.9).

Many key writers (Gipps et al., 2000; McDonald & Boud, 2003) argue that whenever

learners are encouraged to take responsibility for their learning through direct self

assessment, this may increase their level of awareness of learning and assessment

ownership, in addition to the importance of their teachers’ assessments and feedback.

they can feel that they are in the driving seat, acquiring the sort of autonomy
that mature adults achieve when they are able to review what they are doing
and make their own judgments about how to improve it (Wragg, 2001, p.65).

One of the basic requirements in the self assessment process is to have well defined

standards and criteria by which learners can assess their progress. In addition, they can

compare their present abilities with the ones they finally want to achieve through the

learning process. Wragg (2001) explains clearly the logic behind target-setting by teachers

and learners and its positive consequences for both of them:

at its best, target setting can give a sense of purpose and direction, for
individual students as well as for whole groups, especially if both students
and teachers are party to the process, rather than the victim of it (p.84).

Whenever the proposed targets become clear for both teachers and students, through their

discussion and contribution to target setting development, then it is possible for both of

them to be involved practically in the self and peer-assessment processes. In line with this

thinking, Harris and Bell (1994) have interpreted the major factors in students’ self-

assessment processes to include:

a self-directed and determining learner setting their own assessment
criteria, judging their learning processes (or products) against these
criteria, and making decisions based on these judgments. The learner may
well also have set their own goals for learning, determined their own
programme of study and performed the learning deemed necessary (p.111).
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The same concept of self-assessment was introduced by Gipps (1994) when she

explained clearly and comprehensively all the expected processes and procedures of

students’ self assessment application. It is essential that every student should go through

these processes to be sure that any sort of self assessment they may perform in the future to

get information about their past performance will lead to practical and valuable feedback.

In Gipps’ view, the essential features of such practice, and evidence that learners

have comprehended the major tools of self assessment technique,

is that the student comes to hold a notion of the standard or desired quality
similar to that of the teacher, is able to monitor the quality of what is being
produced at the time of production, and is able to regulate their work
appropriately (Gipps, 1994, p.126).

These standards and criteria could differ in their forms and varieties depend on the type of

feedback teachers are required to deliver to learners.

indeed, working out criteria for assessment, what should be weighted, what
constitutes ‘good’ , ‘accurate’, ‘imaginative’, ‘successful’ work, whether
literal grades (A, B, C, etc.), numerical marks, or written comments will be
necessary, can itself be very insightful for students, enabling them to discuss
and argue about the purpose of the exercise and what is valued (Wragg,
2001, p.65).

Whenever students are involved in these processes to accomplish the previous levels of

actions, then it is possible to confirm that they have started to practise self monitoring of

their current skills and learning abilities. Those previous requirements could account for

some educators’ concerns about learners’ ability to conduct this type of assessment,

especially with young students, because some of them may underestimate their abilities

and, as a consequence, this may perhaps negatively affect their confidence and self esteem.

For other learners, self-assessment:

could be debilitating, imparting a sense of failure by inviting them to strip
off their defences, many of which may have become well oiled (Wragg, 2001,
p.65).
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On the other hand, these worries are not so serious as to prevent learners from assessing

themselves and their peers, since they may get some help from their teachers by supporting

them with feedback whenever it is needed (Wragg, 2001; Gipps, 1994).

Smith (1996) provided useful guidance that can be used in classroom settings to

address students’ self assessment, in the form of six steps that should be followed to ensure

a proper application of this approach. The importance of this method is to give teachers a

systematic plan that they can follow to make certain that any attempt to apply self

assessment in their classroom will improve students’ performance and be a valid method to

implement. The process starts with providing the learners with the course objectives and

outlines so that they can understand what they can expect and what their teachers expect

from them; followed by a discussion between the teacher and his/her students about what

they have achieved at a certain point of time; grouping students to provide lists that contain

different activities that they should be assessed; voting on a specific list they prefer to be

assessed on; grouping students again to weight the course work components of the

previous list and voting on one proposal and here the teacher should approve the weighting

in this list. Finally:

the learners are asked to assess themselves according to the newly created
scale, and thereby they analyse their own learning based on the main
components of the course. The teacher assesses the learners independently,
and the average mark is calculated and used. If the discrepancy between the
teacher’s and the learner’s assessment is 10 per cent or more, the teacher
should discuss the mark with the learner in an individual teacherial. If the
process is well planned this does not frequently happen (Smith, 1996, p.37).

In fact, findings from many studies indicated that students’ self assessments usually agree

with their teachers’ assessments and it rarely happens that they over-estimate or under-

estimate themselves. In addition, as students move to more advanced grade levels, their
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self-assessment accuracy becomes more accurate, since they tend to be more experienced in

this activity (Hartley, 1998).

However, there are some difficulties that may be associated with learners’ self

assessment and could affect the effectiveness of this technique. Among these problems are

students’ correct understanding of self-assessment procedures and how properly they

should assess themselves according to the syllabus of the criteria, since even when students

are provided with clear criteria to follow in their assessment process, they are likely to

assess themselves in relation to their whole performance and ability, with regard to their

peers’ abilities and skills. In addition to this barrier, there are other elements that may affect

students’ self assessment such as:

students’ perceptions of teacher expectations, their views on what is socially
acceptable and their anxiety not to lose face (Gipps, 1994, p.129).

Therefore, before progressing to the process of giving learners more power over their

assessment through self and peer assessment techniques, it is essential that learners should

develop some assessment skills, to be prepared for such a move. Indeed, it is important to

prepare students on the self assessment process, so that a kind of agreement between

teachers and learners can be reached. Furthermore, it is important that learners can assess if

the current level of attainment represents an improvement on prior performance and if they

have met their teachers’ requirements.

Some researchers (Black, 2001) believe that positive interaction between teachers

and their students is one of the most important actions that could help learners to be more

confident about their capabilities and to be well prepared for self and peer assessment.

Black believes that:

with better interaction in the classroom teachers will be in closer touch with
their students’ progress in understanding, students will become more active
and responsible as they become involved in expressing their thinking to their
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teachers and to their peers, and students will be drawn into taking
responsibility for their learning through self and peer assessment. All this
should lead to enriched learning now and to students who are better
equipped to learn in the future. Thus the promise is that standards will be
raised in ways that are real rather than illusory and in ways that will yield
benefits beyond performance in tests (Black, 2001, p.76).

In addition, to prepare learners for more constructive self assessment, this requires that

“teachers may encourage students’ understanding of marking criteria and encourage

students to reflect on their strengths and weaknesses” (Gipps, 1994, p.129). As well, the

learner should be trained to “reflect on her performance in relation to the standard expected

and how it can improve” (Gipps et al., 2000, p.10).

5.4.6.3. Peer Assessment

Another recognized method of involving learners in their teachers’ assessments is

peer assessment. Students can benefit from their peers’ notes, through formative

discussions and negotiations, regarding a specific learning process (or product), to get

positive feedback concerning their learning. This type of assessment can be done with

group of students (Harris & Bell, 1994). The procedures mentioned are the main practical

uses of peer assessment and can be applied, whenever it is possible, in classroom settings.

However, the same practical requirements that have been explained in relation to

learners’ self assessment practice should be considered here, as the same learners will

employ this new technique. Before an individual learner proceeds to evaluate their peers’

educational performance and progress, they should have a clear idea about the standards

and criteria that should be applied, to give their peers valid feedback. The aim is to

guarantee accurate feedback, and to avoid any learner’s misunderstanding of the process

that may occur during this assessment application (Harris & Bell, 1994).
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Besides, it is necessary to take into consideration the nature of the relationship

between the learners themselves, since this could negatively affect peers’ assessment of

each other. For example, sometimes learners may compete with each other to get better

grades and to be seen as the brilliant student in the class. Therefore, in such situations it

might not be appropriate to let learners assess each other, because they may harm their

peers by improper assessment of their attainment:

even if they are meant to work collaboratively, they may not always behave
harmoniously (Wragg, 2001, p.67).

Some researchers (Hartley, 1998) indicate some of the practical problems that may follow

the application of this kind of assessment, and one of the main concerns that some studies

raise is the validity of peer assessment, since it may not agree with teachers’ assessments.

However, most of the studies that have been done in this particular area showed that the

differences between students’ assessment of each other and teachers’ assessments was not

statistically significant.

After describing the main techniques in formative assessment and the possible

methods teachers can apply to encourage learners’ participation in their learning and

assessment process, it is important to indicate that teachers’ understanding of all these

aspects is the major factor in this whole process. Therefore, teachers’ awareness of the

aspects of classroom assessments in general and formative assessment in particular, in

addition to their training in classroom assessment practices, are important matters to

consider in the next sections.
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5.5. Teachers’ Awareness of Formative Assessment

Most of the research that has been done on alternative assessment indicates

teachers’ preference and respect for more informal and practical assessment practices, such

as formative assessment. On the other hand, this can only be achieved by reducing the

amount of pressure and stress teachers face in the current traditional assessment practice,

which focuses on formal practice of a universal assessment, and by enhancing the role of

each partner in the teaching and learning process, teachers and learners. According to

Black (2001), teachers are the most significant factor in the development toward alternative

assessment techniques that promote students’ learning. They should, therefore, have access

to the major tools and skills they need to implement formative assessment in practice

(Black, 2001).

However, there are some important issues that are related to formative assessment

application in schools and teachers’ understanding of the tools for this kind of assessment.

Some of the important questions that some experts on educational assessment (Harlen &

James,1997; Black & Wiliam, 1998) have raised regarding formative assessment

application in schools are whether teachers and administrators have a clear picture about

this new kind of assessment and how to apply it successfully in schools. In addition, to

what extent can teachers benefit from their proper application of this assessment to help

students gain access to their learning problems and have feed forward insight to further

modification and adjustment? Do teachers, in fact, have enough time to use this useful

instrument inside their classrooms to help learners solve their achievement problems and

have an insight into the next step in their learning?



140

Harlen & James (1997) have pointed out that some issues related to formative

assessment practice in schools may suggest that the main principles of this kind of

assessment might be unclear to people who are dealing with students’ learning. Further,

teachers could be using the key features of formative assessment in their classroom practice

without knowing that their assessment procedure is formative in fact.

5.6. Teachers’ Training on Assessments

It is necessary to indicate here the importance of teachers’ training in this context.

Educational practices in each aspect in the learning process are improving all the time. This

can be found in curriculum design, instructional plans, teaching methods, and information

technology uses. According to Bottery & Wright (2000, p.120):

as a form of work, teaching has changed very significantly and so it would
be quite appropriate to suggest that teachers, both in service and those
about to embark on a career, need careful preparation in a wide and
increasing range of ‘basic skills’

Assessment techniques are among these essential elements in the learning process.

Therefore, it is important to provide teachers with the appropriate training on the different

aspects of assessment, including formative assessment, since many studies, researches and

projects (Gipps et al., 2000; Clarke, 2001; Wragg, 2001; Black et al., 2003) proved that

teachers can benefit practically from their peers’ comments concerning questioning skills

and experiences, in addition to external help from universities and educational

organizations. Additionally, it has been noted through these projects that researchers and

teachers have spent much time conducting discussions and workshop sessions and group

work activities about the proper ways to develop effective classroom assessment skills.
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These activities include using teachers’ previous questions to evaluate their

strengths and weaknesses and the proper ways to modify these questions to make them

more beneficial to learners, in accordance with formative assessment requirements.

Teachers:

thought about the potential each question might have to promote thinking
and discussion and predicted the types and varieties of answers that these
questions might evoke from their classes (Black et al., 2003, p.34).

Wragg (2001) signifies the importance of teachers’ training in assessment practices in

general, and the influence of this kind of training on the future of educational assessment

and teaching and learning development. Since past researches and figures indicate that

teachers’ assessment was not a significant factors in any teachers’ evaluation agendas,

teachers tend to give this particular element little attention in their actual practices. Wragg’s

(2001) explanation about the importance of training on assessment indicates that:

assessment, like teaching itself, consists of thousands of repeats and
rehearsals of sometimes similar, sometimes different actions. During their
career, teachers lay down deep structures which inform their actions.
Careful reflection followed by deliberate efforts to change practice for the
better are essential if they are to improve their professional skills.
Assessment is at least as important as many of the other features of in-
service programmes and much more important than some, not just to
teachers but to the students, whose learning can be positively enhanced
when assessment is handled with care and skill (p.84).

Usually, teachers are asked and encouraged by professionals, educational researchers and

assessment studies to use different teaching and assessment strategies in their classroom

practice for the benefit of learners. They frequently use many teaching approaches in their

classrooms, but little is known about the main characteristics of each particular tactic.

Indeed, the findings of some studies show that:

many teachers did not have the confidence to make their own assessments of
students’ levels, or did not realize the need to do so, and used other
strategies (Harlen, 1996, p.19).
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Besides, classroom assessments that contain some significant features such as feedback and

formative questioning are considered as among the most important techniques to be used in

classrooms, but they are rarely considered for application in practice. One possible

explanation is that less support and assistance is given to teachers to guide them to

comprehend the various ways to use teaching and assessment strategies and the appropriate

time and situations to apply them (Gipps et al., 2000).

An important study that was conducted by Stiggins and Conklin (1992) supports

this conclusion regarding teachers’ ability to apply the findings from classroom assessment

to modify their instruction. The findings from teachers’ responses to a questionnaire

showed that even when they used different methods to evaluate their students’ weaknesses

with the aim of considering them for future remedy, “they were less skilled in providing

any in depth analysis of those weaknesses” (Stiggins & Conklin, 1992, p.49). Smith (1996)

argues that teachers are always being asked to carry out several classroom assessment

techniques and should know how to apply all sorts of assessment. However, most

educational organizations and training establishments, from which teachers graduate, do not

always provide teachers with the required information regarding the theory and practice to

support their future application of assessment in their schools.

Therefore, it should be taken into consideration that whenever a new assessment

technique or test is set to be implemented in schools, teachers should receive extensive

training on that particular test and/or assessment, to be familiar with the techniques to be

used and to understand the possible advantages they may get before proceeding to apply it

(Black, 1998). It is important to provide teachers with training sessions and workshops that

introduce the major aspects of effective assessment strategies and the possible approaches

to perform these strategies. Other researchers argue that:
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there is a pressing need for more support for teachers to develop a shared
professional view of what constitutes formative assessment and for training
in relevant techniques (Weeden et al., 2002, p.14).

In addition, it is even more desirable in some classroom assessment settings, whenever a

specific assessment plan requires learners to appraise themselves and their peers through

self and peer assessments, to consider training of both teachers and students in such

practices, so they can appropriately apply them in classroom situations (Gipps, 1994).

Gipps argues that there is evidence that teachers are not well trained in educational

assessments, and therefore she suggests that, to get the most benefit from educational

assessments and to help educators understand the different types of assessment and how to

apply them properly, teachers should be educated about these different classroom

assessment techniques.

Gipps (1994) believes that many stakeholders are beginning to comprehend the

possible advantages of teachers’ informal assessment. However, the most important change

that should be taken now towards more effective assessment practices is to translate these

beliefs into more teachers’ training in different informal assessment techniques involving

observation and questioning, so that formative assessment can improve educators’ teaching

and improve students’ learning. Others (Charles & Watts, 1996, p.120) argue that to

improve the credibility of teachers’ assessment in general “in-service training for it will

have to be built into the system”.

Teachers usually want to participate in training courses and workshops in the

various aspect of assessment, since this gives them the chance to be more knowledgeable

about their subject and more proficient. One of the studies (Edmonds & Lee, 2002)

conducted on teachers’ beliefs about their professional development, showed very

significant results about teachers’ willingness to participate in such activities. The findings
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indicated that teachers felt these training courses increased their personal confidence and

made them feel more confident in teaching their subjects. According to teachers, beliefs,

the training workshops helped them to keep up-to-date with elements relevant to their

practice, such as new teaching strategies. When they were asked about their willingness to

participate in such activities in the future, they indicated their desire to do so.

5.7. Conclusion

This chapter has introduced some major characteristics of new assessment

techniques that focus on assessment for learning rather than of learning; assessment that

promotes more effective interaction between teachers and learners on the one hand, and

among students themselves on the other. This assessment as described in the assessment

literature aims to overcome the negative aspects that summative assessments are believed to

have on students’ learning and achievement.

The main features of successive implementation of such assessment techniques

have been discussed in this chapter, to identify the main advantages behind the application

of this type of evaluation practices. Accounts of the successful performance of formative

assessment in schools confirmed that future application of this type of assessment may

improve students’ academic progress, in addition to helping teachers to provide learners

with informative feedback.

This chapter and the two preceding ones have highlighted a range of issues related

to the purposes for which assessment may be used, factors influencing assessment practices

and outcomes, the impact of high-stakes testing, and the principles and requirements for

formative testing. This information represents the framework for investigation of Qatari

teachers’ views on their assessment practices, which is the subject of the rest of the thesis.
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The next chapter will focus on the research methodology of the current study by

explaining in more detail the choice of survey methods to answer the research questions. In

addition, it will provide information about the main research questions, sampling

procedure, survey methods, and other essential elements.
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Chapter 6

Methodology and Survey Design

6.1. Introduction

The purpose of this chapter is to describe the main characteristics of the

methodology and survey design used in this research. First of all, the chapter starts by

presenting the main research questions to be answered in this study, followed by explaining

the type of methodology used in this research to aid in selecting the procedures used. Then,

the main characteristics of the population and the sample studied in this research will be

addressed, besides introducing the instruments used in the study, including the main

questionnaire and focus group interview, the validation process, and the pilot study.

Finally, the chapter will clarify the procedures of data collection, analysis of

questionnaires, analysis of teachers’ comments on questionnaires and focus group

interviews, and ethical issues considered while administering the questionnaires and

conducting focus group interviews.

6.2. The Main Research Questions

There were seven questions to be addressed in the study to investigate teachers’

perceptions of current assessment practices in Qatar. These research questions were

constructed to address the main elements of interest, including teachers’ perceived skill

with different assessment procedures besides their application of these procedures.

Furthermore, the research questions considered the various aspects of assessment
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application in schools, including factors that affect teachers’ assessment practices, the main

use of assessment results, and students’ involvement in the assessment process. The

following were the main research questions to be answered through the data analysis:

1- What are teachers’ current perceptions of their skills with the different assessment

techniques?

2- How frequently do teachers think they apply the various assessment techniques?

3- What are the major factors that influence teachers’ assessment practices?

4- For what purposes are assessment results used in schools?

5- How are students involved in the current assessment practices?

6- What are the major effects of assessments on students’ learning?

7- Have teachers had any training in assessment methods?

6.3. Research Methodology

This research study was planned to provide descriptive information about teachers’

current classroom assessment practices in public secondary schools the State of Qatar. The

research objectives concern some important issues that need to be assessed to reach a

conclusion concerning teachers’ assessment practices. To achieve these goals, both

quantitative and qualitative approaches were implemented to provide information and

evidence from the field that may help in answering the major research questions (de Vaus,

2001). The quantitative approach is usually employed to address research objectives, such

as describing the characteristics of an event or issue as it appears in its environment;

examining the existence of relationships between two or more variables; and determining a

cause-effect relationship between two factors (Gay, 1996). Therefore, this approach was

appropriate in this study to reach its goals, since the major aim of the research was to
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describe a current situation, namely teachers’ assessment practices in Qatar. In addition, the

qualitative approach was also used in this research, since this methodology aids in getting

more focused and in depth facts about the issue of interest. The descriptive survey method

was selected as the appropriate technique for this study, since one of its main characteristics

is investigating a specific observable issue as it happens in the real world and then

providing some scientific facts about this particular issue through researchers’ explanations

and presentations (Leedy, 1985). The data obtained from the participants in this study were

derived mainly from a questionnaire survey and focus group interviews, and these types of

data collection methods are considered as the most used methods, besides observation, in

descriptive research (Gay, 1996). The following sections will explain the study sample, the

instruments used, the survey design, and procedures.

6.4. Sampling Procedures

Before explaining the sampling methods applied in this study, it is necessary to

describe the key features of the main population from which the main sample were

obtained. First of all, the main demographic features of the target population from which

the sample was drawn, in addition to the key characteristics of the survey sample itself, will

be described. After that, the sampling methods implemented to select the research sample

will be explained, in addition to figures about the entire sample used in this study and the

degree to which they contribute to understanding some of the characteristics in the focal

population. It is important to note here that all teachers who participated in answering the

interview questions were also involved in answering the questionnaire items, since their

schools were also part of the research sample.
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6.4.1. The Main Population Characteristics

Tables 6.1 and 6.2 represent some demographic characteristics of the whole

population of public secondary schools and teachers in this sector. According to Table 6.1,

it is clear that within the total number of public secondary schools in Qatar, 38 schools,

there are 16 schools for boys and 22 schools for girls, accounting for 42% and 58%,

respectively.

Table 6.1
Number of Public Secondary Schools

Type
Count

Boys Girls Total

Frequency 16 22 38
Percentage 42.0 58.0 100

(Source: Ministry of Education, 2007, p.61)

Table 6.2
Number of Teachers in Public Secondary School

Gender
Count

Male Female Total

Frequency 620 1028 1648
Percentage 38.0 62.0 100

(Source: Ministry of Education, 2007, p.61)

In addition, Table 6.2 shows that the total number of teachers, male and female, is 1648 and

within this figure there are 620 male teachers and 1028 female teachers in those schools.

The greater number of female teachers than males is expected, since the number of girls in

secondary schools is more than boys (8512 and 6535, respectively) and there are 286

classes for girls and 222 classes for boys (Ministry of Education, 2007).

An important point should be made here about the new school development project

designed by the Higher Council of Education. The new plan introduced a new type of

school, that is, independent schools, which are funded by the government and managed

through the Higher Council of Education.
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Therefore the number of public secondary schools governed by the Ministry of

Education has decreased from the original number of 45, 19 for boys and 26 for girls in

2002/2003 (Ministry of Education, 2004), since some of those schools have already been

transformed into independent schools and are no longer affiliated to the Ministry of

Education. Correspondingly the number of teachers working in public secondary schools

also went down from 721 men and 1063 women (Ministry of Education, 2004) to the

current figures. However, the number of secondary independent schools has increased to 6

schools, 3 for boys and 3 for girls since the commencement of this project (Ministry of

Education, 2007, p.52) and more public schools are converting to this new system.

6.4.2. The Sampling Process

The first step in planning for sampling from the population is to identify the

appropriate sample size. The literature (Dornyei, 2003) suggests that for survey research,

the proper sample size should be within 1% to 10% of the target population. Some writers

(Field & Hole, 2003; Field, 2005) have argued the importance of having a bigger sample

size, because this may help in representing the main attributes in the target population.

The sample size for this study was set to be roughly in the range 40%, and the main

purpose of having this high percentage was to be prepared for likelihood of a low response

rate and/or incomplete questionnaires. Gorard (2001) explained this possibility, as follows:

if you set out to get 100 respondents, maybe only 50 will respond. Many of
these will have missing variables (questions not answered, official records
not found, etc.), and others may be lost at coding or transcription
(researcher error or unreadable responses). You may actually achieve only
around 30 fully completed responses for analysis (p.15).
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Besides, larger samples provide more accurate results (Dawson, 2007), and “lower the

likely error in generalising” (Robson, 1993, p.136). All these previous aspects were

considered when determining the proposed sample size.

Since the total number of teachers in various secondary schools, boys and girls, is

1648 teachers (see Table 6.2, p.149), a sample size of 40% results in approximately 660

teachers, males and females. This number should be divided, then, into two groups

according to teachers’ gender, to be representative of their actual proportions in the target

population (see Table 6.2, p.149). From the 660 teachers, 251 (38%) should be male

teachers and 409 (62%) should be female teachers. Table 6.3 illustrates the desired sample

size according to teachers’ gender. This distribution, which corresponds with that in the

population, may help to make the sample more authentic and representative (Wilkinson &

Birmingham, 2003).

Table 6.3
The Desired Sample Size According to Teachers’ Gender

Gender
Count

Male Female Total

Frequency 251 409 660
Percentage 38.0 62.0 100.0

After identifying the appropriate number of teachers from both genders, the next step was

to ensure that each school, boys’ and girls’, would have equal probability of being selected

to participate in the study. For this purpose, both stratified sampling and simple random

sampling methods were used. Simple random sampling is based on the theory that:

each possible sample of size n is equally likely to be drawn. This sampling
principle assures that each unit in the population has probability (n/N) of
being selected for the sample (Freund & Wilson, 2003, p.606).
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Stratified sampling, however, has a different rationale and more complicated

procedure if compared with simple random sampling:

stratified sampling is a sampling method in which the population is divided
into portions, called strata, which are expected to contain relatively
homogeneous units, and samples (either random or systematic) are taken
independently in each stratum (Freund & Wilson, 2003, p.609).

Proportional stratified random sampling method was the appropriate technique to use

within the stratification processes, since the population has more than one group, boys’

schools and girls’ schools, and different locations of schools, city and rural. Besides, the

number of male and female teachers, in addition to the distribution of schools, city and

suburbs, in the target population is markedly different. This particular stratification

procedure enabled these dissimilarities to be considered in order to obtain a more

representative sample (Leedy, 1985).

Before starting the sampling procedure, two lists of all public secondary schools,

boys’ and girls’, in Qatar were obtained from the Statistical Section of the Department of

Technical Research in the Ministry of Education to help in selecting the secondary schools

that would participate in the study. These lists contain the name of schools and the total

number of teachers in each school. This procedure helped to define the first two strata,

schools for boys and schools for girls.

Next, within each stratum, schools were divided into another two strata, schools

within the capital city of Doha and those in the suburbs. After all the strata had been

identified, the final step was to draw a simple random sample from each stratum by

considering the proportions of teachers, males and females teachers in the population, using

a list of random numbers, and randomly selecting the first number to start with. This

method helped to ensure that the sample would adequately represent schools from each

stratum and that all schools from different regions would have equal probability of being
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chosen for the study (de Vaus, 1995). It therefore made the research design more proficient

and accountable for all groups (Iarossi, 2006). Finally, this sampling technique was

expected to improve the research quality, and provide more valid results that could be

generalised from the research sample to the targeted population (Field & Hole, 2003).

6.4.3. The Main Research Sample

The main purpose of this section is to describe the key features of the whole sample

that was randomly chosen to participate electively in this study, and this description will

include the total number of public high schools and teachers that were actually involved in

the research.

Table 6.4 indicates the total number of public secondary schools for boys and girls

that were chosen from the 38 public secondary schools in Qatar. Among the total 18

schools involved in the study, 8 schools were for boys and 10 schools were for girls.

The following Table (6.5, p.154) shows the total number of teachers, male and

female, who were teaching in these schools and were chosen randomly to take part in this

research. The total number of teachers who participated in this study was 490, of whom 189

were male and 301 female, 38.6% and 61.4% respectively. This number of teachers

represents 30% of total teachers in the parent population (see Table 6.2, p.149).

Table 6.4
Number of Schools in the Sample

Type
Count

Boys Girls Total

Frequency 8 10 18
Percentage 44.4 55.6 100



154

Table 6.5
Number of Teachers in the Sample

Gender
Count

Male Female Total

Frequency 189 301 490
Percentage 38.6 61.4 100

The total number of focus group interviews was seven; four group interviews with

teachers and three group interviews with students. Within the four focus group interviews

with teachers there were two with female teachers and two with male teachers from

different schools within the main sample. In addition, for the three group interviews with

students, there were two interviews with boys and one interview with girls. The number of

students who participated in the interviews was 18, 15 (85%) boys and 3 (17%) girls.

Table 6.6
Number of Teachers who Participated in the Interview

Gender
Count

Male Female Total

Frequency 8 9 17
Percentage 47.0 53.0 100

Table 6.7
Number of Students who Participated in the Interview

Gender
Count

Boys Girls Total

Frequency 15 3 18
Percentage 83.0 17.0 100
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6.5. Research Instruments

Since the major aim of this study was to survey the classroom assessment practices

of teachers working in secondary public schools in the state of Qatar, the descriptive survey

method was the main research method used in this study. Questionnaire and interview

techniques were the major data collection procedures employed in this process. These two

instruments are among other important and effective techniques, on which descriptive

research relies to gather information about a specific event or issue (Sarantakos, 1998). The

main purpose of this practice was to expand the methods of data collection to include more

than one method to achieve the focal aim of this study by providing enough descriptive

information about the issue of interest. Applying these two methods in this study helped in

exploring the subject of this research in a more comprehensive way, since no researcher in

Qatar has studied or surveyed this area before. In addition, it could help to obtain new

insights about future recommendations and suggestions to develop new plans and strategies

to increase teachers’ ability to apply multi-assessment techniques in classroom settings

through teachers’ training. According to Marshall and Rossman (1995):

If the research goal is description of processes, concepts, categories, and
typologies, then sampling and counting are merely tools for analysis, not
necessarily part of the research findings (p.105).

The following sections provide information about both techniques applied in this study.

This includes the development of the questionnaire, assessing its translation, its validity,

and, finally, piloting the last draft of the questionnaire. Then, the focus group interview

technique employed will be discussed to illustrate the main features of this type of

qualitative method.
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6.5.1. The Questionnaire

A questionnaire was one of the major instruments used in this study. Questionnaires

are regarded as a very useful method that helps to save time, money, and effort if compared

with other methods, such as personal interviews. In addition, using questionnaires helps to

produce quick results which will lead to quick analysis and faster feedback, in addition to

taking into account respondents’ assurance and confidentiality (Sarantakos, 1998). The

questionnaire design is an important element that any researcher should take into account

when trying to construct a specific one. It is essential in this process to design an

appropriate questionnaire that encourages respondents to answer its items. One way to do

this is to avoid designing a plain questionnaire that is not attractive to participants, since

some researchers recommend that questionnaires should be more appealing and engaging

to encourage participants to answer them (Oppenheim, 2003).

6.5.1.1. Questionnaire Development

Many factors were considered when constructing the questionnaire. One of the most

important elements was to clarify the reason for asking any specific question and how it

was related to the main research questions. Sudman and Bradburn (1982) provided some

useful guidelines that were followed when developing their questionnaires. These included

focusing deeply on the research questions before thinking about items to write in the

questionnaire to help in ensuring that all research questions were covered.

An additional vital factor was to write the items in order of significance to the

researcher. Some writers (Sudman & Bradburn, 1982) recommend starting with simple and

easy questions before asking the more difficult and main questions. In addition, it is
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important to raise some specific questions at the beginning rather than others. Burton and

Cherry (1970) stated that:

the sequence of questions must be considered before their wording, and it
must be decided whether factual or attitudinal questions should be asked
first; where the profile questions should be placed; whether any questions
should be repeated in different places for corroboration (p.57).

The idea behind using these techniques was to eliminate or reduce any technical problems

such as validity and reliability of the questionnaire, and make it easier and more practical

for respondents to participate in the activity, since some of them may not be familiar with

such procedures. Also, it was important to avoid any leading questions that could affect

participants’ responses.

Furthermore, Salant and Dillman (1994) suggested that researchers should employ

different kinds of questions when writing their questionnaires to help them get the required

information from their participants. This strategy could help to avoid respondents relying

on any specific question and may, as a result, reduce or avoid measurement error (Salant &

Dillman 1994). Therefore, all these elements were considered when preparing to write the

questionnaire items.

The development of the main questionnaire of this study involved several steps to

reach the final draft. First of all, the questionnaire items were designed to reflect

understanding from the literature about the main characteristics of teachers’ assessment

practices and current developments in assessment techniques, besides reflecting the main

research objectives. After the main items to be included in the questionnaire were

identified, they were grouped into six different sections. Then, the items were distributed

across these sections according to the attribute they measure.
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The final draft of the questionnaire consisted of six sections, each addressing a

specific question through a list of items. The first section included items related to teachers’

major characteristics, such as gender, major, subjects, and years of experience. The second

section contained questions about teachers’ perceived proficiency in the construction of

traditional test item forms, in addition to their skill in applying other assessment techniques,

such as discussion, observation, interviews, students’ self and peer assessment. The third

section concerned teachers’ perceived frequency of application of different assessment

methods, while the fourth section focused on factors that affect teachers’ current

assessment practices. To assess to what extent students are involved in the assessment

process, the fifth section contained some items about such practices and the way they are

applied in the classroom setting. The last section of the questionnaire focused on teachers’

training on various assessment techniques, including their past training experiences, the

number of workshops they had attended, the frequency of workshops, and teachers’

opinions regarding the usefulness of these training sessions (see Appendix 1, p.341).

Various approaches were employed in writing the questionnaire items. This was

done by employing different types of questions, including closed-ended questions, such as

yes/no, and open-ended questions, such as ‘others-please specify’. Using a variety of

questioning techniques in questionnaires aids in acquiring the demanded information from

the respondent in various ways (Wilkinson & Birmingham, 2003).

The majority of items were constructed using a Likert scale. The respondents were

provided with lists of items that measure a specific construct or attribute for the various

sections, and they were asked to respond to each item in the lists by using a Likert-type

scale. Among the advantages of this type of scale are that they give participants more

choices to express their opinions about a specific attribute, and that the different categories
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are easily understandable (Field & Hole, 2003). The scale contained five possible options to

help participants indicate their response to a specific item. For statements in section 2 of the

questionnaire, the scale options went from ‘not skilled’ to ‘totally skilled’, and statements

in sections 3, 4, and 5 from ‘never’ to ‘always’. In section 6, question 21 had another scale

that offered 5 responses, from ‘not useful’ to ‘essential’. Besides, the researcher supplied

the participants with additional information at the beginning of each section to encourage

them to answer all items correctly and honestly.

The cover letter of this questionnaire provided a general description of the study and

explained the major rationale and goal of conducting it, and how it would be beneficial to

teachers to participate in this study. A brief description about the purpose of all six sections

on the questionnaire and the way to answer each part of it was given in the introductory

letter attached to the questionnaire, as well, to ensure that all sections in the questionnaire

were clearly explained and to make it easy for participants to choose the appropriate

answer.

Moreover, it was made clear through the letter that all the responses from the

participants would be kept with the researcher and care taken with teachers’ privacy, to

make sure that nobody would have access to their responses and these would not be

revealed to others, since using questionnaires in research studies may affect the privacy of

respondents and/or may have direct effects on participants (Marshall & Rossman, 1995).

The cover letter clarified to participants that it was not necessary to write their names, to

ensure that nothing would prevent them from answering honestly, and to encourage all

participants to take part in this study.
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Finally, the researcher’s mobile number and his e-mail address were given to them

in case they had any questions and/or comments about the items or the questionnaire in

general. Such an approach can help in maximizing response rates by encouraging

respondents to participate in the study (Wilkinson & Birmingham, 2003) (see Appendix 2,

p. 345). Another letter was sent also to school principles to explain to them about the

research aims and work that should be conducted (see Appendix 12, p.356).

6.5.1.2. Assessing the Arabic Translation

Following the completion of all the sections in the questionnaire, the next important

step was to translate the questionnaire from English to Arabic. Various procedures were

used to ensure the translation accurately represented the English version of the

questionnaire. Firstly, the researcher translated the questionnaire into Arabic. After that, the

questionnaire was given to two private translation offices in Qatar who were asked to

evaluate the researcher’s translation for accuracy and to add their comments about any

changes required. The two offices reported that the translation was identical to the original

questionnaire; Appendices 3 and 4 (pp.346-347) contains the two offices’ reports about the

Arabic translation. Next, the questionnaire was given to a specialist in Arabic language in

the Ministry of Education to assess its grammatical correctness. All the feedback that was

received from the different sources about the two forms of the questionnaire was employed

to ensure the accuracy of the Arabic translation. The following procedure was to give the

two questionnaire forms, the English version and the Arabic translation, to the College of

Humanities at the University of Qatar for a final assessment of the accuracy of the

translation after the changes made to both forms. The two questionnaire forms were sent to
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both the Arabic and English divisions of the college, for them to assess the forms and

provide their comments (see Appendix 5, p.349).

6.5.1.3. Assessing the Validity

Validating the translated questionnaire was necessary before the main application.

This included assessing the content validity of the sections to determine whether the

questionnaire items really measured the attributes of interest (Field & Hole, 2003). This

process helped to ensure that the questionnaire actually represented the most important

factors that were identified throughout the literature review and emphasized in the research

objectives (de Vaus, 2001), and to determine if there was anything important that was

missing and should be included in the final version. The respondents were provided with

enough space at the end of the questionnaire to give their opinions on the first draft of the

instrument. This is another practice that can lead to more effective feedback from the

respondents (Dawson, 2007). The validation of the questionnaire went through two main

procedures, which involved showing it to judges and experts in various educational

institutions that have expertise in educational assessment. This helped to assure the face

validity of the measure (de Vaus, 2002). Validating the questionnaire went through

different phases:

1- The questionnaire and the research questions were presented to three specialists

in Assessment and Evaluation Unit in the Ministry of Education to confirm that

the questionnaire items represented teachers’ current assessment practices in the

secondary schools, reflected its elements and corresponded to the research

questions (see Appendix 6 and 7, pp.350-351).

2- After editing the questionnaire from the first stage feedback, a copy of the

modified questionnaire and the questions were given to five instructors in the
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College of Education at the University of Qatar. They were asked to assess the

content validity, and make any other recommendations they considered

necessary to improve the questionnaire (see Appendix 8, p.352). A few

recommendations were suggested to improve some items and to add one new

section in the questionnaire. Most of the comments were employed in the

questionnaire draft by re-writing some items and moving some items to a new

section.

3- The final stage in the validation process included administering the

questionnaire to eight teachers of different subjects, who agreed voluntarily to

participate in the validation process. The teachers answered the questions, but

made no comments regarding the overall questionnaire.

4- This was followed by conducting a focus group interview with three teachers to

obtain their comments or recommendations regarding the questionnaire items’

clarity, to assess whether they represented the actual practice in secondary

schools, and to establish the time needed to complete the questionnaire. As a

result, some items that were not relevant to the current practices, according to

participants, were deleted. Furthermore, a few new items were added to the

questionnaire, such as the assessment specifics plan and score distribution

standards, because participants indicated they were among the major factors that

influenced their assessment practices.

These procedures were essential before piloting the questionnaire, to determine any

possible problems in the structure and the items, and avoid any misconstruction in the main

questionnaire. Showing the questionnaire to teachers and professionals in the Ministry of

Education and the University of Qatar was very beneficial, since it helped to identify
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required modifications to the questionnaire draft, before implementing it in schools. All

these procedures, alongside the previous modifications, were needed to ensure that the

questionnaire items were a representative sample of the whole universe of items in the

assessment practice techniques, and were well constructed.

After modifying the final questionnaire draft to comprise all corrections and

comments being provided by various sources, the next important procedure to perform was

to pilot the revised draft of the questionnaire to assess its reliability through statistical

analysis.

6.5.1.4. Assessing the Reliability: The Pilot Study

The pilot study was another essential method to conduct to assess the content

validity of the items in the questionnaire, and to get more feedback from the participants

about the clarity of items and their function. Many research method books (Burton &

Cherry, 1970; Fowler, 1995; Wilkinson & Birmingham, 2003) indicate that piloting

procedure is one of the most important practices that should be undertaken by researchers

during the process of developing questionnaires. Piloting the questionnaire helps in

identifying the characteristics of the questionnaire items, and may help in making

informative decisions regarding keeping some items, rewriting and/or rephrasing some

others, and even deleting problematic items (Fowler, 1995; Green, Salkind, Akey, 2000;

Wilkinson & Birmingham, 2003).

Another objective of this application was to determine if there were any ambiguous

and unclear items in the instrument, in addition to gaining some comments from the

respondents regarding ways of improving the questionnaire. Furthermore, since some

research methods references (Wilkinson & Birmingham, 2003) recommend that the
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questionnaire completion time should not exceed 20 minutes, piloting the questionnaire

before the main administration helped to determine whether total items on the questionnaire

matched this criterion. Furthermore, Burton and Cherry (1970) explained that embodying

required changes to questionnaires after the pilot study may help in increasing the response

rate and reducing the non-response rate. As well, it was important to look at the wording of

a specific question to make it clearer for respondent to answer, since it is important to make

questions clear to all respondents (Rea & Parker, 1992).

Therefore, after incorporating the significant modifications in various stages, the

final draft of the questionnaire was piloted to ensure that the questionnaire represented the

most important items representative of the actual practices in secondary schools. The

questionnaire was administered to a sample of twenty-eight teachers. All the returns were

collected from schools and were analysed by using the SPSS, the statistical analysis

program. Coefficient alpha reliability was used to determine the reliability of the

questionnaire, by eliminating ineffective items while maintaining the internal reliability of

the questionnaire (Howitt & Cramer, 2005). It is considered as the “most common measure

of scale reliability” (Field & Hole, 2003, p.48). Coefficient alpha is believed to be more

powerful statistically in determining the internal reliability of a measure, such as a

questionnaire, than the split-half correlations because:

it does not rely on just one split-half coefficient (a different split would result
in a different coefficient) but on all the possible combinations of splits (de
Vaus, 2002, p.21)

Therefore, this approach was used in this study to analyse the questionnaire reliability and

to determine which item(s) needed to be revised to be more useful, effective, and help in

establishing more reliable instrument. This was done through the calculation of coefficient

alpha. The item total correlations between all variables were high. The Alpha reliability of
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the all items scale was 0.932, indicating that the scale had good reliability. Alpha values of

0.80 or more are considered satisfactory (Howitt & Cramer, 2005; Field & Hole, 2003).

Another recommendation of preferred alpha value was made by Hinton, Brownlow,

McMurray, and Cozens (2004) that indicated:

an alpha score above 0.75 is generally taken to indicate a scale of high
reliability, 0.5 to 0.75 is generally accepted as indicating a moderately
reliable scale, while a figure below this generally indicates a scale of low
reliability (p.363).

Assessing each item correlation with the total score was the other procedure to apply to

assess the reliability of the scale. To reach this, the ‘corrected item-total correlation’

column was the main guidance to do this assessment. The output showed that most items

had moderate to high corrected item total correlation values. However, a few items showed

low and negative correlation coefficient with the total score. Therefore, for these specific

items, it was important to decide the appropriate procedure to apply to modify these items

to be more effective and correlate better with other items.

Before progressing with this action, another examination of all item correlations

was conducted by inspecting the column headed ‘alpha if Item deleted’ to consider the

impact of removing a specific item from the scale. The correlation values for those specific

items demonstrated no major changes to total alpha value if these items were deleted from

the main scale. Some experts (Pallant, 2001) suggest that if deleting the item will not yield

a high alpha value, then it is recommended to re-write these items or alter their wording to

make them more efficient. Besides, Green et al. (2000) imply that:

when making decisions about keeping or omitting items, you must consider
the content of the item and not just the magnitudes of the correlation
coefficients (p.315).

Decisions had to be made, according to previous recommendations, whether to delete items

with negative values, since they did not correlate positively with other items in the
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questionnaire. To determine the appropriate decision to make for items with negative

values, more than one analysis was made to determine total alpha values after deleting each

item with low value. The outcome for each process showed that the calculated alpha (.932)

would increase by approximately .001 whenever an item with a low correlation was

deleted.

The results indicated that no significant change would be made to alpha if all items

were deleted. Moreover, most of these items were important factors in the scale, and

deleting those items might cause loss of important information regarding attributes being

measured through the scale. Therefore, the decision was made to keep those items with low

correlations, but they were revised and modified to increase the total scale reliability by

correlating more with other items, and to be more functional for future application of the

scale. After revising the items by re-wording them, the final draft of the questionnaire was

constructed to be administered in schools.

6.5.2. Focus Group Interview

Research interviews are among the most powerful methods in gaining access to

participants’ viewpoints concerning various matters in educational and psychology and

other sciences. Face-to-face contact helps interviewers to observe how informants reply to

their questions through their tone of speech, facial expressions and body language. It is also

a good way to check whether each item functions effectively and should be retained for

further use or whether it needs to be revised to make it more clear and applicable. The

interview technique is different from any other method in social science research, because

of the way that the researcher goes through from the beginning of the interview until he/she
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reaches the end, in addition to the uniqueness of specific research objectives and the

research questions to which the researcher wishes to find answers (Sarantakos, 1998).

Another reason for conducting the different types of interviews is that with

questionnaires, no one can be sure that the all participants answered honestly to all items. In

addition, the respondents could offer facts and information in the questionnaire, through

their comments in the open-ended question section, different from the ones covered by the

items, or raise other major issues, from their viewpoint, that need to be investigated through

an additional instrument. There are several interview techniques that can be used in social

research practice. Among these methods are structured interview, semi-structured

interview, unstructured interview, and focus group.

The focus group interview was the main method applied to collect supplementary

data about teachers’ assessment practices and factors that influence their practices. There

are many advantages of using this method to give access to respondents’ viewpoints.

Among these is the ability to gather more focused feedback and in depth information from

a group of participants in less time if compared with individual interviews with each

participant (Marshall & Rossman, 1995; Phillips & Stawarski, 2008). In addition, it can

help in gaining more insight from the interviewees about the research problem, with more

interaction between the researcher and interviewees, and among the interviewees

themselves.

The interaction between the interviewees can be effective in raising different issues

and participants may remind each other of aspects that some had forgotten to mention.

Focus group interviews help to develop a dialogue between the interviewer and

participants, and develop confidence to participate during the interview process by
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watching others commenting on issues, and can raise important issues that the researcher

had not considered.

Another advantage of focus group interviews is that it assists the researcher to

obtain more information from the respondents that cannot be acquired through other data

collection techniques, such as self-administered surveys. Some researchers (Keats, 2000)

explained that among the main drawbacks that arise from such surveys are low response

rates, non-representativeness of the returned surveys, misread or misinterpreted questions,

and no time limit for surveys’ return. In contrast, applying the focus group discussion

enables researchers to gain a 100% response rate, and to build a good rapport with

respondents, which may help in producing data that are more accurate and representative.

Focus group interview as a data-gathering tool in qualitative research supports the

interaction between participants within the process, which is not appropriate and not

applicable in other techniques, such as structured and semi-structured interviews. This

technique encourages such activities between participants, since it helps to gain more

insight about the research problem. Besides, such interaction between participants

encourages them to express their feelings, share ideas, and raise topics, which may not be

possible with other types of interviews.

Focus group discussion places no restriction on participants’ ability to speak,

explain, and indicate what they feel about a specific issue. It is a freely planned process to

give confidence to all people involved in the discussion to contribute effectively. In

addition, when some participants see others engaged effectually in the discussion, this may

encourage them to explain their viewpoints and personal-experiences concerning particular

issues.

the resulting combined group effort may produce a wider range of
information, insight and ideas than that likely to be revealed by any single
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member of the group in a one-to-one-interview (Wilkinson & Birmingham,
2003, p.92).

Phillips & Stawarski (2008) have suggested three situations for the application of focus

group discussions, as follows:

to evaluate reactions to specific exercise, cases, stimulations, or other
components of a program; to assess the overall effectiveness of program
application; to assess the impact of a program in a post-program evaluation
(p.26).

The first two situations cited by the authors correspond to the major objectives of the

current study, which sought teachers’ perspectives on assessment practices in schools and

related factors. Therefore, the focus group interview method was the other major instrument

used in this research study. However, some remarks can be made about this kind of

interview that should be considered, and these are related to the specific nature of this type

of interaction among a group of participants. One comment is related to the effects of some

participants on others, since participants’ views and beliefs concerning a specific matter

might be altered during the interview process. This might happen if one or more

participants expressed strong arguments regarding a particular issue, especially if most of

the participants agreed on a particular matter. Therefore, one participant might modify

his/her beliefs and opinions to agree with others’ opinions (Biber & Leavy, 2006).

6.5.2.1. Development of Questions

A number of researchers have explained that interviewers that develop their own

questions prior to the practical interview tend to have total control over the topic, since they

do not need any extra information from informants (Dohrenwend & Richardson 2003).

Kvale (1996) also declared that interviewers should fully understand the interview topic

framework and skilfully understand the different alternative techniques they may apply
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according to the different situations with the capability to generate data and facts during

their conversation with clients.

These views were taken into consideration while planning for the focus group

interviews in schools. This researcher went through different resources that focused on

aspects of qualitative research. Most of the books and articles being read about this topic

helped to address the major factors to consider in planning for focus group interviews. The

next section provides information about the practical conducting of focus group interviews

in schools, besides some of the practices applied to ensure the ease of this process.

6.6. Data Collection

Various procedures were adopted when commencing the practical application of

this research to ensure that the research complied with the ethics and requirements of

scientific research. First of all, an application for research consent was delivered to the

Department of Educational Studies at the University of Hull to inform the officials in the

university that the researcher was planning a field study. After that, a support letter was

obtained from the Cultural Attaché’s Office at the Embassy of the State of Qatar in London

that described the researcher’s plan to conduct a practical study in Qatar. It also asked the

administrators in the Ministry of Education to provide the researcher with help and support

to do his research (see Appendix 9, p.353).

Another letter was obtained from the Higher Council of Education that provided

similar support to the researcher in his practical application of the study (see Appendix 10,

p.354). Then, a consent letter was submitted to the Ministry of Education officials

explaining the main objective of this research study, the field area of the study, and the

major procedures that were to be applied to collect information from participants, namely,
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distributing questionnaires in schools and conducting interviews with students and teachers

from boys’ and girls’ schools (see Appendix 11, p.355).

After the ministry administrators had approved the practical administration of the

questionnaire and the interviews, they sent two letters to its main departments to notify

them about the researcher’s study and commencement of work. These departments, as well,

sent a confirmation letter to the sampled schools to inform them about the researcher’s

objectives and ask them to cooperate with the researcher in his work in these schools. The

researcher, then, called the schools after a few days to check the letters had been received

and to make appointments to start the field work.

6.6.1. The Questionnaire

After receiving the approval from the Ministry of Education and from schools’

principals, the researcher started the field work. Appointments were made with each school

to distribute the questionnaires, and the researcher himself went to every school to meet

schools’ principals to give them a letter that described the purpose of the study and planned

procedures for data collection. This helped to develop trust, discuss with them about the

questionnaire, and answer any possible question(s) that may occur during the meeting. This

was followed by giving them the questionnaires to be distributed, and explaining to them

that the participation in the questionnaire and interviews was voluntary, and teachers had

the right to refuse to participate or to withdraw any time during the practical application of

questionnaires and focus group discussion. In addition, it was explained that teachers were

not required to write their names.
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During the collection process, some schools were very efficient and returned most

questionnaires after approximately a week or two weeks. However, other schools were very

slow and did not return the questionnaire on time. Therefore, follow up phone calls were

made to encourage schools who had not returned their questionnaires or part of them to do

so as soon as possible. This was done to accelerate the collection procedure and maximize

response, and to make sure that schools’ administration were involved completely in the

process.

After all the questionnaires had been collected, the next process was to identify and

eliminate invalid questionnaires. These included questionnaires that were left blank with no

answers and others that were only partially answered, whose respondents did not show real

interest in this research. The total number of questionnaires that were valid for proceeding

with statistical analysis was 490.

6.6.2. The Focus Group Interviews

Before visiting the schools, the researcher checked with the schools’ secretaries

about the confirmation letter from the Ministry of Education that explained the researcher’s

work and his plans to distribute a questionnaire and conduct focus group interviews in the

sampled schools. Then appointments were made with schools to begin the interview

process on specific dates. After meeting with teachers, the researcher began the focus group

interviews by introducing himself, the institution he works for, and the current project.

After that, he asked the interviewees for permission to record the focus group interviews

and obtained the agreement from them to proceed with this. It was essential to use a

recording device in this process, since it is difficult to follow every word while listening to

respondents’ answers.
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Next, personal information was obtained from participants, such as their major, the

subject they taught, and number of students in their class. This introduction procedure was

important before beginning the delivery of questions, since experts (Keats, 2000;

Zuckerman 2003) have pointed out that it is important to build a good rapport with the

respondents before commencement of the interviews. It was easy through this process to

build a good rapport between the researcher and the respondents, even though this was the

first time the researcher had talked to the respondents about practical issues.

After the introduction period, the researcher started administering the questions to

teachers and making notes about the major points that needed to be explained in more

detail. During the interviews, it was important sometimes to restate a specific part of

teachers’ statements to get more detail about a specific issue and/or to gain more insight

about the topic or question of discussions. This procedure is recommended (Wilkinson &

Birmingham, 2003) to clarify points made and to extend the conversation around a

particular issue. At the end, the researcher thanked all the teachers for their participation in

this process and noted that the information obtained from them would have a significant

effect on this research.

6.7. Analysis of the Questionnaires

Before proceeding with the main statistical analysis, it was important to examine the

data to check for any mistakes, outliers and missing data (McBurney, 2001; Field, 2005) by

applying frequency distributions of all variables. It was recognised from the output that

there were some missing data. To solve this obstacle, one of the recommended techniques

to deal with missing cases is by replacing them with the column (group) mean of that
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variable that had missing value (Hinton et al., 2004; de Vaus, 2002). After calculating the

missing values’ columns means, therefore, they were replaced with the calculated means.

Then, the next process was to assess the distribution of all variables according to the

normal distribution assumptions that scores from two independent samples are drawn from

normally distributed populations, and that the two independent samples have equal

variances (Howell, 1999; Field, 2005). Testing both assumptions helps in deciding which

test statistics, should be implemented to analyse the research data (Field, 2005).

6.7.1. Assessing the Fulfilment of the Normal Distribution Assumptions

These assumptions were tested through the employment of the following

procedures: First of all, visual inspection was made of all variable distributions through the

construction of histograms to determine the shape of the variables. The histograms showed

that many variables were not normally distributed. Some of them were positively skewed

and others were negatively skewed. A few were approximately normally distributed. To

assess statistically if those variables with non-normal distributions significantly deviated

from normal distribution, the Kolmogorov-Smirnov test was used (Hinton et al., 2004;

Field, 2005). The test is done by:

calculating the differences between the observed cumulative distribution and
the theoretical cumulative distribution. The larger the difference, the more
likely the distributions will be different to a normal distribution (Hinton et
al., 2004, p.32).

The test values and normality plots for all variables showed statistically significant results

(α < 0.05), which as a result means that the normality assumption was severely violated. In

fact, Pallant (2001) indicated that such results are common with large sample sizes.

After that, it was essential to assess the next assumption, the homogeneity of

variances, and to do that Levene’s test for untransformed raw data was calculated for all
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items to test the homogeneity assumption that all items have equal variance in the parent

populations (Field, 2005). The test values confirmed that the variance differences of 68

items were not statistically significant (α > 0.05), while the differences of 38 items were

statistically significant (α < 0.05). Both testing procedures, Kolmogorov-Smirnov and

Levene’s tests, established statistically that the items were not normally distributed and the

variances were not equal.

Another method was applied to deal with skewed distributions that might cause the

violation of assumptions (Field, 2005). This was done by transforming the raw data using

two different methods; natural log and square root transformations. After both

transformations, Kolmogorov-Smirnov and Levene’s tests were computed again to assess

the assumptions. Both test results confirmed that the normality and homogeneity of

variance assumptions were also violated, since no major changes had appeared from the

transformation procedures. Accordingly, it was confirmed that the homogeneity of variance

assumption was not met. Field (2005) indicates that:

when the sample size is large, small differences in group variances can
produce a levene’s test that is significant (because the power of the test is
improved) (p.98).

The last method that was applied to deal with positively and negatively skewed distribution

was to recode all variables into new variables with nominal characteristics, since this could

help in making the data more asymmetrical to be analysed with parametric tests (Kinnear &

Gray, 2004; Glass & Hopkins, 1996). A recommended method to achieve this is by

adjusting the cutting points to have fewer categories (de Vaus, 2002; Kinnear & Gray,

2004). This was done by combining similar preferences into one group, and the new

variables were recorded into new categorical factors. This technique was presented in the

literature (de Vaus, 2002; Pallant, 2001) to aid in dealing with similar situations, and “to
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avoid using variables with a lot of categories” (de Vaus, 2002, p.164). According to these

recommendations, each five point scale, consequently, was altered to become a three point

scale by combining and recoding response categories. All agree and disagree responses in

the scale were combined into two main categories.

Then, the variables’ distributions were checked again to assess both assumptions by

employing Kolmogorov-Smirnov and Levene’s tests. The results showed the same

characteristics as the original data, since all the items were not normally distributed, and 67

items had equal variances (α > 0.05), whereas 39 items had not (α < 0.05).

6.7.2. Chi-square Analysis

All prior assessment of normality and homogeneity of variance assumptions proved

that these two assumptions were seriously violated, even when transforming of the values

was implemented. This means that most of the distributions were not normal and the

variances were not equal. When both assumptions are not met, and all variables become

nominal in nature, the statistics literature (Kinnear & Gray, 2004; Howitt & Cramer, 2001)

suggests that nonparametric tests are the preferable statistics to use, even though they are

not as powerful as the parametric tests in identifying differences and relationships between

variables (Hinton et al., 2004; Pallant, 2001).

The Chi-square test statistic was calculated to examine the relationship between the

independent and dependent variables, given that both variables were nominal in nature

(Perry, Brownlow, McMurray, & Cozens, 2004). The Chi-square test compares the

differences between the observed counts and the calculated expected counts for any two

variables. A large Chi-square value signifies a large difference between the observed and

expected counts of the two variables (Kinnear & Gray, 2004). A test of significance was
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done to determine if the difference between the two variables was statistically significant. If

it was significant (p < 0.05), then the conclusion was that the two variables were

statistically dependent and vice versa (Brace, Kemp, & Snelgar, 2003).

Fisher’s exact test was used instead of Chi-square to examine the value of the

relationship for cases where expected cell counts were less than five, since in such cases,

Chi-square’s assumption of continuous distribution is violated (Hinton et al., 2004; Kinner

& Gray, 2004; Perry et al., 2004). Fisher’s exact test is considered more powerful to detect

any significant differences in these cases (Howitt & Cramer, 2001). Again, the significance

level (α) was set at 0.05, so if any calculated (α) value exceeded that hypothesized value

(α=0.05), the research hypothesis was rejected. Testing the statistical significance of the

relationship between variables does not purely imply making a conclusion about the

importance of that relationship, if the results were positive. In fact, the main objective

behind testing the statistical significance in relationships between variables is that:

tests of statistical significance allow us to estimate the likelihood that a
relationship between variables in a sample actually exists in the population
as opposed to being an illusion due to chance or sampling error (Babbie,
Halley, & Zaino, 2003, p.303).

Using the Chi-square and Fisher’s exact usually assists in recognizing any statistically

significant relationship between two variables, but does not confirm that this relationship is

important and consequential, which is known as substantive significance (Field & Hole,

2003; Babbie et al., 2003). One cause of this phenomenon is that even small differences

between groups or low correlations can be statistically significant and could be found in

data that came from samples with large sizes (Pallant, 2001; de Vaus, 2002; Babbie et al.,

2003). Therefore, an additional statistical test of association is recommended (Kinner &

Gray, 2004) to be applied for 2x2 and 3x2 tables to measure the strength of the
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relationships being previously determined, and to determine the effect size of that

relationship.

6.7.3. Cramer’s V Test of Effect Size

There are two main tests of association commonly used to analyse the strength of

associations between variables, namely, Phi coefficient and Cramer’s V test. The Phi

coefficient is obtained by dividing the Chi-square value by the square root of the total

frequency as follows;

Cramer’s V is based on the square root of Chi-square in addition to the total number

of participants (N). To calculate V, the square root of chi square must be computed first and

then divided by the quantity N multiplied by (m), which is the smaller of rows -1 or

column. The formula is;

* (Number of row or number of column, whichever is smaller) (Green et al., 2000, p.347).

For 2x2 tables, it is usually recommended to use Phi coefficient, whilst for 3x2

tables Cramer’s V of effect size is the best measure to be applied (Kinner & Gray, 2004).

However, other experts (Green et al., 2000) indicate that “for 2x2, 2x3, and 3x2 tables, Phi

and Cramer’s V are identical” (p.346). Therefore, Cramer’s V was the chosen test statistic

to interpret the strength of the relationships between factors with various preferences.

The strength of the association depends on the value of the Cramer’s V test. Within

the range of -1 to +1, this is considered a very strong association. More detail about the
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strength of association values and the appropriate interpretation in accordance with these

values are provided in Table 6.8. These effect values help to understand the effect values

for the same correlations in the targeted population (Green et al., 2000; Field & Hole,

2003). Any statistically significant relationship between two variables even with low effect

size means that this effect size is due to large sample size and not the sampling error (de

Vaus, 2002). Babbie et al. (2003) suggest that for items with statistically significant

relationships and strong effect sizes, “knowledge of independent variable improves

prediction of dependent variable and relationship can be generalised from the sample to the

population” (p.310). Nevertheless, for statistically significant relationships with weak effect

sizes, no meaningful prediction can be gained from understanding the main features of

independent variable, but inferences about the relationship between both variables can be

generalised to the parent population (Babbie et al., 2003). In addition, for weak associations

others (de Vaus, 2002) propose that “it is better to accept that most relationships are weak

than to over interpret results” (p.262).

Table 6.8
Interpreting Strength of Association

Strength of Association Values

None 0.00
Weak/Uninteresting association ±.01 to .09
Moderate/Worth noting ±.10 to .29
Evidence of strong association/Extremely interesting ±.30 to .99
Perfect/Strongest possible association ±1.0

(Source: Babbie et al., 2003, p.258)
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6.8. Analysis of Teachers’ Comments

The analysis of teachers’ comments in questionnaires and focus group interviews

went through different stages. First of all, a coding system was established to differentiate

between comments that came from questionnaires and interviews, comments from teachers,

male and female, and from students, boys and girls. Table 6.9 shows some of the symbols

used to signify the characteristics of the comments’ producers. For example, if a comment

is followed by these symbols ( m-t-v-2-2 ), it means that the comment came from a male

(m) teacher (t) through a focus group interview (v), from school number two (2) and

teacher number two (2).

Table 6.9
Symbols Used in Identifying Comment Sources

Symbol Description
m / f male / female
t / s teacher / student

v / q
Comments through the interviews / comments on
questionnaires

1st number school number
2nd number Participant(s) number
few/a few
/majority

The number of the participants in a specific quote

After that, teachers’ comments in questionnaires were collected and organised into various

categories that corresponded to the questionnaire items and sections, besides some new

categories that were important to introduce.

Next, all the focus group interviews were transcribed and summarised into the same

categories created previously. This process helped in analysing the various comments from

the different groups, and made it easier to combine the different remarks to arrive to a

specific conclusion (Wilkinson & Birmingham, 2003).
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Finally, results from the teachers’ responses on questionnaire items and from their

comments on both questionnaires and focus group interviews were presented together in the

results chapter to help in analysing and discussing the overall data to reach the main

research conclusions.

6.9. Ethical Considerations and Research Notes

Participants’ privacy was an important issue to consider in this research. The

introductory letter that was attached to each questionnaire explained the major objectives of

the study and explained that all answers from the questionnaire would be kept in a safe

place and would not be revealed to others. Because some people believe that giving

personal information, especially about work experience, may affect them in some way,

many of them refuse to participate in any data collection that requires participants’ names

(Wilkinson & Birmingham, 2003). The research questionnaire did not ask teachers to

provide their names. In fact, it was indicated in the first page of the questionnaire that there

was no need for them to write their names. This procedure helps to preserve participants’

anonymity and encourages them to participate effectively and confidentially (Wilkinson &

Birmingham, 2003; de Vaus, 2001).

It is important to note here that the researcher faced difficulties in gaining access to

girls’ schools to conduct more interviews with teachers and students. Even though officials

at the Ministry of Education sent two letters to all participating secondary schools asking

and encouraging them to help the researcher in distributing the questionnaires and

conducting the interviews, some girls’ schools refused to participate in the focus group

interviews.
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A further attempt was made by the researcher to save the process by asking some

other schools if individual or telephone interviews could be conducted with teachers and

students, rather than the focus group interviews, if this was more acceptable to teachers and

school administration. Initially, some of these schools agreed to participate in this

procedure, but afterwards, they showed no inclination to proceed with interviews. Many

follow up telephone calls were made to request these schools to progress with interviews,

but unfortunately nobody showed any interest in carrying out any sort of interviews.

On the other hand, it was interesting to find that among the 490 questionnaires,

more than 100 contained interesting comments. These informative comments helped the

researcher to gain additional insight about assessment practices in schools. Furthermore,

some of the comments asserted the importance of this research study, and some teachers

expressed interest in being notified about the final conclusions and recommendations of this

study. Some respondents praised the researcher for conducting such research on this topic

and encouraged him to proceed with this study.

Moreover, the officials in The Higher Council of Education, the Ministry of

Education, and some schools’ principals showed a higher degree of responsibility and

respect for this research and this project. This included facilitating the procedures without

routine and smoothing the process by their important directions and instructions to help the

researcher in his study. All these indications increased the researcher’s interest in this topic

and encouraged him during the difficulties he faced within the different processes.

The last thing to conclude here is the importance of providing participants with

open-ended questions in the questionnaire ((Wilkinson & Birmingham, 2003). In this study,

the design of the questionnaire included some open-ended questions within the sections and

at the end of the questionnaire (see Appendix 1, p.341).
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Some respondents even provided a whole page of written remarks that were

valuable in determining what most concerned teachers and what should be done to alter the

current practices in teachers’ assessment.

6.10. Conclusion

The main aim of this chapter was to describe the survey design of this study. The

research methodology employed the quantitative and qualitative methods together to

answer the research questions and identify the main characteristics of teachers’ assessment

practices in secondary schools in Qatar.

Schools were selected by using proportional stratified random sampling and simple

random sampling procedures to ensure that the main sample would be representative of the

parent population from both genders and from different regions, capital city and districts.

The total number of schools that randomly participated in the study was 18 schools, and the

total number of teachers was 490, 189 males and 301 females.

A constructed questionnaire and focus group interviews were the major data

gathering instruments applied. The questionnaire comprised d six sections that focussed on

different issues attributes related to assessment practices in schools, and each section had a

number of items. The majority of items were assessed by using a Likert scale, with some

items having 5 preferences from ‘not skilled’ to ‘totally skilled’, ‘never’ to ‘always’, and

‘not useful’ to ‘essential’. Many procedures were applied to determine the questionnaire’s

validity and reliability

Finally, the processes of data collection were demonstrated by clarifying the

methods employed to administer the questionnaire and conduct the interviews in schools.

The questionnaires were analysed by applying various approaches, including assessing
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normal distribution assumptions, adjusting cutting points, and using Chi-square, Fisher’s

exact, and Cramer’s V tests to assess cross-tabulation and strength of associations.

The next chapter, data analysis, will focus on presenting the main research findings

by analysing the results. This includes displaying the questionnaire results, frequencies and

percentages followed by Chi-square and Cramer’s V values and ending with teachers’

comments on questionnaires and through focus group interviews.
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Chapter 7

Data Analysis

7. 1. Introduction

This chapter describes in detail the most important features of the research findings,

with particular emphasis on the statistical analysis of the survey data. First of all, the main

demographic features of the survey sample are described. This includes teachers’ academic

qualifications, the major subjects they teach in addition to their years of experience and the

number of students in their classes. Such detail are used later to investigate the roles that

some of those factors could play in relation to other dependent variables in the study. This

in turn may provide insight into the importance of some major factors in the learning

process and how they may affect, positively or negatively, teachers’ assessment practices in

public secondary schools in Qatar.

After explaining the main characteristics of the sample and the participants, a more

detailed description will follow concerning the remaining variables that were introduced in

the questionnaire. Furthermore, teachers’ responses to the different items on the six sections

on the questionnaire will be analysed individually. This includes analysis of the data for

each section in the questionnaire, with frequencies and percentages for all items. The main

reason for doing this is to understand the characteristics of these factors among this sample

of teachers.

Next, tests of independence between the independent and dependent variables will

be presented to determine the characteristics of the relationship between those variables.

Chi-square is the best technique to be used in this analysis, since all variables are nominal.
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Besides, Cramer’s V test will be employed, whenever the relationship between the

variables is significant, to verify the strength of the association between the independent

and dependent variables.

Finally, whenever applicable, teachers and students’ statements (from

questionnaires and focus group discussion) about elements related to assessment practices

besides factors that influence teachers’ assessment practices will be quoted, to help in

explaining the results. The overall data from all these resources may help in drawing valid

conclusions about teachers’ current applications of assessment in secondary schools in

Qatar.

7.2. The Main Sample’s Characteristics

The main purpose of this section is to describe the key features of the whole sample.

This description will include the total number of public high schools and teachers that were

involved in this study, in addition to all participants who took part in answering

questionnaire items and focus group interview questions. It is important to note here that all

teachers who participated in the focus group interviews were also been involved in

answering the questionnaire items, since their schools were also part of the research

sample.

7.2.1. Demographic Features of the Questionnaire Sample

This part clarifies some major characteristics of secondary school teachers who

answered the questionnaire items. As can be seen from Table 7.1, for the academic

qualifications, most teachers 395 (80.61%) had Baccalaureate degree, 82 (16.73%) of them

had a Licence degree, 9 (1.84%) a Master degree, and 4 (0.82%) a Ph.D. Most teaching

subjects were represented in the sample, yet, with different percentages. Table 7.2 shows
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teachers’ distribution according to subjects taught. It is clear from the figures that 220

teachers, 44.9% of the total sample, taught languages. Other subjects in the sample were

Mathematics 16.9%; science 13.1%, Islamic studies 10.2%, Social studies 5.1%, Family

education 4.3%, Computer science 2.7%, Research skills 1.6%, and Philosophy and

psychology 1.2%.

Table 7.1
Sample Classification According to Academic Qualifications

Degree
Count

Licence Baccalaureate Master Ph.D Total

Frequency 82 395 9 4 490
Percentage 16.73 80.61 1.84 0.82 100

Table 7.2
Sample Classification According to Subject

Responses
Subjects

Frequency Percentage

Islamic Studies 50 10.2
Arabic Language 77 15.7
English Language 78 15.9
French Language 65 13.3

Mathematics 83 16.9
Science 64 13.1

Social studies 25 5.1
Family Education 21 4.3
Computer Science 13 2.7

Research skills 8 1.6
Philosophy and psychology 6 1.2

Total 490 100

After that, teachers were asked about their years of experience in teaching their subjects, in

addition to the number of students in their classes. It appears from Table 7.3 that the most

frequently occurring years of experience category, more than half of the teachers, was

teachers who had over 15 years of experience 282 (57.6%), and the least common years of

experience category was teachers who had from 1 to 5 years of experience 23 (4.7%). Other

category distributions are shown in the table.
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Table 7.3
Sample Classification According to Years of Experience

Year
Count

1-5 6-10 11-15 Over 15 Total

Frequency 23 80 105 282 490
Percentage 4.7 16.3 21.4 57.6 100

Lastly, Table 7.4 reports the frequencies and percentages associated with the number of

students in the classroom. It is clear from the table that most teachers in this sample (248,

50.6%) had between 26 to 31 students in their classes. Furthermore, 161 (32.9%) teachers

indicated that they had between 32 to 37 students in their classes and just a few teachers

(19, 3.9%) indicated they had fewer than 20 students in their classes.

Table 7.4
Sample Classification According to Number of Students in the Class

No.
Count

Less
than 20

20-25 26-31 32-37
38 and
more

Total

Frequency 19 61 248 161 1 490
Percentage 3.9 12.4 50.6 32.9 2.0 100

7.2.2. Demographic Description of the Interview Sample

Some focus group interviews were employed to investigate teachers’ views on their

classroom assessment practices in secondary school education. Tables 7.5, 7.6, 7.7, and 7.8

present some demographic characteristics of all participants in these interviews: teachers’

academic qualifications, subject taught, years of experiences, and number of students in

their classes. First of all, Table 7.5 shows that sixteen teachers held the baccalaureate

degree and only one teacher held a Licence. The subjects taught included Islamic studies 4

(23.53%); Arabic language 3 (17.65%); English language 1 (5.88%); Mathematics 3

(17.65%); Science 4 (23.53%); Social studies 1 (5.88%), and Research skills 1 (5.88%).

Therefore, it may be concluded that almost half of the participants in the sample were

teachers who taught languages (see Table 7.6).
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Table 7.5
Distribution of Teachers Interviewed by Qualifications

Degree
Count

License Baccalaureate Master Ph.D Total

Frequency 1 16 - - 17
Percentage 5.9 94.1 - - 100

Table 7.6
Teachers Interviewed by Subject Taught

Responses
Subjects

Frequency Percentage

Islamic Studies 4 23.53
Arabic Language 3 17.65
English Language 1 5.88

Mathematics 3 17.65
Science 4 23.53

Social studies 1 5.88
Research skills 1 5.88

Total 17 100

Table 7.7 presents teachers’ years of experience and it appears from the table that nine

teachers had over fifteen years of teaching experience, six participants had between eleven

to fifteen years, and two teachers had between six to ten years of teaching experience. For

the number of students in the classroom, Table 7.8 indicates that most teachers 15 (88.2%)

had between 32 and 37 students in their classes, while the remaining participants 2 (11.8%)

had between 26 and 31 students in their classes.

Table 7.7
Teachers Interviewed by Years of Experience

Year
Count

1-5 6-10 11-15 Over 15 Total

Frequency - 2 6 9 17
Percentage - 11.8 35.3 52.9 100

Table 7.8
Number of Students in the Class

No.
Count

Less than 20 20-25 26-31 32-37 38 and more Total

Frequency - - 2 15 - 17
Percentage - - 11.8 88.2 - 100
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7.3. The Main Data Analysis

The analyses of the survey data from both the questionnaires and the focus group

interviews will be presented in this section. Each section of the questionnaire will be

analysed separately. This process will start by introducing tables that include frequencies

and percentages for every section in the questionnaire. These figures represent teachers’

responses to each item in a specific section. This will help in providing some general

information about the distribution of participants’ responses in each category of the

dependent variables. After that, values of Chi-square test of independence and Cramer’s V

measures of association will be presented to assess the relationships between the

independent and dependent variables and, whenever applicable, the strength of the

association between these variables. This will help in determining the affects of those

independent variables on teachers’ responses to items and aid in generating conclusions

about these effects. Finally, teachers and students’ comments on the questionnaires and the

focus group interviews will be presented, whenever it is applicable, to help in drawing the

overall picture about teachers’ assessment practices in secondary schools in Qatar.

Before beginning the analysis process, modifications were made to the categories of two

independent variables. First of all, the eleven categories of Teachers’ subjects were

combined into three different categories;

1. Social Sciences (SS.): this category consists of Islamic Studies, Social Studies,

Family Education, Research Skills, Philosophy and Psychology.

2. Languages (L.): this includes Arabic, English, and French Languages.

3. Mathematics and sciences (M/S.): this comprises Mathematics, Applied

Sciences, and Computer Science.
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Moreover, the categories of numbers of students in the class were modified to become three

categories, as follows:

1. < 20 and 20-25 students per class were combined to become ≤ 25;

2. From 26-31 students was kept the same;

3. 32-37 and 38 and over were combined to become ≥32

The next section will present some aspects regarding teachers’ perception of their skills

with the different assessment techniques, the traditional test item forms and the alternative

assessment methods. This is followed by examining the significant differences in teachers’

responses with regard to the main independent variables, such as their gender, subjects, and

years of experience.

7.3.1. Teachers’ Skill Perception with the Different Assessment Techniques

Table 7.10A shows participants’ responses for the three categories, not skilled, do

not know, and skilled. From inspecting the table it may be realised that the majority of

teachers believed they possessed the required skills in the different test item forms,

especially in true/false questions 449 (91.6%), multiple-choice questions 445 (90.8%),

completion of sentence questions 442 (90.2%), closed-ended essay questions 441 (90%),

and open-ended essay questions (398, 81.2%). In addition, the teachers claimed to be

skilled in matching questions and re-arrangement questions, but with lower frequencies and

percentages, 367 (74.9%) and 366 (74.4%), respectively. On the other hand, a number of

teachers believed they were not skilled with drawing questions 108 (22%), re-arrangement

questions 66 (13.5%), matching questions 60 (12.2%), and open-ended essay questions 53

(10.8%). In fact, these forms received the highest number of “not-skilled” responses of all

test forms.
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Table 7.10A
Teachers’ Skill Perception with Traditional Test Forms

Responses

Variables

Not skilled Do not know Skilled Total

Freq. % Freq. % Freq. % Freq. %

Completion of
sentence questions

38 7.8 10 2.0 442 90.2 490 100

Multiple-choice
questions

33 6.7 12 2.4 445 90.8 490 100

True / False
questions

28 5.7 13 2.7 449 91.6 490 100

Matching questions 60 12.2 63 12.9 367 74.9 490 100

Closed-ended essay
questions

26 5.3 23 4.7 441 90.0 490 100

Open-ended essay
questions

53 10.8 39 8.0 398 81.2 490 100

Re-arrangement
questions

66 13.5 58 11.8 366 74.7 490 100

Drawing questions 108 22.0 95 19.4 287 58.6 490 100

There are other types of assessment rather than paper-pencil tests that need to be applied to

measure students’ achievement. These alternative methods require more interaction

between teachers and students to understand their abilities and to give them the required

feedback about their performance and achievement. Among these techniques are

interviews, oral questioning, discussion, and classroom observation. Other methods, such as

students’ self and peer assessment are regarded as part of formative assessments that

involve learners in the assessment process. Table 7.10B contains frequencies and

percentages for teachers’ responses to questions as to their skills with these kinds of

assessment procedures. As it appears from the table, the findings indicate that the majority

of teachers who considered they had the required skills in most of the alternative

assessment forms. The highest frequencies of participants’ positive “skilled” responses

were for classroom discussion 460 (93.9%), classroom observation 434 (88.6%), assessing
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students’ individual activities 411 (83.9%), and oral questioning 398 (81.2%). Furthermore,

large numbers of teachers also considered themselves skilled with assessing students’ group

activities 388 (79.2%) and individual interviews with students 349 (71.2%). In contrast, the

remaining assessment forms, i.e. students’ self-assessment, assessing students’ presentation

skills, and students’ peer-assessment had variable frequencies with 338 (69%), 337

(68.8%), and 254 (51.8), respectively. For the number of teachers who considered

themselves not skilled in these forms, the frequencies and percentages were as follows: 70

(14.35) for students’ self-assessment, 65 (13.3%) for assessing students’ presentation skills

and 106 (21.6%) for students’ peer-assessment.

Table 7.10B
Teachers’ Skill Perception with Other Assessment Methods

Responses

Variables

Not skilled Do not know Skilled Total

Freq. % Freq. % Freq. % Freq. %

Classroom discussion
20 4.1 10 2.0 460 93.9 490 100

Classroom
observation 27 5.5 29 5.9 434 88.6 490 100

Individual interviews
with students 77 15.7 64 13.1 349 71.2 490 100

Assessing students’
individual activities 47 9.6 32 6.5 411 83.9 490 100

Assessing students’
group activities 66 13.5 36 7.3 388 79.2 490 100

Oral questioning of
students 43 8.8 49 10.0 398 81.2 490 100

Assessing students’
presentation skills 65 13.3 88 18.0 337 68.8 490 100

Students’ self-
assessment 70 14.3 82 16.7 338 69.0 490 100

Students’ peer-
assessment 106 21.6 130 26.5 254 51.8 490 100



194

7.3.1.1. The Relationship between Teachers’ Skill Perception and Other

Variables

It was important to assess whether teachers’ skill perception with the different

assessment methods differs according to their gender, subjects they teach, and their years of

experience. To assess the relationship between those variables and skill perception, the Chi-

square test statistic was applied. In addition, Pearson’s Chi-square values or Fisher’s exact

test values, whenever applicable, were used to test the independence between variables.

Chi-square helps to assess whether the discrepancies between the observed and expected

values within the different categories are bigger than one might expect by chance.

Furthermore, whenever the Chi-square test shows a significant result, Cramer’s V test of

association between variables is employed to assess the strength of the relationship between

the variables. The results of all tests are presented in the tables.

7.3.1.1.1. Teachers’ Gender

The Chi-square test of independence was used to assess the relationship between

teachers’ gender and their skill perception with the informal assessment procedures.

Teachers’ gender and their skill perception with three assessment forms were not

independent. These forms were interviews (χ2=13.463, DF=2, p=0.001), students’ self-

assessment (χ2=13.555, DF=2, p=0.001), and students’ peer-assessment (χ2=9.764, DF=2,

p=0.008). The differences between male and female teachers’ responses in these four

assessment techniques were statistically significant. The numbers of female teachers who

considered themselves skilled in these specific forms (198, 191, and 142) were statistically

higher than those of males (151, 147, and 112), respectively. For all the remaining formal
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and informal assessment forms, however, the differences in male and female teachers’

responses were the same, since no significant results were found throughout the analyses.

Since the Chi-square test for the three variables showed a statistically significant

relationship, it was important to examine the strength of the association between the

independent and dependent variables. Since both variables were nominal in nature,

Cramer’s V test of association was the appropriate test statistic to employ to assess the

strength of this relationship between the variables. The relationship between gender and

each of the three variables was as follows; individual interviews (C=.166, DF=2, p=0.001),

students’ self-assessment (C=.166, DF=2, p=0.001), and students’ peer-assessment

(C=.141, DF=2, p=0.008). The results from Cramer’s’ V test of association demonstrated

that the relationships between teachers’ gender and their skill perception with those four

variables were moderate.

7.3.1.1.2. Teachers’ Subjects

Table 7.10C shows Chi-square tests for all assessment methods according to

teachers’ gender and their skill perception. From the figures, it is clear that teachers’

subjects and their skill perception with the different assessments were not independent for

six assessment forms. Three of these were formal test items, multiple-choice, true/false, and

drawing questions, while the remaining three were informal procedures. In addition, for

multiple-choice and drawing questions, the number of teachers of mathematics and sciences

who indicated they were skilled in these two forms was higher than for social studies and

language teachers. However, for the other four techniques, the number of teachers of

languages who claimed to be skilled was statistically higher than for the other subjects.
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Table 7.10C
Teachers’ Subjects and their Skill Perception with Different Assessment Techniques

7.3.1.1.3. Teachers’ Years of Experience

Testing the independence between teachers’ years of experience and their skill

perception with the different assessment methods was also important. Tables 7.10D (p.198)

and 7.10E (p.199) show the results for all tests. The figures confirmed that Chi-square test

of independence for most assessment methods, formal and informal, were statistically

significant. It is appropriate to conclude that the two variables are not independent, and

there is some sort of relationship between the variables. The tables show that for six formal

test forms and eight informal assessment procedures, the number of teachers with over 15

years of experience who believed they were skilled was statistically higher than for teachers

with less years of experience. The differences between the observed and expected counts

for those 14 methods were high enough to give high Chi-square test values for all of them.

Therefore, the probability values for the same items were less than .05.

Responses
Variables Subject

Not skilled
Do not
know

Skilled χ2

p
C
p

F. % F. % F. %
Traditional test forms

Multiple-choice questions
S.S.
L.

M/S.

19
5
9

11.9
3.1
5.3

7
2
3

4.4
1.2
1.8

134
154
157

83.8
95.7
92.9

14.994
.004

.124

.004

True/false questions
S.S.
L.

M/S.

13
4
11

8.1
2.5
6.5

3
1
9

1.9
0.6
5.3

144
156
149

90.0
96.9
88.2

12.928
.010

.115

.010

Drawing questions
S.S.
L.

M/S.

48
41
19

30.0
25.5
11.2

35
42
18

21.9
26.1
10.7

77
78

132

48.1
48.4
78.1

42.097
.000

.207

.000

Other assessment methods

Classroom observation
S.S.
L.

M/S.

16
4
7

10.0
2.5
4.1

10
4
15

6.3
2.5
8.9

134
153
147

83.8
95.0
87.0

16.064
.003

.128

.003

Oral questioning of
students

S.S.
L.

M/S.

20
1
22

12.5
0.6
13.0

19
9
21

11.9
5.6
12.4

121
151
126

75.6
93.8
74.6

27.554
.000

.168

.000

Assessing students’
presentation skills

S.S.
L.

M/S.

30
12
23

18.8
7.5
13.6

26
28
34

16.3
17.4
20.1

104
121
112

65.0
75.2
66.3

9.909
.042

.101

.042
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However, even though more teachers with over 15 years of experience perceived

themselves as skilled compared to other categories, there were still some teachers from this

category who indicated the same skill perception as other teachers with fewer years of

experience. Therefore, a few assessment forms did not show any significant differences

between the three different categories of teachers’ years of experience. Besides, it appears

from table 7.10G that fewer teachers with over 15 years of experience believed they were

skilled with students’ self and peer assessments, although their number was higher than any

other group. Besides, another remarkable number of teachers from the same category

indicated they were not skilled with two new types of assessment forms, self and peer

assessments. The Cramer’s V tests of the association for the significant results showed that

the relationships between the variables were only low, since no probability value exceeded

.20.
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Table 7.10D
Teachers’ Years of Experience and their Skill Perception with Traditional Test Forms

Responses
Variables

Year of Exp.
Not skilled Do not know Skilled χ2

p
C
pF. % F. % F. %

Completion of
sentence questions

1-5
6-10

11-15
> 15

6
8
9
15

26.1
10.0
8.6
5.3

0
3
2
5

0.0
3.8
1.9
1.8

17
69
94
262

73.9
86.3
89.5
92.9

12.694
.029

.126

.024

Multiple-choice
questions

1-5
6-10

11-15
> 15

6
9
5
13

26.1
11.3
4.8
4.6

0
3
4
5

0.0
3.8
3.8
1.8

17
68
96
264

73.9
85.0
91.4
93.6

16.743
.005

.148

.004

True/false questions

1-5
6-10

11-15
> 15

6
3
4
15

26.1
3.8
3.8
5.3

1
1
4
7

4.3
1.3
3.8
2.5

16
76
97
260

69.6
95.0
92.4
92.2

14.136
.016

.145

.005

Matching questions

1-5
6-10

11-15
> 15

5
15
14
26

21.7
18.8
13.3
9.2

6
12
13
32

26.1
15.0
12.4
11.3

12
53
78
224

52.2
66.3
74.3
79.4

13.931
.025

.119

.032

Closed-ended
questions

1-5
6-10

11-15
> 15

3
6
6
11

13.0
7.5
5.7
3.9

5
2
7
9

21.7
2.5
6.7
3.2

15
72
92
262

65.2
90.0
87.6
92.9

18.350
.003

.155

.002

Open-ended
questions

1-5
6-10

11-15
> 15

6
13
10
24

26.1
16.3
9.5
8.5

4
6
13
16

17.4
7.5
12.4
5.7

13
61
82
242

56.5
76.3
78.1
85.8

17.815
.005

.138

.005
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Table 7.10E
Teachers’ Years of Experience and their Skill Perception with Other Assessment Methods

Responses

Variables

Year of
Exp.

Not skilled
Do not
know

Skilled χ2

p
C
p

F. % F. % F. %

Classroom
discussion

1-5
6-10
11-15
> 15

2
8
3
7

8.7
10.0
2.9
2.5

0
4
3
3

0.0
5.0
2.9
1.1

21
68
99
272

91.3
85.0
94.3
96.5

14.962
.010

.130

.018

Classroom
observation

1-5
6-10
11-15
> 15

4
9
1
13

17.4
11.3
1.0
4.6

1
6
7
15

4.3
7.5
6.7
5.3

18
65
97
254

78.3
81.3
92.4
90.1

15.779
.009

.131

.013

Individual
interviews with
students

1-5
6-10
11-15
> 15

7
17
15
38

30.4
21.3
14.3
13.5

5
12
19
28

21.7
15.0
18.1
9.9

11
51
71
216

47.8
63.8
67.6
76.6

15.426
.014

.125

.019

Assessing students’
individual activities

1-5
6-10
11-15
> 15

4
10
10
23

17.4
12.5
9.5
8.2

3
8
11
10

13.0
10.0
10.5
3.5

16
62
84
249

69.6
77.5
80.0
88.3

15.033
.014

.119

.032

Assessing students’
group activities

1-5
6-10
11-15
> 15

8
13
11
34

34.8
16.3
10.5
12.1

6
6
11
13

26.1
7.5
10.5
4.6

9
61
83
235

39.1
76.3
79.0
83.3

25.965
.000

.175

.000

Oral questioning

1-5
6-10
11-15
> 15

5
9
10
19

21.7
11.3
9.5
6.7

5
8
18
18

21.7
10.0
17.1
6.4

13
63
77
245

56.5
78.8
73.3
86.9

21.619
.001

.151

.001

Students’ self
assessment

1-5
6-10
11-15
> 15

4
18
15
33

17.4
22.5
14.3
11.7

4
16
24
38

17.4
20.0
22.9
13.5

15
46
66
211

65.2
57.5
62.9
74.8

13.535
.031

.117

.036

Students’ peer
assessment

1-5
6-10
11-15
> 15

5
20
18
63

21.7
25.0
17.1
22.3

8
30
32
60

34.8
37.5
30.5
21.3

10
30
55
159

43.5
37.5
52.4
56.4

14.123
.026

.119

.031
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7.3.2. Teachers’ Frequency of Application of the Different Assessment Techniques

After assessing teachers’ perceptions of their skill with different assessment

methods, the next essential step in the analysis is to measure the frequency of application of

these different types of methods in classroom settings. This section will focus on teachers’

current assessment practices in relation to their application of traditional test item forms,

such as multiple-choice, true/false, open-ended essays and completion of sentence

questions. Besides, the section will include an additional analysis of teachers’ responses

concerning their implementation of alternative assessment methods, for instance weekly

and monthly tests, oral questioning, individual interviews with students, and assessing

individual and group activities.

Table 7.11A contains the response frequencies and percentages. It appears from this

table that among the 490 teachers who participated in the study, large numbers said they

always applied traditional forms, for instance, multiple-choice 387 (79%), closed-ended

essays 355 (72.4%), completion of sentences 322 (65.7%) and true/false questions 317

(64.7%). In addition, many teachers reported that they sometimes applied these forms, such

as matching questions 149 (30.4%), completion of sentence questions 127 (25.9%), and

true/false questions 102 (20.8%). In contrast, 217 (44.3%) and 173 (35.3%) said they never

applied drawing questions and re-arrangement questions in their formal tests. In addition,

142 (29%) and 109 (22.2%) indicated they never applied open-ended essays and matching

questions.

For the other assessment methods, however, the main focus is to describe teachers’

perceived frequency of application of other major forms of assessment, such as interviews,

individual and group activities, students’ self and peer assessments. These sorts of measures

are formative in nature, and may help in providing learners with immediate feedback,
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whenever teachers have the authority to do that, regarding their actual achievement. It is

evident from Table 7.11B that teachers’ responses regarding application of the various

types of forms were different from one form to another. It seems from the figures that

students’ peer-assessment, students’ self-assessment, and oral questioning were never used

by a substantial proportion of teachers, since 220 (44.9%), 138 (28.2%), and 115 (23.5%)

respectively reported that they never employed these forms. In addition, some of them 135

(27.6%), 127 (25.9%), and 95 (19.4%) respectively said they sometimes used these forms

in their classroom assessment practices. On the other hand, there were some forms of

assessment which large number of teachers reported always applied: discussion 456

(93.1%), observation 416 (84.9%), assignments 383 (78.2%), homework 381 (77.8%),

monthly short tests 367 (74.9%), recording students’ participation 361 (73.7%) and

individual activities 347 (70.8%).

Table 7.11A
Frequency of Application of Traditional Test Forms

Responses

Variables

Never Sometimes Always Total

Freq. % Freq. % Freq. % Freq. %

Completion of sentence
questions

41 8.4 127 25.9 322 65.7 490 100

Multiple-choice
questions

27 5.5 76 15.5 387 79.0 490 100

True/False questions 71 14.5 102 20.8 317 64.7 490 100

Matching questions 109 22.2 149 30.4 232 47.3 490 100

Closed-ended essay
questions

41 8.4 94 19.2 355 72.4 490 100

Open-ended essay
questions

142 29.0 98 20.0 250 51.0 490 100

Re-arrangement
questions

173 35.3 148 30.2 169 34.5 490 100

Drawing questions 217 44.3 99 20.2 174 35.5 490 100
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Table 7.11B
Frequency of Application of other Assessment Methods

Responses

Variables

Never Sometimes Always Total

Freq. % Freq. % Freq. % Freq. %

Weekly short tests 79 16.1 107 21.8 304 62.0 490 100

Monthly short tests 44 9.0 79 16.1 367 74.9 490 100

Homework 30 6.1 79 16.1 381 77.8 490 100

Classroom
assignments

26 5.3 81 16.5 383 78.2 490 100

Classroom
discussion

9 1.8 25 5.1 456 93.1 490 100

Classroom
observation

17 3.5 57 11.6 416 84.9 490 100

Individual
interviews with
students

96 19.6 206 42.0 188 38.4 490 100

Assessing students’
individual activities

34 6.9 109 22.2 347 70.8 490 100

Assessing students’
group activities

76 15.5 120 24.5 294 60.0 490 100

Oral questioning of
students

115 23.5 95 19.4 280 57.1 490 100

Recording
students’
participation in the
classroom

41 8.4 88 18.0 361 73.7 490 100

Students’ self-
assessment

138 28.2 127 25.9 225 45.9 490 100

Students peer-
assessment

220 44.9 135 27.6 135 27.6 490 100
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7.3.2.1. The Relation between Teachers’ Application and Other Variables

After assessing teachers’ perceived frequency of application of the different

assessment techniques, it is essential to test whether or not there are relationships between

teachers’ application of the different assessment methods and other major independent

variables in the study. The following sections will present the relationships with teachers’

gender, subjects, years of experience, and number of students in the class.

7.3.2.1.1. Teachers’ Gender

Regarding teachers’ frequency of application of the different assessment techniques

and their gender, some significant results for particular assessment methods were found,

which confirms that these two variables are not independent. Table 7.11C shows that for

the traditional test forms, multiple-choice questions was the only form of assessment for

which responses indicated significant differences between male and female teachers. The

Chi-square probability value (χ2
=6.048, DF=2, p=0.047) for this item was less than .05. In

addition, the number of female teachers who claimed they always (227) applied multiple-

choice questions in their tests was significantly higher than that of male teachers (160).

However, for the alternative assessment methods, the results showed a different

trend in comparison with the previous results. It appears from Table 7.11C that for six

assessment forms, the differences between male and female teachers were statistically

significant. These forms were weekly short tests, monthly short tests, homework, individual

interviews, oral questioning, and students’ peer-assessment. For weekly and monthly short

tests, homework and oral questioning, the numbers of female teachers who indicated they

always applied these forms were significantly higher than those of male teachers. In

addition, the number of female teachers who indicated they sometimes applied individual
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interviews with students was statistically higher than that of males. However, the number of

female teachers who never used students’ peer assessment in their classroom practices was

higher than that of males. For the remaining assessment techniques, formal and informal,

no significant differences were found between male and female teachers’ responses.

Table 7.11C
Teachers’ Gender and their Frequent Application of Assessments

7.3.2.1.2. Teachers’ Years of Experience

Other significant results were found in testing the relationship between teachers’

year of experience and their frequency of application of the different assessments. The Chi-

square tests outcomes confirmed significance levels in three assessment methods; two

traditional test forms, closed-ended questions (χ2
=13.603, DF=6, p=0.029) and open-ended

questions (χ2
=14.259, DF=6, p=0.025), and one of the other assessment forms, oral

questioning (χ2
=15.923, DF=6, p=0.013). The number of teachers with over 15 years of

experience who always applied those three methods (215, 157, 179) was higher than that of

teachers from the other groups. For the remaining assessment methods, no significant

Responses
Variables

Gender
Never Sometimes Always χ2

p
C
pF. % F. % F. %

Traditional test forms
Multiple-choice
questions

M
F

7
20

1.4
4.1

22
54

4.5
11.0

160
227

32.7
46.3

6.048
.049

.111

.049
Other assessment methods

Weekly short tests
M
F

31
48

6.3
9.8

60
47

12.2
9.6

98
206

20.0
42.0

18.999
.000

.197

.000

Monthly short tests
M
F

13
31

2.7
6.3

44
35

9.0
7.1

132
235

26.9
48.0

12.341
.002

.159

.002

Homework
M
F

4
26

0.8
5.3

32
47

6.5
9.6

153
228

31.2
46.5

8.594
.014

.132

.014
Individual interviews
with students

M
F

22
74

4.5
15.1

78
128

15.9
26.1

89
99

18.2
20.2

16.074
.000

.181

.000

Oral questioning
M
F

27
88

5.5
18.0

35
60

7.1
12.2

127
153

25.9
31.2

16.618
.000

.184

.000
Students’ peer-
assessment

M
F

70
150

14.3
30.6

58
77

11.8
15.7

61
74

12.4
15.1

7.826
.020

.126

.020
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results were identified through the analyses. The strength of the associations between the

variables for the three forms were moderate (C1=.122), (C2=.124), and (C3=.126).

7.3.2.1.3. Teachers’ Subjects

Teachers’ subjects and their frequency of application of assessment showed

significant relationships, as displayed in Table 7.11D. The significant results were

distributed differently between two main categories: Language subjects and Math/Sciences

subjects.

First of all, for teachers of languages, the number of teachers who always applied

true/false questions, open-ended questions, re-arrangement questions, assessing students’

group activities, and oral questioning were higher than those of other categories. However,

the number of Mathematics and Sciences teachers who always applied the other test forms

and assessment methods was higher than those of other subjects.

The figures also showed that a notable number of Mathematics and Sciences

teachers 50 (29.6%), 72 (42.6%), 72 (42.6%), 35 (20.7%) and 53 (31.4%) indicated they

never used true/false questions, open-ended questions, re-arrangement questions, drawing

questions, and oral questioning. In addition, a number of teachers of Social Sciences

subjects reported they never employed some assessment forms in their evaluation, such as

open-ended questions 40 (25.0%), re-arrangement questions 65 (40.6%), drawing questions

83 (51.9%), and oral questioning 40 (25.0%). Finally, some Languages teachers signified

they never used re-arrangement questions (36, 22.4%) and drawing questions 99 (61.5%) in

their assessment of students’ academic progress. Even though the number of teachers from

different subjects who said they never employed specific assessment forms were not large,
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those indicators may reflect the differences in teachers’ practices according to the subjects

they teach.

Table 7.11D
Teachers’ Subjects and their Frequent Application of Assessments

Responses
Variables

Subjects
Never Sometimes Always χ2

p
C
pF. % F. % F. %

Traditional test forms

Completion of sentence
questions

S.S.
L.

M/S.

26
5
10

16.3
3.1
5.9

39
43
45

24.4
26.7
26.6

95
113
114

59.4
70.2
67.5

20.186
.000

.144

.000

Multiple-choice
questions

S.S.
L.

M/.S.

18
1
8

11.3
0.6
5.5

32
23
21

20.0
14.3
12.4

110
137
140

68.8
85.1
82.8

23.208
.000

.154

.000

True/false questions
S.S.
L.

M/.S.

16
5
50

10.0
3.1
29.6

31
35
36

19.4
21.7
21.3

113
121
83

70.6
75.2
49.1

53.386
.000

.233

.000

Open-ended questions
S.S.
L.

M/S.

40
30
72

25.0
18.6
42.6

26
36
36

16.3
22.4
21.3

94
95
61

58.8
59.0
36.1

30.628
.000

.177

.000

Re-arrangement
questions

S.S.
L.

M/.S.

65
36
72

40.6
22.4
42.6

36
59
53

22.5
36.6
31.4

59
66
44

36.9
41.0
26.0

22.646
.000

.152

.000

Drawing questions
S.S.
L.

M/.S.

83
99
35

51.9
61.5
20.7

28
31
40

17.5
19.3
23.7

49
31
94

30.6
19.3
55.6

68.012
.000

.263

.000

Other assessment methods

Monthly short tests
S.S.
L.

M/.S.

27
7
10

16.9
4.3
5.9

26
28
25

16.3
17.4
14.8

107
126
134

66.9
78.3
79.3

19.120
.001

.140

.001

Homework
S.S.
L.

M/.S.

21
7
2

13.1
4.3
1.2

25
30
24

15.6
18.6
14.2

114
124
143

71.3
77.0
84.6

23.322
.000

.154

.000

Classroom assignments
S.S.
L.

M/.S.

16
5
5

10.0
3.1
3.0

29
31
21

18.1
19.3
12.4

115
125
143

71.9
77.6
84.6

14.274
.006

.121

.006

Assessing students’
group activities

S.S.
L.

M/.S.

28
15
33

17.5
9.3
19.5

36
37
47

22.5
23.0
27.8

96
109
89

60.0
67.7
52.7

10.425
.034

.103

.034

Oral questioning
S.S.
L.

M/.S.

40
22
53

25.0
13.7
31.4

28
28
39

17.5
17.4
23.1

92
111
77

57.5
68.9
45.6

20.944
.000

.146

.000
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7.3.2.1.4. Number of Students in the Class

The number of students in the class was the last variable used to assess its

relationship with teachers’ frequent application of various assessments. The results showed

that monthly short tests (χ2
=13.003, DF=4, p=0.011), homework (χ2

=13.624, DF=4,

p=0.008), oral questioning (χ2
=12.158, DF=4, p=0.016), and students’ self-assessment

(χ2
=11.007, DF=4, p=0.026) were the only assessment procedures that demonstrated

significant indicators according to the number of students in the class. Furthermore, the

number of teachers with between 26 and 31 students in the class who indicated they always

used monthly short tests 179 (72.2%), homework 204 (82.3%), oral questioning 140

(56.5%), and students’ self-assessment 115 (46.4%) in their assessment practices were

statistically higher than those of teachers with different number of students in the class.

It was also evident that large numbers of teachers who had between 26 and 31

students in the classroom said they never applied oral questioning 61 (24.6%) and students’

self assessment 80 (32.3%) in their evaluation practices. In addition, teachers with ≥ 32

students in the classroom also indicated that they never applied oral questioning 46 (28.4%)

and students’ self assessment 44 (27.2%) in their assessment of students’ academic

attainment. Cramer’s V test values for the four factors (C1=.115), (C2=.118), and

(C3=.111), and (C4=.106) confirmed moderate association significance levels between the

number of students and teachers’ frequent application of assessments.
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7.3.2.2. Comments Regarding Teachers’ Frequency of Application of

Assessments

Many comments concerning the use of the different assessment methods in schools

were provided by some teachers, either through their written comments on the

questionnaire or orally in the focus group interviews. Comments representative of the main

emerging themes, suggestions and/or conclusions will be quoted in this section.

Teachers applied different assessment methods in a variety of ways. One of the

teachers described, through her comment in the questionnaire, her comprehensive way of

assessing her students’ achievement. She included more than one assessment form and used

different methods to measure her students’ progress:

some of the methods I pursue to assess students’ attainment are; daily,
weekly, and monthly tests and quizzes, a portfolio that reflects the
performance level and helps to do self assessment and improve and develop
her abilities, presentations, classroom observation, following modern
teaching methods, for instance a student-oriented approach that helps the
learner to understand her ability to find a piece of information and assess
herself in addition to comparing her performance before and after (pre and
post tests), following some strategies in cooperative learning that allow the
learner to assess herself and their peers within the group. (f-t-q-15-1)

Another teacher explained his way of encouraging his students to gain knowledge through

practical exercises rather than traditional work, and his method of assessing their work:

I’m against giving additional work to students, since I could ask some
students to collect some detail about a specific issue. After that, I may
request them to write a report about what they have done and analyse their
work and question them about it. ( m-t-v-2-2 )

In addition, oral questioning, classroom discussion and individual interviews were the other

types of procedures some teachers employed in their assessment practices:

most of my lessons I encourage students to participate in classroom
activities by oral questioning, group work, and direct conversation with
students. (f-t-v-4)
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encourage learners to participate effectively in the classroom discussion.
(m-t-q-3-2)

Many teachers explained that it is possible to use different assessment forms other than

tests to evaluate learners’ achievement of the intended skills and abilities. This may include

writing research papers that require learners to use the school library. Other activities and

assignments include guiding students to get the information from different sources through

summarising books and projects:

I am not supposed to keep writing on the board all the time to explain the
lesson to students, but I can send the students to the school library to get the
information. (m-t-v-2-2)

Involving students in projects that require specific activities and lead to writing reports and

evaluating these practices is another possible form of assessment that one teacher believed

can be used to assess students’ comprehension of research and project skills:

writing a research paper and summarizing a specific book in addition to
other practices could be other tasks that students may perform to obtain
marks. (m-t-v-2-2)

Some teachers explained the rationale behind the use of individual interviews with students

as another assessment form:

sometimes I use interviews to discover the reasons behind some learners’
low marks on tests. On other occasions, I feel that a specific learner needs
more help in explaining a topic; therefore I meet with the learner to
understand her needs and to give her the assistance she seeks. (f-t-v-5)

Teachers’ implementation of some new forms of assessment techniques, such as students’

self and peer assessment, was also reported by some students:

some teachers may let us assess ourselves on exercises and give us a mark
for this activity. (m-s-v-2-3)
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On the other hand, some teachers believed that the current assessment plans depended on

traditional testing techniques that did not take into account recent developments in the

educational measurement and assessment strategies and assessed surface learning:

some of the assessment procedures that are used to measure students’
achievement are done in an out dated manner. (f-t-v-1-4)

the current assessment is restricted to old methods, since teachers are
underprovided with modern assessment techniques. The assessment is still
done through writing without using other tools, such as giving a speech for
5 minutes, performing plays, and using real life situations. There are no
assessment instruments that rely on active movement. The learner is
assessed while he/she is quietly seated without any motion, and any move
he/she makes may be punished. I call for a revolution against the old
techniques to get going with other active methods. (f-t-q-12-1)

Another teacher described this method as a habitual obligation that teachers must apply

without any effort to change it:

the current assessment plan is a routine process that teachers should follow.
(m-t-v-1-2)

Revising the current assessment procedures for possible modifications is one of the

important actions that should be taken, according to many teachers:

the assessment methods should be considered for revision, as the students
study to pass exams without focusing on learning itself. (f-t-q-1-3)

implementing a comprehensive assessment procedure that includes
creativity, activities, analysis, structure, explanation of phenomenon and
scientific topic in addition to students’ follow up with latest development in
different subjects through their research and rational scientific thinking, in
line with developments in life. (f-t-q-18-1)

Furthermore, teachers believed that changes should be made in the educational

measurement, since many developments have already been made in educational thinking

and teaching methods:

I consider that modern assessment methods should be pursued, concomitant
with modern development. (m-t-q-5-1)



211

One of the recommendations that some teachers suggested was to execute new assessment

strategies that involve more than one evaluation form:

use a variety of techniques in school assessment. (m-t-q-2-2)

there are some other good and multi-range techniques, but there are no
instructions to use them in high school exams. For that reason, teachers
cannot employ those methods during the school year and carry on applying
past test forms. (f-t-q-12-2)

A few teachers suggested continuous assessment as one possible strategy that can be used

to evaluate students’ achievement. Some teachers thought that it is impossible to give a

valid analysis of students’ current performance level without any indications of

achievement, such as marks. This, according to a few teachers, could be a serious matter

when parents ask teachers about their children’s learning progress, and therefore it is

essential to use continuous testing as an indicator of attainment:

sometimes I personally feel embarrassed when a parent comes to me to ask
about his son. His son could be quiet in class with no participation in
activities all through the year, or he might be excellent and smart. However,
because I do not have continuous assessment and no regular tests I cannot
assess the student precisely, and this is one of the problems we face with
parents. Therefore, if there were continuous tests and frequent quizzes, I
might have an idea about the learner, whether he is good and keeps on
working. (m-t-v-3- a few)

When it comes to the application of continuous testing in Qatar’s secondary schools, one of

the teachers confirmed that this measure is in fact currently being used in schools:

continuous assessment is commonly used for students’ activities and
exercise. (m-t-q-9-5)

However, other comments from teachers showed that continuous assessment is not

employed in the current plans, although they agreed that this type of evaluation is important

in learners’ learning progression.
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Most of the teachers who commented on this particular issue recommended the

implementation of continuous testing as part of any future assessment plans, since they

believed it could have positive consequences on students’ academic performance.

Furthermore, a majority of teachers argued that this would help students to study effectively

for their frequent tests, which as a result would keep students’ attention on their studies

throughout the year.

if there is continuous testing students are likely to be under pressure to study
all the time, but if there is just one exam during the school year they may
wait until the end of the year to revise for that specific exam. (m-t-v-2-
majority)

frequent testing helps teachers to assess students’ progress, and forces
students to study. (m-t-v-2-majority)

In addition, other teachers suggested that the continuous assessment plan should start from

the first day in school and be applied throughout the year, using monthly tests during that

time:

I suggest that continuous assessments should be used from the beginning of
the school year. (f-t-q-1-2)

exposing the learner to continuous assessment and continuous testing is very
good practice, and I am one of those who recommend this exercise.
Nowadays, the exams and tests have become a stimulus that puts the learner
in the subject mood. There should be regular testing, at least one test a
month, to keep up the learners’ movement and stop them drifting away from
the subject. Even for me as a teacher this helps to assess the learner
properly. (m-t-v-3-a few)

However, if there is any future plan to integrate continuous assessment strategies in

schools, modification should be made to the curriculum intensity, to give enough time to

teachers to implement effectively these new plans, according to one of the teachers:

teachers should be provided with enough time and less curriculum quantity
in case of applying continuous assessment in schools. (f-t-v-5)
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Some concerns regarding the assessment methods used in evaluating students’ performance

were explained by some teachers. A few teachers indicated their concern about an issue

related to their validity, for example:

some of the multiple-choice tests in public secondary school exams give
students some clues to the right answers. (m-t-v-2- few)

It must be verified that the assessment instruments of students’ progress are
valid and reliable. (f-t-q-1-1)

Another teacher’s comment signified the importance of evaluating the validity of test items

in accordance with their ability to evaluate students’ conception of the subject matter:

look for the quality of test items, particularly items that evaluate the degree
to which students comprehend a specific subject, not their ability to guess
the answers. (m-t-q-10-1)

also, some students found this particular subject an important issue for them:

we want the questions in the final year to be unambiguous, since some items
are vague and with the test pressure we feel confused. (m-s-v-2-4)

some questions are difficult. (m-s-v-2-4)

Moreover, some teachers explained how the text books they teach have some major

problems that may affect students’ ability to answer the questions in the evaluation sections

of each unit in those books. Therefore, they recommended giving more consideration to

these problems:

there are some questions in the evaluation section in the text book that
cannot be answered from the text book topics. (m-t-v-3-4)

pay more attention to questions at the end of each chapter in the text book.
(m-t-q-9-1)

Another major aspect that both teachers and students were interested in was the use of

practical assessment techniques in addition to traditional forms. This was a significant need

in the view of both teachers and students and both believed it could help to measure
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students’ achievement effectively. An individual teacher expressed the importance of

implementing practical assessments:

Introduce the applications and practical skills extensively in the assessment
process to train students on practical work, as well as find out to what extent
students can apply these skills. (m-t-q-8-1)

Another teacher described a possible way to encourage students’ creativeness in

classrooms. He suggested teachers should:

devote two lessons a week to employ more interaction and conversation
between teachers and students to go beyond the school curriculum for more
creativenesses. (m-t-q-3-1)

Creativeness, however, requires real application of skills gained. A few teachers stated that

students’ practical skills were usually assessed theoretically through formal testing, with no

practical activities as part of the assessment process:

the practical activities in scientific subjects are done just for demonstration
and always performed only by teacher. But, when we want to evaluate these
practical activities on the test we do this theoretically without asking the
student to accomplish this practically. (m-t-v-3- a few)

Even the students felt that they needed to be assessed practically by their involvement in

real life situations, since this may help them to understand their life and how to deal with

similar situations in the future:

most of the study here focuses on theory, and the main concentration is on
the theoretical part, not the practical work. Even if we memorized these
theories, in time we may forget them. We do not know what we could
encounter in a real life situation, so we could meet some situations that
involve the application of these theories, but then we may be unable to
accomplish that since we do not connect the theoretical aspects with
practical exercises. (m-s-v-2-6)
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Therefore, a majority of students described the significance of giving some practical

exercises in addition to theory, for example, the use of the laboratory during the teaching of

science subjects:

for me, as a student studying chemistry, this subject requires performing
scientific experiments. The teacher will explain the subject to us
theoretically. However, when I want to study and revise for a test, I read the
book but it is hard to understand the information because we did not
practise this in the lab. We have a lab in the school, but we have not been
there, even once. If we did the experiment in the lab, the information would
be reinforced in our minds. (m-s-v-2-majority)

Another student wished teachers would give students some indication as to the possible

ways they could benefit from the information being taught inside the classroom, by

highlighting its application in real life situations:

everything we study could be applied in life, but nobody tells us their
benefits. Therefore, at the end of each lesson, there should be some
explanations about the benefits we may derive from this lesson in our life.
(m-s-v-2-6)

Nevertheless, applying assessment forms that require practical work and demonstrations is

not in the hands of teachers. Many teachers indicated some of the factors that could affect

their practising of alternative assessment forms, including rules and regulations that they

must follow during their instruction and assessment processes:

teachers are restricted to rules and regulations that they must comply with,
especially and specifically in the assessments. (m-t-v-3-majority)

Other than the formal forms of evaluation that are included in the assessment plans, a few

teachers indicated the importance of having practical assessments that can evaluate

students’ actual gains of skills and abilities that can be applied in different situations and

different contexts, especially in applied science subjects:

apply practical assessments in chemistry, physics, and biology to understand
to what extent students have benefited from the scientific experiments. As
well as assessing the practical skills that they have gained by carrying out
experiments or their involvement in this process. (m-t-q-8-3)
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other than the formal and oral testing, I wish there were practical
assessments. (f-t-q-16-2)

These comments gave a clear picture about the possible issues surrounding the assessment

practices, in addition to teachers’ and students’ views about the interaction between the

assessment process and its influence on the learning progression and students’ academic

development.

After stating the most important comments from teachers and students regarding

classroom assessment practices, the following part will examine the relationship between

teachers’ gender and their application of the different assessment techniques. It will explain

the nature of this relationship, if any, and the significance of this association and its effects

on participants’ responses.

7.3.3. Factors that Influence Teachers’ Assessment Practices

Another section of the questionnaire was devoted to factors that may influence

teachers’ assessment practices in the classroom settings. These factors could be internal

and/or external elements that directly or indirectly affect teachers’ classroom assessment

exercises, for example, teachers’ expectations about students’ achievement abilities and/or

the influence of other government bodies that set teaching and assessment policies.

First of all, the researcher will introduce some external factors that teachers believed

to influence their capability to apply the various forms of assessment. Teachers’

expectations about students’ achievement abilities will be considered, as an internal aspect

that could indirectly affect teachers’ assessment of students’ academic performance.
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Besides, the major sources that provide teachers with tests, assessments, and the

cognitive abilities assessed through classroom assessment application will be considered for

further analysis in this section, since they are among the factors that could influence

teachers’ assessment practices.

After that, analyses of the independence and association between some of the main

factors will be discussed to determine the relationships between those variables. Finally,

teachers’ comments about factors that affect their assessment practices will be examined to

have an idea about common beliefs and possible explanations about this important issue.

7.3.3.1. External Factors

As indicated earlier, in the introduction of this section, the external elements are

those variables that force teachers to comply with specific plans and strategies regarding

their teaching and assessment practices. These external elements may affect teachers’

ability to employ the different assessment techniques. Teachers were therefore asked about

some variables that they could have an impact on their assessment practices, namely,

curriculum workload, the testing workload, insufficient awareness and training on the

different assessment methods, and the large number of students in the class, the lesson time,

compliance with the assessment plan specifics and compliance with the score distribution

standards, and students’ low achievement level.

Inspecting Table 7.12A may confirm some of the major factors that negatively

influence teachers’ ability to apply the different forms of assessment in classroom settings.

It appears from the figures that the great majority of teachers 328 (66.9%) considered the

large number of students in the class as always one of the significant elements that affected

their capacity to apply the different kinds of assessment procedures.
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In addition, 89 (18.2%) of them said that sometimes this factor could be influential

while a few of them 73 (14.9%) claimed they never considered this factor as a major barrier

regarding their assessment practices. The second variable is the curriculum workload,

which was also regarded by the participants as always and sometimes another important

obstacle that they faced, since 240 (49%) and 132 (26.9%), respectively, mentioned this

factor whilst 118 (24.1%) of them thought it was never a problem for them.

Table 7.12A
External Factors that Influence Teachers’ Assessment Practices

Responses
Variables

Never Sometimes Always Total

Freq. % Freq. % Freq. % Freq. %

The curriculum workload
118 24.1 132 26.9 240 49.0 490 100

The testing workload
192 39.2 157 32.0 141 28.8 490 100

The insufficient awareness of the
different assessment methods

256 52.2 117 23.9 117 23.9 490 100

The insufficient training on the
application of the different
assessment methods

244 49.8 107 21.8 139 28.4 490 100

The large number of students in
the class

73 14.9 89 18.2 328 66.9 490 100

Insufficient teaching time
143 29.2 125 25.5 222 45.3 490 100

Compliance with the assessment
plan specifics

145 29.6 145 29.6 200 40.8 490 100

Compliance with score
distribution standards

163 33.3 130 26.5 197 40.2 490 100

Students’ low achievement level
103 21.0 163 33.3 224 45.7 490 100

The third and fourth variables identified as influential were students’ low achievement level

and the insufficient lesson time, since a large number of teachers indicated that these two

factors always affected their practices. Other teachers, with variable frequencies and

percentages, said they sometimes found these variables to be major aspects that may

influence their assessment exercises. However, a notable number of teachers indicated the

two factors were never problematic issue for them.
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The fifth variable that a large percentage of respondents specified was compliance

with the assessment plan specifics. This factor was thought to be was one of the significant

variables that have major effects on teachers’ assessment practices, since 200 (40.8%) of

the respondents said this factor always affected their assessment, while a further 145

(29.6%) mentioned that they were sometimes affected by this variable. However, 29.6%

said it had never been a problem for them.

The sixth variable, compliance with score distribution standards, was another key

variable that teachers signified as problematic, with approximately similar percentages to

the previous variable. Furthermore, 197 (40.2%) of the participants said they were always

affected by this factor, and 26.5% believed this was sometimes the case. On the other hand,

163 (33.3%) of the respondents indicated they were never affected by this variable.

The seventh factor that was introduced to respondents as a possible factor that may

affect their practices was the testing workload. Responses showed that 141 (28.8%) and

157 (32%) of the teachers, respectively, claimed that this variable always or sometimes

influenced them, while 192 (39.2%) of them believed it was never a serious matter for

them.

Finally, the last two elements introduced to teachers are insufficient training on the

application of the different assessment methods and insufficient awareness of the different

assessment methods. In fact, in comparison with the previous factors, few teachers

indicated they always 139 (28.4%) and 117 (23.9%) or sometimes 107 (21.8%) and 117

(23.9%) considered the last two variables as major elements that affected their classroom

assessment practices. However, many of them 244 (49.8%) and 256 (52.2%) indicated that

insufficient training and lack of awareness of the different assessment methods had never

affected their assessment practices.
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After assessing teachers’ responses to questionnaire items in general regarding

elements that affected their classroom assessments practices, test were conducted to

investigate the relationship between those factors and teachers’ gender and subjects. The

first assessed was teachers’ gender, and Chi-square tests of independence and their

probability levels for teachers’ gender and all the external factors were applied. Only three

major variables had probability values indicating statistical significance. These variables

were the curriculum workload (χ2
=21.051, DF=2, p=.000), the testing workload (χ2

=8.156,

DF=2, p=.017), and insufficient training on the application of the different assessment

methods (χ2
=8.904, DF=2, p=.012).

The curriculum workload was the first variable that showed a significant difference

between male and female teachers’ responses. The number of female teachers who believed

that the curriculum workload (172) always affected their practices was statistically higher

than that of males (68). The Chi-square value for the curriculum workload (χ2
=21.051,

DF=2, p=.000) was the highest value compared with the other two values. This indicates

large differences between the observed values and the expected values in the different cells

for males and females, which caused the large value of Chi-square. In addition, the

Cramer’s V test showed a moderate association between teachers’ gender and the value

effects of the curriculum workload. This may suggest that the effect of the curriculum

workload is actually greater on female teachers than males.

For the remaining two factors, however, the numbers of female teachers who

believed that the testing workload (107), and insufficient training on the application of the

different assessment methods (142) never affected their assessment practices were

statistically higher than those of males 85 and 102, respectively. The Cramer’s V tests for

the association between those two factors were (C=.129, DF=2, p=.017) and (C=.135,
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DF=2, p=.012), suggesting a moderate relationship between teachers’ gender and those two

variables.

The assessment of relationship between teachers’ subjects and the effect of external

factors was the second element to be evaluated. The results showed dependent relationships

between teachers’ subjects and some external variables. These factors were the curriculum

workload (χ2
=10.243, DF=4, p=.037), the testing workload (χ2

=14.794, DF=4, p=.005),

compliance with the assessment plan specifics (χ2
=19.503, DF=4, p=.001), compliance

with scores distribution standards (χ2
=14.916, DF=4, p=.005), and students’ low

achievement level (χ2
=17.742, DF=4, p=.001). In addition, relationships were found

between teachers’ subjects and the various factors (table 7.12B). The effects were different

from specific subject area to another, especially for teachers of languages and social

studies.

Table 7.12B
Teachers’ Subjects and External Factors that Affect their Assessment Practices

Responses
Variables

Subjects
Never Sometimes Always χ2

p
C
pF. % F. % F. %

The curriculum workload
S.S.
L.

M/S.

52
29
37

32.5
18.0
21.9

36
47
49

22.5
29.2
29.0

72
85
83

45.0
52.8
49.1

10.243
.037

.102

.037

The testing workload
S.S.
L.

M/S.

75
47
70

46.9
29.2
41.4

38
60
59

23.8
37.3
34.9

47
54
40

29.4
33.5
23.7

14.794
.005

.123

.005

Compliance with the
assessment plan specifics

S.S.
L.

M/S.

41
37
67

25.6
23.0
39.6

39
56
50

24.4
34.8
29.6

80
68
52

50.0
42.2
30.8

19.503
.001

.141

.001

Compliance with scores
distribution standards

S.S.
L.

M/S.

53
44
66

33.1
27.3
39.1

32
45
53

20.0
28.0
31.4

75
72
50

46.9
44.7
29.6

14.916
.005

.123

.005

Students’ low achievement
level

S.S.
L.

M/S.

46
21
36

28.8
13.0
21.0

54
48
61

33.8
29.8
36.1

60
92
72

37.5
57.1
42.6

17.742
.001

.135

.001
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While these external factors were clearly perceived by teachers as influential, internal

factors, such as teachers’ expectations about students’ future achievement could also

influence teachers’ evaluation of students’ academic achievement. This will be examined

throughout the next section.

7.3.3.2. Internal Factors

The internal aspects that may affect teachers’ classroom assessment practices can

actually be derived from various sources within the school environment. Teachers use

different educational instruments to assist them to evaluate their students’ academic

performance. However, there are other internal aspects that may influence teachers’

assessment of students’ learning progress, among these are teachers’ expectations about

their students’ future achievement.

There are many variables that may form teachers’ expectations about a specific

learner. Some of these variables are related to students’ direct academic performance, such

as their previous certificates, their current scores, students’ participation in classroom

activities, and their interest in classroom and homework assignments. Other elements are

related to teachers’ beliefs about learners’ achievement, such as their personal behaviour,

their personal motivation to learn, and other teachers’ expectations. Table 7.12C represent

teachers’ responses to all the factors that form their expectations about the learners’ future

performance.

It may be recognised from the table that more than three quarters of the teachers

indicated that students’ interest in classroom and homework assignments were always

factors that structured their expectations about students’ future achievement. Besides, more

than seventeen percent of them said they sometimes used this element as an indicator to
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predict learners’ future achievement. In addition, more than seventy percent of them

believed that students’ personal motivation to learn always played an important role in

determining their further achievement and more than nineteen percent of them said they

sometimes considered this variable. However, it is important to indicate here some

interesting responses: more than forty-four percent of the participants said that they always

and sometimes used other teachers’ expectations about the students as a method to predict

their future progress. Moreover, more than twenty-four percent of the teachers signified that

learners’ previous certificates were always an influence on their expectations about

students.

Table 7.12C
Factors that Form Teachers Expectations about Students’ Future Performance

Responses
Variables

Never Sometimes Always Total

Freq. % Freq. % Freq. % Freq. %

Previous certificates
252 51.4 116 23.7 122 24.9 490 100

Current scores
101 20.6 99 20.2 290 59.2 490 100

Participation in classroom
activities

45 9.2 122 24.9 323 65.9 490 100

Personal behaviour 95 19.4 113 23.1 282 57.6 490 100

Personal motivation to
learn

45 9.2 96 19.6 349 71.2 490 100

Interest in classroom
assignments

31 6.3 85 17.3 374 76.3 490 100

Interest in homework
assignments

35 7.1 86 17.6 369 75.3 490 100

Other teachers’
expectations

272 55.5 103 21.0 115 23.5 490 100

Tests of independence between the variables and of association test were performed,

beginning with teacher’s gender. Five factors showed statistically significant results for

differences in responses between male and female teachers: previous certificates

(χ2
=37.803, DF=2, p=.000), current scores (χ2

=10.204, DF=2, p=.006), personal behaviour
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(χ2
=11.753, DF=2, p=.003), interest in homework assignments (χ2

=9.076, DF=2, p=.011),

and other teachers’ expectations about students (χ2
=47.769, DF=2, p=.000).

For the two variables, previous certificates and other teachers’ expectations about

students, the numbers of female teachers, 185 and 202, who were never influenced by those

two factors, were significantly higher compared with those of male teachers, 67 and 70,

respectively. The Chi-square values for students’ previous certificates (χ2
=37.803) and

other teachers expectations about students were very high (χ2
=47.769), which means that

the differences between the observed and expected counts for male and female teachers

were very high. For the other three sources, current scores, personal behaviour, and interest

in homework assignments, the numbers of female teachers, 188, 155, and 226, who always

considered those sources in their personal expectation about students’ future attainment

were significantly higher than those of male teachers, 102, 127, and 143, respectively.

The Cramer’s V test of association between teachers’ gender and sources of

teachers’ expectations showed some important indicators. The figures demonstrated

different degrees of relationships between teachers’ gender and the sources. The highest

association between the variables appeared between teachers’ gender and other teachers’

expectations about students (C=.312, DF=2, p=.000) and between teachers’ gender and

students’ previous certificates (C=.278, DF=2, p=.000). The other correlations between

teachers’ gender and students’ current scores (C=.144, DF=2, p=.006), their personal

behaviour (C=.155, DF=2, p=.003), and students’ interest in homework assignments

(C=.136, DF=2, p=.011) were low, since the Cramer’s V test statistic values were moderate

for all those three variables.
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7.3.3.3. Sources that Provide Teachers with Tests

There are many sources that provide teachers with tests and exams to aid them in

evaluating their students’ academic progress. Some of these sources could be within the

same school, for example, tests from other teachers who teach the same subject. Teachers

may be provided with past tests to help them choose items for their own made tests or to

apply the same test again. Moreover, teachers may employ tests from other sources to help

them in designing and administering exams. These sources could be other schools, the

textbook, the teacher’s guide book, books other than the textbook, educational websites,

and the Ministry of Education.

Table 7.12D
Sources that Provide Teachers with Tests

Responses
Variables

Never Sometimes Always Total

Freq. % Freq. % Freq. % Freq. %

My own made tests
20 4.1 56 11.4 414 84.5 490 100

My colleagues’ tests
145 29.6 166 33.9 179 36.5 490 100

The textbook
23 4.7 70 14.3 397 81.0 490 100

The Teacher’s guide
book

245 50.0 98 20.0 147 30.0 490 100

Books other than the
textbook

140 28.6 134 27.3 216 44.1 490 100

Past tests from the
same school

113 23.1 155 31.6 222 45.3 490 100

Past tests from a
different school

123 25.1 168 34.3 199 40.6 490 100

Educational websites
on the internet

209 42.7 137 28.0 144 29.4 490 100

The Ministry of
Education

171 34.9 121 24.7 198 40.4 490 100

Table 7.12D presents frequencies and percentages that symbolize teachers’ responses to the

different variables. The table shows that 414 (84.5%) and 397 (81%) teachers indicated that

their own made tests and the textbook were their major sources of tests. However, 245

(50%) teachers reported that they never used the teacher’s guide book as an important
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source for their tests. In addition, 209 (42.7%) of them said they never used the educational

websites on the internet to provide them with tests and exams. The latter figures regarding

the two variables means they are the least used sources from which teachers derive test

items.

To assess the relationship between teachers’ frequent use of sources and other

independent variables, several Chi-square tests were applied for various factors. Teachers’

gender was the only variable that showed any dependent relationship with sources of tests.

However, only one item showed a significant result, that is, the teacher’s guide book

(χ2
=26.609, DF=2, p=.000). Here, the differences between observed and expected counts

for male and female teachers were statistically high. The number of female teachers 171

(56.8%) who never used the teacher’s guide book as a source of test items was higher than

that of males, 74 (39.2%). No statistical differences were found between both genders for

the remaining sources. Besides, the Cramer’s V test of association between teachers’

gender and their frequency of use of the teacher’s guide book showed a moderate

relationship (C=.233, DF=2, p=.000).

7.3.3.4. Assessing the Different Cognitive Abilities

After analysing teachers’ frequency of use of the different sources of tests, the next

factor in the analysis process is describing the types of cognitive abilities, with reference to

Bloom’s taxonomy, that are assessed through the use of different assessment methods. The

main aim of this is to find the key features of test items with reference to the distribution

and reflection of the different abilities, from the basic skills such as knowledge and

comprehension, to the most advanced abilities such as synthesis and evaluation, in teachers’
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tests. This will help in making more appropriate generalizations about teachers’ behaviour

in assessing students’ different abilities and their frequency of application of these skills.

Table 7.12E
Teachers Application of the Different Cognitive Abilities in Tests

Responses
Variables

Never Sometimes Always Total

Freq. % Freq. % Freq. % Freq. %

Knowledge
26 5.3 91 18.6 373 76.1 490 100

Comprehension
16 3.3 77 15.7 397 81.0 490 100

Application
38 7.8 121 24.7 331 67.6 490 100

Analysis
65 13.3 139 28.4 286 58.4 490 100

Synthesis
84 17.1 131 26.7 275 56.1 490 100

Evaluation
93 19.0 132 26.9 265 54.1 490 100

It is clear from the inspection of the column frequencies and percentages in Table 7.12E

that more than three quarters of the teachers in this sample assessed the first two basic

cognitive abilities, knowledge and comprehension. The majority of teachers 397 (81%)

answered that they always employed test items that measure students’ comprehension

skills. Besides, 373 (76.1%) teachers said they always assessed students’ knowledge

abilities. These two basic abilities, knowledge and comprehension, were the only ones that

a large number of participants indicated they always employed in their tests. However, the

numbers of teachers who said they always assessed the other four abilities gradually

decreased, from application 331 (67.6%) to evaluation 265 (54.1), while the numbers of

teachers who said they sometimes did so steadily increased. Even though more than fifty

percent of the teachers claimed they always made use of other four abilities; application,

analysis, synthesis, and evaluation in their own-made tests, most teachers approved to

employ the first two basic skills more than the other important abilities.
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The distribution of teachers’ answers to each specific skill in this manner indicates that the

majority of teachers preferred always to apply test items that require students to

demonstrate their knowledge and comprehension abilities.

The Chi-square test of independence between teachers’ subjects and their frequency

of application of the different cognitive abilities showed significant relationships for

synthesis (χ2
=21.000, DF=4, p=.000) and evaluation (χ2

=16.712, DF=4, p=.002). The

number of teachers of various languages who always assess the synthesis 110 (68.3%) and

evaluation 101 (62.7%) abilities were higher than those of teachers from other subjects. It is

also important to indicate that a number of teachers of mathematics and sciences subjects

39 (23.1%) and 44 (26.0%) indicated that those two abilities were never assessed through

tests. However, the strength of the association between those abilities and teachers’ subjects

were low, since the test values for both items, synthesis (C=.146, DF=2, p=.000) and

evaluation (C=.131, DF=2, p=.002) were actually low.

Another Chi-square test between teachers’ years of experience and cognitive

abilities being assessed was employed. Analysis was the only ability that showed a

significant relationship between the two variables (χ2
=13.740, DF=6, p=.029). The number

of teachers who had more than 15 years of experience 171 (60.0%) was statistically higher

than those of teachers with less years of experience. The results illustrated that a number of

teachers with 1 to 5 and 6 to 10 years of experience said that the analysis ability was never

assessed in tests, 7 (30.4%) and 17 (21.3%), respectively.

After finishing the analysis of the main data frequencies and percentages, it is time

now to analyse some of the participants’ written comments on the questionnaires, besides

oral comments that were made during the focus group interviews. The following section
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will present some of the major comments regarding all the factors, as well as providing

some descriptions and explanations about them.

7.3.3.5. Comments Regarding Factors that Influence Teachers’ Practices

The analysis of teachers’ written comments in the questionnaires and oral comments

during focus group interviews shows similar responses from teachers. Some of them

indicated one variable and others combined more than one variable together to explain the

influences these variables have on their practices. Most of the comments concerned three

factors: compliance with the assessment plan specifics, compliance with score distribution

standards, and the curriculum workload. Other variables, such as number of students in the

class, in addition to lesson time limits, are also important pressures on teachers’ use of

assessment methods, albeit to a lesser degree:

teachers are confined to traditional assessment patterns, since the teaching
methods, the curriculum, and complying with the assessment specifics plan
set by the Ministry of Education oblige them to do that. In my opinion, the
case is different for the independent schools, because they adopt a modern
approach to assessment methods that depends on technology and modern
standards in students’ assessment. (f-t-q-17-1)

The curriculum workload and teaching time, in addition to the traditional routine, according

to teachers, were other main aspects that prevented them from implementing new

assessment strategies in the classroom settings:

the assessment process is connected with curriculum quantity, time, and how
many lessons I give during the week. We are complying with the curriculum
that we have to finish, and the limited number of lessons a week. In fact, our
work now is a routine and traditional work that we should follow.
(m-t-v-3- a few)

a great amount of time is lost when the student writes teachers’ explanations
on the board. The teacher wants to explain the topic comprehensively,
therefore, he writes on the board in detail. After that, he must wait five or six
minutes until all students have finished their copying of writing from the
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board, and through this process half of the lesson time is lost during this
process. (m-t-v-3-a few)

7.3.3.5.1. Compliance with the Test Plan Specifics

Most of the comments made by teachers on the questionnaires and in the interviews

support the conclusion that complying with the test plan specifics was the major factor that

the majority of teachers believed to have an important effect on their classroom evaluation

exercises. Some teachers described the difficulties that they faced, which affected their

abilities to plan their own assessments:

teachers are restricted to rules and regulations that they must comply with,
especially and specifically in the assessments. (m-t-v-3-majority)

The educational advisors have a significant role in planning for tests and assessments, as

the majority of teachers indicated:

teachers should follow the school and the advisors’ instruction, and they
may guide teachers to exclude an item on a specific test. (f-t-v-1-majority)

the test always includes various questions according to the advisors’
recommendations. (m-t-q-9-5)

Other teachers indicated that there is always a ready-made assessment plan that teachers

must employ in assessing their students’ achievement:

we are required to follow the test specification plan that comes from the
Ministry of Education. (m-t-v-3-a few)

teachers are advised to follow the test specification plan when designing
their tests. (f-t-v-4)

One of the teachers claimed that their involvement in the design and construction of the

assessment plan was always welcomed by the advisors:

the advisor welcomes any new ideas or suggestions regarding the
assessment plan. (m-t-v-3-1)
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Yet, some other teachers thought that they were not engaged in this process, since they

were forced to follow specific procedures without any flexibility to use other techniques or

to plan their own tests and assessment according to their interests:

even if teachers try to research for new methods that can be used to evaluate
students’ progress, at the end they have to comply with the regulations and
designed plans. (f-t-v-1-2)

there is always opposition to any new assessment that may help to develop
the learning process. (f-t-q-16-1)

Other comments explained that teachers were not engaged in designing the assessment

plan, which may be considered as another obstacle that could prevent them from providing

policy makers with effective comments and recommendations:

teachers’ involvement in the assessment plan does not occur in reality, since
we follow specific instructions. (m-t-v-3-a few)

still, the final decisions regarding methods that should be used to assess the
learners belong to others. (m-t-q-15-2)

Therefore, one of the teachers proposed that they should have the opportunity to construct

and choose the appropriate assessment procedure:

there should be variety of assessment methods and teachers should be given
a chance to create different assessment techniques. They should be provided
with instruction and guidance to establish and produce new assessment
forms. (f-t-q-15-3)

Giving students credit for their participation in classroom activities, in addition to

rewarding them with marks for effective participation in extra-curricular activities, was one

of the recommendations that some teachers suggested:

It is essential to increase the percentage and the mark that is given to
students’ participation in classroom activities. (m-t-v-2-majority)

some students like to participate in classroom activities in addition to extra-
curricular activities. Therefore, the assessment plan should include these
activities as part of the evaluation and marks should be assigned for every
student who participates effectively in these activities. (f-t-v-4)



232

Another problem that appeared from the responses is that the relationship between advisors

and schools is not helpful. In fact, a teacher claimed that the school advisors oppose any

development plan that teachers may suggest:

there is sometimes a disagreement between advisors’ instructions and the
school policy and interests. (f-t-q-15-5)

the educational supervisors do not have the ability to promote the
development and implementation of new assessment plans. Actually, I think
they are against any plan to develop those techniques. (m-t-q-10-2)

7.3.3.5.2. Compliance with Scores Distribution Standards

Complying with score distribution standards was another barrier that prevented

teachers from using other assessment forms and classroom activities to assess students’

understanding. Most of the teachers interviewed indicated that for evaluating students’

engagement in classroom activities other than tests, they were totally restricted to the

percentages set by the Ministry of Education:

we are restricted to instructions and regulations sent to us from the ministry
in relation to tests and score distribution standards. (m-t-v-3-a few)

According to a few teachers, ten percent of the total mark is allocated for students’

participation in activities, and half of this cent is for short tests and quizzes. As a result, the

total percentage that is given to learners’ participation in classroom activities other than

formal tests and quizzes is 5%:

10% of the total mark is given to classroom activities, such as tests,
exercises homework, follow up, participation in activities. Actually, just 5%
of the total mark is given to activities that occur inside the class.
(m-t-v-3-a few)

Thus, there is little scope for recognizing students’ participation in classroom activities,

such as classroom assignments, homework assignments, and participation in activities; the

same 5% also has to cover other activities, including writing research papers, summarising
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books, library activities, and any other activities that teachers may use in classroom setting.

However, a few teachers indicated that the activity mark is usually assigned to learners

according to their classroom behaviour, to help underachieving students get some marks:

10% of the total mark in each subject is given for classroom participation
and activities in addition to students’ behaviour in the classroom. Yet, most
teachers allocate this mark to students according to their behaviour in class
to help students who have good behaviour and low achievement. And this
policy is not designed by us, but it is regulated by others, directly or
indirectly. (m-t-v-2-1)

The same conclusion about teachers’ distribution of the activity mark was made by the

students themselves, since they indicated that some teachers gave these marks according to

their own criteria. Some teachers assigned these marks in relation to learners’ contribution

in classroom activities, while others allocated them according to students’ behaviour in the

classroom:

the activity mark should be connected to other activities, such as quizzes and
exercises. And distributing the mark in this manner depends on teachers’
plans because some of them pay attention to students’ behaviour and others
focus on activities. (m-s-v-2-a few)

The problem, according to the teachers, starts with the low percentage allocated for all

those activities. Furthermore, the absence of marks for different classroom activities

prevents students from participating in these activities. They feel less interested in such

activities, since they know that no marks will be awarded for participation in classroom and

homework assignments:

if we use any additional methods rather than the tests and exams, they will
not be considered as part of the assessment process and there will be no
marks awarded to students. And if the learner recognizes that there is no
mark for any other assessment technique, he will not be inspired to study
and participate in this process. (m-t-v-2- majority)

the absence of marks for participation in classroom activities affects
students’ desire to be involved in these activities. (f-s-v-1-majority)
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In addition, some other teachers recommended the use of classroom activities that may

encourage students to research and use information technology tools. However, marks

should be assigned to these activities, to be sure of students’ involvement:

most of the methods used are old and need to be developed and carry out
other programmes and activities instead of tests, for instance projects and
research. These activities should have marks and should involve using
external books, computers and group work. (f-t-q-5-2)

there are no marks assigned to activities and research. (f-t-q-15-9)

Many teachers explained clearly how focusing generally on tests affects their opportunity to

use practical assessment in the classroom or the laboratory experiments, since the

assessment plan and the regulations do not take into account these practical activities:

the assessment system itself has an effect, in addition to other rules and
directions, all of which constrain teachers. For example, my subject is
chemistry and the assessment method of scientific subjects is done in a
traditional manner. The practical elements in the scientific subject are given
to students in the laboratory. However, we ask students again about these
practical aspects, we assess them just theoretically by using tests without
taking students to the laboratory to perform practical experiments.
(m-t-v-3- few)

Some teachers requested that the activity mark and percentage should be increased from the

current level, since this change would probably influence students’ involvement in the

activities:

our request as teachers is to provide us with more marks in the assessment
plan, such as 30% instead 10% or 5%. (m-t-v-3-a few)

this percentage is not enough, and if we want to develop another plan this
proportion should be more than the current one. (m-t-v-3-a few)

A few teachers explained that if there is there is any plan to implement other classroom

activities in the assessment process, marks and enough percentage should be assigned to

these activities to guarantee that the learners will take them seriously and participate in

them:
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to use other methods of assessment, marks should be assigned to those
methods that are within the 5% of the total mark, but not as a main part of
the assessment system, because 95% of the total mark is particularly given
to formal tests. (m-t-v-3-a few)

An important suggestion by one teacher was that more freedom should be given to schools

and teachers to design their own assessment plan:

the same assessment plan should not be applied to all schools in the same
manner, since each school has its own style and vision. (m-t-q-5-1)

Another teacher signified the importance of involving teachers in the assessment plan

process, since they are the persons who are most engaged in students’ learning and

development:

teachers should be involved in designing the assessment specifics, since they
are the people who best understand students’ current progress and the best
techniques to apply toward assessing students’ achievement. (f-t-v-4)

cooperation between all staff when designing assessment plans is essential.
(f-t-q-1-1)

In addition, people who plan for schools’ assessments should take into account all teachers’

recommendations regarding any suggested future improvement in the assessment plan and

any problems with the current practices:

teachers’ recommendations should be considered to improve the assessment
plan. (f-t-q-1-1)

Finally, a teacher believed that it is essential for teachers to have the freedom to design

their own assessment plans that may incorporate multi-methods according to their students’

needs:

I believe that each teacher should have his own unique way to assess his
students, whether he gives weekly quizzes or after finishing each chapter in
the text book or whatever the methods. (m-t-v-2-3)
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7.3.3.5.3. The Curriculum Workload

The curriculum intensity and resultant workload was the third element that some

teachers believed to be another factor that influenced their evaluation practices. A teacher

explained an important point regarding the intensive curriculum that teachers were

provided with:

the problem with the school curriculum, which all teachers experience is the
huge amount of information provided in the curriculum. The major demand
is that each student should understand and comprehend each subject
curriculum as it is, without paying attention to the quality of it. I think we
should choose fewer topics than are provided in all the books to give a
chance for students to achieve the basic skills in mathematics, science,
Arabic, and English languages. (f-t-q-6-1)

Similarly, a few teachers explained how the curriculum workload and the large number of

students prevented them from assessing each student individually, as the following

comment illustrates:

the curriculum quantity in each lesson does not permit us to use different
assessment techniques, since we want to finish the curriculum. It is hard to
take into consideration and concentrate on individual differences between
students. In addition, you may have too much curriculum quantity you
should go through as well a large number of students. Therefore, it is hard
to assess each student individually, and consequently this affects assessment
procedures and even the teaching methods. (m-t-v-3-a few)

Another teacher provided information about ways that the intensive curriculum and other

extra work could negatively affect teachers’ practices:

the intensive curriculum workload forces teachers to ask for extra lessons to
finish teaching their subjects. Besides, teachers revise previous topics in the
curriculum in addition to practising and training learners on past tests.
Moreover, all these factors establish enormous load on teachers. (f-t-q-6-1)

This includes worrying more about using different approaches to finish the curriculum

syllabus and outlines quantitatively, without concern for the relative value of these

elements and topics:
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the problem is with the curriculum workload and carrying out assessments
according to the number of pages in the text book without focusing on the
significant topics. (f-t-q-15-3)

Others believed that most of the curriculum elements provide learners with basic cognitive

abilities that do not require the application of more advanced skills and abilities in this

stage of education:

the curriculum elements lack factors that assess higher-order thinking skills.
(f-t-v-1-4)

In addition, a majority of students claimed that the current curriculum ingredients need

components that introduce real life application, which students can benefit from learning.

Students believed that they forgot most of the information taught in classrooms, since there

was no practical application of those aspects:

usually the curriculum lacks real life application. For example, they did not
teach us the benefits of using algebra in our life. So, when the school year
ends, we forget everything and do not recognize its advantages.
(m-s-v-2-majority)

In relation to this problem, some teachers suggested that the curriculum workload should be

decreased to include more useful topics that could help to make the assessment procedures

more beneficial for teachers and learners:

I would like to see a reduction in the quantity of information given in the
curriculum textbook. (m-t-q-6-1)

It is possible to make the assessment process successful by decreasing the
curriculum workload. (f-t-q-11-1)

Furthermore, another teacher commented that the current generation of learners have more

ability to use technology and to communicate with it easily. Therefore, it is necessary to

adapt new curriculum approaches that implement new topics, including the application of

new technology in the learning process:
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the modern generation are capable to mentally and intellectually interact
with future technology. Therefore, we must modify and develop our
curriculum to instruct and prepare the future generation. (m-t-q-5-1)

we need to involve computers more in the learning process. (f-t-q-5-2)

Another possible solution to the effects of the curriculum intensity, according to one of the

teachers, is that the curriculum should be modified to allow for more regular assessment:

I think teachers should be given one lesson a week at least to carry out the
assessment process. Moreover, the curriculum plan should be modified to
encourage daily, weekly, and monthly assessments in the classroom.
(m-t-q-10-2)

7.3.3.5.4. The Insufficient Teaching Time

Some teachers mentioned in their written and verbal comments on the

questionnaires and in interviews the negative impact of insufficient lesson time and how

this variable harmfully influences their actual teaching practices:

due to the time limits at the end of the school year, teachers are obliged to
skip some parts of the curriculum to save time, even though these parts are
linked to other sections or chapters in the curriculum. (f-t-v-1-majority)

In addition to the influence of insufficient lesson time on the curriculum management, some

participants thought that it also had extremely negative effects on the assessment process,

since there was not enough time to apply the different assessment techniques to measure

students’ academic performance by various methods:

there should be enough time for teachers to be able to do the assessment
processes. The main obstacle that we encounter is the absence of enough
class time. (m-t-q-10-2)

Another major effect that time constraints had on teachers was that it restricted teachers’

capability to employ test and assessment results for the students’ benefit:

what minimize the advantages of current assessment techniques are the time
limit and engagement in routine duties, which as a result diminish the
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employment of assessment results to improve students’ performance and
inform them about their weaknesses. (f-t-q-15-8)

Furthermore, the general assessment plans should be revised to involve the implementation

of continuous assessment, and more teaching and assessment time should be given

whenever it is required to employ other evaluation forms, such as interviews and

observations:

continuous testing is easy to employ, but other assessment methods such as
interview and observation need more time, in addition to specific resources
in the school. Yet, for current practices continuous testing is the easiest
method to apply. Also, the other assessment methods will produce more
successful results in the long run, if a convenient environment is offered.
(m-t-v-3-1)

7.3.3.5.5. Other Factors that Affect Teachers’ Practices

Another factor that teachers considered as an element that influenced their

assessment practices was students’ low achievement level:

one of the problems we encounter is students that have very low
achievement level (m-t-v-3-a few)

Some teachers claimed that some students actually lack basic skills, which, as a result,

become an obstacle in the teaching process:

some learners do not have the basic proficiency in specific subjects to follow
up with the next stage of the curriculum, and this makes it much harder for
teachers to teach them new skills. (f-t-v-4)

some students in the secondary school do not even know how to read, write,
count, or solve some mathematical equations that they have already taken in
middle schools. (m-t-v-2-a few)

Therefore, these factors affect teachers’ ability to assess learners’ achievement effectively

through the use of different methods, and to follow up with each learner:

some learners do not understand the way to answer the questions, to read, to
calculate, and to solve mathematical problems. If the student cannot solve
an equation, it is hard to continue studying and working with me to follow
up with his peers. (m-t-v-2-3)
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A few teachers believed that the current learning process depends on traditional teaching

techniques. Consequently, the current traditional assessment forms are parallel with and

match those teaching methods:

the current learning process is working by means of traditional method that
is direct instruction from teachers to students. Therefore, the assessment
techniques are designed to correspond with these traditional techniques.
(m-t-v-2-a few)

Other than the factors that were introduced in the table, some teachers indicated that the

new information technology tools are not effectively employed in schools. They

recommended future employment of computers in the assessment process:

modern tools such as the computer and the internet are not utilized;
therefore the current assessment procedures in public schools, not the
independent schools, are still based on very old traditional procedures.
Besides, any possible change will be limited and will not aim to change the
student’s attitude, thinking, and prepare him/her for the future. (f-t-q-17-1)

we need to involve computers further in the learning process. (f-t-q-5-2)

Even the learners claim that they had limited access to computers and the internet, which

prevented them from answering the questions that are asked in the text books:

there is another point outside the tests. Some text books have questions that
ask us to research a topic in the school library or on the internet and the
school has library and internet access. We are authorized to use the library
but not allowed to use the internet, even though it is more helpful. The
activities in the text book are designed to be implemented but in fact they are
not applied. The independent schools have more internet facilities, but in
our case it is just the curriculum that we have. (m-s-v-2-majority)
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7.3.3.5.6. Assessing the Different Cognitive Abilities

As was seen in the previous analysis, most teachers were likely to exercise two

main abilities, knowledge and comprehension, in their exams more than the other

significant abilities, such as synthesis and evaluation. This part will examine some of

teachers’ statements on the questionnaires and during the focus group interviews. These

statements may reveal some major factors that influence teachers’ practices on the use of

the different cognitive abilities in their tests.

A few teachers confirmed that they always measured students’ achievement through

test items that assessed the lower cognitive abilities, such as knowledge and understanding,

and they did not yet employ test items that measured the higher levels:

actually, we are still at the first level or maybe the second. We are still
assessing the knowledge level even in scientific subjects, and only some
teachers may have moved to measure the understanding level. But other
levels, such as application, analysis and others, we still have not reached
them. (m-t-v-3-a few)

Other teachers claimed that there were several factors that limited their capability to use the

different levels of cognitive abilities in their tests. Some of these factors were related to the

curriculum workload and associated factors, such as the teaching methods and assessment

procedures connected to curriculum components. The interaction between the three factors,

the curriculum, the teaching methods, and the assessment techniques had a general effect

on teachers’ interest in using all the six levels of ability:

the current assessment techniques rely on old forms based on
memorization, and the teacher is obliged to comply with them because the
teaching methods are old and they aim to make the students save a great
amount of information and memorize it whenever test time arrives and
forget all of it later. (f-t-q-17-1)

the application of all Bloom’s taxonomy levels is limited to many factors.
The major aspect is curriculum quantity in each lesson. (m-t-v-3- few)
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Actually, one teacher indicated that the facts and information that are provided in the

curriculum book encourage teachers’ application of lower thinking abilities. Furthermore,

the curriculum is mostly constituted of basic and general information that encourages the

use of these lower abilities. In fact, there is no information provided in the text book that

requires the employment of higher-order thinking skills and creative work, according to the

same teachers’ statement:

the curriculum elements lack factors that assess higher-order thinking
skills. (f-t-v-1-4)

Test specification plan was another important element that influences teachers’ capability

to measure the different cognitive abilities in their classroom assessment practices. In

addition, the majority of teachers indicated that educational advisors have a very significant

role in selecting the cognitive levels to be assessed in tests and assessments: Therefore,

teachers tend to use assessment methods that mostly require students to memorise solid

information and abstract facts:

the test specification plan that comes from the Ministry of Education
includes some of the cognitive levels, such as knowledge, understanding,
analysis, but does not include all of them. (m-t-v-2-1)

the advisors provide teachers with test specifics showing how to manage
and design tests, and the weight that should be given in the test to each
ability. (f-t-v-1-majority)

Some students’ low achievement and lack of fundamental skills was another obstacle that

teachers believed to have major effects on their willingness to employ higher-thinking

skills:

most students are not ready to be assessed on higher levels, since they
already lack these abilities and skills from the beginning. So if learners have
not gained them, how can I assess them on these skills? (m-t-v-2-majority)



243

Actually, some teachers thought that some students did not understand the meaning of

specific questions and how to answer them and other students studied to memorise

information and facts a couple of days before the formal tests. Therefore, all these reasons

and others forced teachers to practise in that way, since these minimum learning behaviours

required this kind of testing materials:

since the learners study hard and spend time to memorize information and
have not been taught to think, I am compelled to assess the memorization
skills and to set many questions that measure this ability, and reduce the
amount of questions that require thinking. (m-t-v-2-3)

if the students learnt the high order thinking skills through their studying
and went through tests that assess these skills, then the learners themselves
would ask you to assess them on these abilities and skills. (m-t-v-2-1)

Because these high skills involve complicated thinking processes and the application of

different abilities, teachers thought that some students did not have the required aptitudes to

use them. Therefore, one teacher suggested that students should be trained by their teachers

from the beginning to develop these skills and abilities during their day to day learning. In

this way, when students reached secondary school, these creative thinking skills would be

built in their minds. As a result, it would be easy for them to exercise the skills and abilities

that they had previously mastered and gained from their continuous learning and

application of these skills in their current educational level:

at the high school level, I cannot address problems that started with a
student from the first stage. It is hard to teach him how to think until
gradually he reaches the high order thinking skills. We must prepare the
students to accomplish these levels. (m-t-v-2-3)

Some teachers recommended that future assessment plans and testing practices should rely

less on questions that measure the basic abilities, such as memorising facts and information,

since these types of items did not measure the students’ actual gains:

in relation to current assessment procedures; questions that assess
students’ capability to memorize should be reduced. (m-t-q-13-1)
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Others believed that the assessment plans should be modified to help the students to be

prepared for higher education responsibilities:

the current techniques are not adequate and superficial, and the main aim
of them is to pass the student, not to measure his real achievement.
Therefore, I believe that the current assessment practices should be
modified, especially for secondary school students. Because when a student
transfers to the university education, he might be shocked by his academic
weaknesses and inability to carry on because of the big differences between
the university and the secondary school. (m-t-q-4-2)

7.3.4. Purposes of Assessments

There are several objectives behind the application of the different assessment

techniques. These objectives vary according to teachers’ main rationale of testing practices.

Educational assessments could be used in classroom settings for a number of purposes,

depending on the chosen time of assessment. Tests could be used before the beginning of

the instructional process to assess students’ attainment of elementary skills and to verify

their past experiences on the different subject matters.

Other assessment techniques have a formative function, since they may be used to

detect learners’ potential strengths and weaknesses to provide them with immediate and

frequent feedback that helps them to support their strengths and overcome the weak points

during the learning process. This practice helps the students to understand their current

actual achievement with effective suggestions and remedial plans that help underachieving

students to tackle their weaknesses to keep up with their peers.

The third purpose that educational tests may serve is a summative function. In this

type of testing, the students are tested to measure their academic attainment on a specific

part of the curriculum.
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The main reason for this exercise is to provide learners with marks in different

periods that represent their current learning progress. Besides, at the end of the school year,

students are provided with the final school certificates that characterize their final

achievement. This helps in deciding if they should move to a more advanced grade level or

stay for an additional year in the same learning stage.

The final objective that could be applied through the use of the different

assessments is to evaluate the effectiveness of the assessment techniques and processes. In

fact, this exercise helps the teachers to recognise any problems with the test items that

could cause variability and inconsistency in students’ answers. Any such responses on a

specific test may affect the validity and reliability of teacher-made tests, which as a result

would give an incorrect indication about students’ current performance.

Therefore, it was important to investigate how frequently teachers use assessment

for these purposes in their current practices. Table 7.13 shows teachers’ frequency of

application of these different objectives in their tests. It appears from these figures that no

teacher indicated that they always assessed students’ attainment of fundamental skills

before the beginning of the instructional process. Many teachers indicated they sometimes

307 (62.7%) assessed with this objective and 183 (37.3%) teachers said they never assessed

learners’ basic skills before the commencement of teaching.
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Table 7.13
Purposes of Assessments

Responses
Variables

Never Sometimes Always Total

F. % F. % F. % F. %

Assess students’ attainment of
fundamental skills before the
beginning of the instructional process

183 37.3 307 62.7 - - 490 100

Determine students’ past experiences
before the beginning of the
instructional process

47 9.6 116 23.7 327 66.7 490 100

Measure students’ attainment of the
required skills for a limited segment of
instruction

24 4.9 53 10.8 413 84.3 490 100

Diagnosing students’ strengths and
weaknesses

20 4.1 53 10.8 417 85.1 490 100

Providing students with feedback
regarding their learning performance

24 4.9 65 13.3 401 81.8 490 100

Assign grades to students
40 8.2 89 18.2 361 73.7 490 100

Move students from one grade to
another

83 16.9 81 16.5 326 66.5 490 100

Provide students with certificates
87 17.8 99 20.2 304 62.0 490 100

Judge the success scope of the
assessment process itself

84 17.1 119 24.3 287 58.6 490 100

However, for the remaining objectives behind the application of tests and

assessment, teachers’ responses showed that most teachers fell into two categories. More

than fifty percent of the teachers signified that they always and sometimes used tests and

assessments to assist them in employing different strategies in classroom settings, from

determining students’ past experience before the beginning of the instructional process to

judging the success of the assessment process itself. For example, 417 (85.1%) teachers

indicated they always diagnosed students’ strengths and weaknesses through assessments,

413 (84.3%) teachers used assessments to measure students’ attainment of the required

skills for a limited segment of instruction, and 401 (81.8%) of them employed test results to

provide learners with feedback regarding their learning progress. No relationships were

found between those goals and the other variables.
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7.3.4.1. Comments about Purposes of Assessments

Teachers’ comments about the objectives following their application of the different

assessment techniques varied from one teacher to another according to the type of objective

behind the application of a specific test. In addition, teachers’ comments differed in some

respects, since these comments reflected their own experiences and beliefs with regard to

their actual practices. Some teachers believed that tests were never used in secondary

schools to diagnose students’ strengths and weaknesses or to evaluate their acquisition of

elementary skills:

diagnostic tests do not exist and are not used. (m-t-v-3-1)

there is no such assessment of fundamental skills in public schools.
(m-t-v-2- all)

Other teachers talked about using assessment techniques with the objective of providing

students with feedback about their learning development. As regards the sort of tools that

are used to deliver the appropriate feedback to students after the assessment procedures,

some teacher indicated that quizzes and short tests are used as instruments to help them in

providing students with useful information:

some teachers use quizzes to give feedback to students. (f-t-v-1-3)

we usually apply short tests for five, ten or fifteen minutes, and we tell the
students we are going to give them a test for 10 minutes to identify their
achievement and help them recognize the different types of questions.
However, marks on these tests are not included in the main assessment but
may be used within the activity mark, which is 10%. (m-t-v-3- few)

A few instructors explained that the feedback period usually starts after delivering the mid-

term examinations to students and supplying them with the results and grades:

giving feedback to students is usually done, for example, in the mid-term or
at the beginning of the second term after the examinations or by giving
students some temporary and experimental tests. (m-t-v-3-a few)
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In addition, in relation to the method that is used to deliver the feedback information, some

teachers signified that they usually provided feedback to the class as a whole, in specific

circumstances:

usually feedback is given for the whole class and rarely on an individual
basis, but sometimes a student or a parent may come individually, and we
explain to him that his son was not good on the test and give him and each
student feedback about specific mistakes. (m-t-v-3-few)

Some students explained that teachers used various means to provide them with feedback.

Sometimes this could be done for the whole class in general and other teachers preferred to

focus just on students with low marks:

after testing and grading, some teachers will follow up with students who
have low marks and some do not do that. The follow up is done by reviewing
the test and asking us about the topics that we may not understand.
(m-s-v-2-few)

some teachers provide feedback about the test result to some students
individually. (m-s-v-3-1)

the follow up revision is for the whole class, but the teacher may offer to see
students after the lesson. But usually students do not go to see him again,
and the teacher will not ask them again. (m-s-v-2-3)

Other students believed that teachers did not provide them with the appropriate feedback

regarding their mistakes, and if there were any notes about their test performance it might

be done through a general review of their mistakes on tests:

Teachers do not always provide us with feedback about our exercises.
(m-s-v-3-1)

after testing, no feedback is given on paper regarding the wrong answers.
However, some teachers may write down the correct answers on the board
and revise them with us to help us understand them. (m-s-v-2- a few)

One teacher said that focusing on each individual student might be hard to do, since there

are many factors that affect teachers’ ability to do that.

It may be too difficult and a heavy load for teachers to follow up with each
student. (f-t-v-1-4)
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A majority of teachers indicated factors that could affect their process of feedback in

classroom, including the rules and regulations that they must follow during their instruction

and assessment processes:

teachers are restricted to rules and regulations that they must comply with,
especially and specifically in the assessments. (m-t-v-3-majority)

Others thought that the current routine, limited lesson time, and the large number of

students in the class were other factors that affect teachers’ capabilities to help students

benefit from the evaluation process:

the current assessment techniques usually assess the memorization skills,
and rarely provide students with feedback about their real achievement level
in addition to determining their weaknesses. In fact, it is difficult to treat
those weaknesses, because of the existing routine in the teaching process.
(f-t-q-1-4)

In addition, the intensity of curriculum syllabi besides the large number of students in each

classroom was other important elements:

the large number of students in the classroom with different abilities, in
addition to curriculum workload, does not give teachers chance to assess
students individually. Further, those factors make teachers unable to
provide students of different abilities with proper feedback according to
their performance level. (f-t-q-5-3)

the current assessment practices are affected by the huge number of
students that make us assess students all together. (f-t-q-15-6)

Teachers noted the new regulations in the independent schools, and how this may positively

affects teachers’ practices:

In the independent schools model, there is adequate space for teachers in
addition to a sufficient amount time and small number of students in the
class. Therefore, teachers have enough time to expand their performance to
follow up and explain and have more space to convey more benefits to the
learner. (m-t-v-3-majority)
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Other teachers suggested specific arrangements that might help in supporting

teachers to provide students with the required feedback regarding their strengths and

weaknesses. These included adjusting the curriculum to encourage the implementation of

continuous assessment:

the assessment plan should encourage teachers to use continuous
assessment whenever possible, since this may help us to diagnose students’
learning progress. (f-t-v-4)

A teacher thought that tests were the only assessment form that teachers could employ to

provide learners with feedback about their academic performance. However, she asked to

be informed about any possible methods of feedback other than tests:

If there is an opportunity for feedback other than exams, tell us, but I think
there is not. (f-t-q-16-2)

7.3.5. Students’ Relationship with the Assessment Process

Another important issue that was planned to be assessed through this study is to

what extent students are engaged in the assessment process. Students’ engagement in this

process could have many facets, depending on some specific elements that should be

implemented to guarantee this practice. Among these elements are clarifying to them the

instructional objectives that students should achieve by the end of the learning process. In

addition, it is important to notify them about the criteria by which their achievement will be

assessed, as well as to give them the chance to assess themselves and their peers. The next

paragraphs will analyse students’ involvement in this process, besides their benefits from

the evaluation process.
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7.3.5.1 Students’ Involvement in the Assessment Process

Table 7.14A shows some of the practices that were included in the questionnaire,

related to students’ effective involvement in the assessment process, as well as teachers’

responses to all these variables according to their gender. It appears from the table that the

most focus from the teachers was on practices that take into account the importance of the

testing process. In fact, 437 (89.2%) teachers indicated that they always guided students to

be prepared for dealing with test papers. In addition, 432 (88.2%) of them said they always

guided students to be prepared for tests, and 4425 (86.7%) of teachers confirmed they

always trained students on previous tests.

However, 215 (43.9.0%) of teachers indicated they sometimes and never gave

students the chance to assess themselves and their peers. Furthermore, 171 (34.9%) of the

respondents signified they sometimes and never clarified to students the intended

instructional goals to be met by them. For the first two variables, the answers were

approximately consistent with teachers’ responses about their frequency of application of

students’ self and peer assessments.
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Table 7.14A
Strategies Applied to Involve Students in the Assessment Process

Responses
Variables

Never Sometimes Always Total

F. % F. % F. % F. %

Clarify to them the intended
instructional goals to be met

64 13.1 107 21.8 319 65.1 490 100

Inform them about the criteria in which
their achievement will be assessed

48 9.8 98 20.0 344 70.2 490 100

Clarify the weight of each item by
grades in the assessment method

44 9.0 97 19.8 349 71.2 490 100

Help students to understand what to do
against specific criteria that they will be
judged on

47 9.6 86 17.6 357 72.9 490 100

Give them the chance to assess
themselves

68 13.9 147 30.0 275 56.1 490 100

Give them the chance to assess their
peers

191 39.0 139 28.4 160 32.6 490 100

Guide students to be prepared for tests
16 3.3 42 8.6 432 88.2 490 100

Guide students to be prepared for
dealing with test paper

15 3.1 38 7.8 437 89.2 490 100

Train students on previous tests
19 3.9 46 9.4 425 86.7 490 100

Explain to a student his/her progress in
achieving targets

30 6.1 75 15.3 385 78.6 490 100

The Chi-square test between teachers’ subjects and strategies being used to involve students

in the assessment process showed a dependent relationships for two items: clarify the

weight of each item by grades in the assessment method (χ2
=14.584, DF=4, p=.006);

explain to a student his/her progress in achieving targets (χ2
=26.074, DF=4, p=.000). The

numbers of teachers of languages 142 (88.2%) and 122 (75.8%) who always employed

those two strategies in their practices were statistically higher than those of teachers of

other subjects. However, the association test showed significance, but with moderate

relationship values (C=.122, DF=4, p=.006) and (C=.163, DF=4, p=.000).
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7.3.5.2. Students’ Benefits from the Assessment Results

Another important element that may represent students’ involvement in the

assessment process is their benefits and gain from the application of different assessment

techniques and the results and marks that follow these practices. Table 7.14B considers

some of these practices that teachers may implement in classroom settings after delivering

marks and results to students, to help them understand their strengths and weaknesses and

so improve in the future. As indicated in the table, among the total sample of 490 teachers,

427 (87.1%) of them mentioned they always re-explained the instructional elements that

students could not comprehend, although 63 (12.9%) teachers signified that they sometimes

and never did so. Moreover, when teachers were asked if they modified their instructional

plans according to students’ needs, it was found that 293 (59.8%) of them indicated they

always did so, while 111 (22.7%) of them said they sometimes did so, and 86 (17.6%) of

teachers indicated they never did. Table 7.14B shows the values for the remaining four

variables.

Table 7.14B
Students’ Benefits from the Assessment Results

Responses
Variables

Never Sometimes Always Total

F. % F. % F. % F. %

Re-explain the instructional elements
that students could not comprehend

19 3.9 44 9.0 427 87.1 490 100

Modify the instructional plan according
to students’ needs

86 17.6 111 22.7 293 59.8 490 100

Give remedial work to students who lack
prerequisite skills

36 7.3 123 25.1 331 67.6 490 100

Design remedial work for students with
severe learning problems

77 15.7 117 23.9 296 60.4 490 100

Provide students who have mastered
some of the material on the future
planned instruction with a more
advanced level of instruction

78 15.9 106 21.6 306 62.4 490 100

Support students with explicit plans to
improve their learning performance

52 10.6 99 20.2 339 69.2 490 100
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After the general inspection of the data, the next procedure was to test the

independence between teachers’ responses about students’ involvement in the assessment

process and other important variables. Providing students who have mastered some of the

material on the future planned instruction with a more advanced level of instruction was the

only item on this list that showed a significant relationship with teachers’ gender

(χ2
=10.255, DF=2, p=.006). The difference between the observed and expected counts of

male and female teachers was significant. The number of female teachers 175 (58.1%) who

said they always provided students with more advanced instruction was statistically higher

than that of male teachers, 131 (69.3%). The Cramer’s V test value showed a significant but

moderate relationship between teachers’ gender and preferences in relation to this practice

(C=.145, DF=2, p=.006). It is important to indicate here that the number of female teachers

168 (55.8%) who claimed always to modify the instructional plan according to students’

needs was higher than that of males 125 (66.1%), even though the test of independence

value fell just short of the significance level (χ2
=5.963, DF=2, p=.051).

7.3.5.3. Assessments’ Effects on Students’ Learning

Using different assessment techniques in classroom settings could have both

positive and negative effects on students’ learning. Positive effects are believed to take

place whenever the assessment methods used in the classroom encourage learners’

participation in classroom activities, as well their effective communication with their peers

and teachers. Besides, educational measurements could be beneficial to students if they

encourage learners to think effectively, help them to acquire new skills and help them to

understand their achievement abilities.
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However, negative aspects of assessment may occur whenever the assessment

procedures increase test anxiety among students, make them focus mainly on getting high

marks, and increase grade competition between them rather than centring learners’ attention

on their strengths and weaknesses in order to facilitate development and improvement.

Table 7.15 lists all the positive and negative effects that assessment techniques may have

on students’ learning progress. It seems from the table analysis that motivating students to

get high marks 417 (85.1%) and increasing grade competition between students 380

(77.6%) were the effects that teachers always perceived assessments to have on students.

However, 230 (46.9%) teachers signified that assessments increase test anxiety among

students, while 135 (27.6%) and 125 (25.5%) of them said they sometimes and never felt

that tests had this effect. For the remaining elements, the frequencies and percentages

showed that assessments had variable effects on students’ motivation to learn and their

interaction with their peers and their teachers. No relationships were found between these

effects and other major factors.
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Table 7.15
Assessments’ Effects on Students’ Learning

Responses
Variables

Never Sometimes Always Total

Freq. % Freq. % Freq. % Freq. %

Motivates students to get high marks
24 4.9 49 10.0 417 85.1 490 100

Increase grade competition between
students

33 6.7 77 15.7 380 77.6 490 100

Encourage students’ participation in
classroom activities

39 8.0 85 17.3 366 74.7 490 100

Encourage students’ communication
with their peers

52 10.6 116 23.7 322 65.7 490 100

Encourage students’ communication
with their teachers

48 9.8 98 20.0 344 70.2 490 100

Encourage students to think effectively
51 10.4 114 23.3 325 66.3 490 100

Increase test anxiety among students 125 25.5 135 27.6 230 46.9 490 100

Create a cooperation situation between
students

58 11.8 124 25.3 308 62.9 490 100

Help students to acquire new skills 50 10.2 100 20.4 340 69.4 490 100

Increase students motivation to learn 46 9.4 106 21.6 338 69.0 490 100

Help students to understand their
achievement abilities

33 6.7 80 16.3 377 76.9 490 100

7.3.5.4 Comments on Students’ Involvement in the Assessment Process

Explaining the instructional objectives to be met during the learning process besides

the assessment plan were the major aspects of student’s involvement mentioned. The

majority of the teachers and the learners indicated that they discussed the instructional

objectives to be met, in addition to score distribution plans:

usually teachers explain to students the instructional objectives that should
be met, in addition to verifying the percentages and marks for the mid-term
and final-term exams. (f-t-v-1-4)

we discuss with teachers about the assessment plan and marking.
(m-s-v-2-a few)

students are guided to the educational objectives that should be
accomplished and the work that should be done to achieve these objectives.
(f-s-v-1-majority)
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The comments also indicated that teachers were always available for students for any

further questions regarding the educational objectives depending on students’ needs:

usually I explain to my students the general educational objectives at the
beginning of the school year, and provide them with any further detail if
they request that. (f-t-v-4)

If students do not know the educational objectives, they may ask their
teachers about them. (f-p-v-1-majority)

Besides teachers’ explanation of the instructional objectives, a student verified that the

objectives are stated in the text books:

the educational objectives are mentioned at the end of the text book.
(m-s-v-2-3)

One of the teachers explained how she tried to involve learners in their learning through

encouragement and participation in activities:

I encourage my students to participate in the classroom activities and to
ask me about any unclear elements in the curriculum. (f-t-v-5)

However, one of the teachers explained in her comments on the questionnaire that the

objectives are rarely discussed with students inside the classroom:

teachers’ assessment should be applied according to lesson objectives, but
we usually do not review these objectives with students. (f-t-q-1-1)

One of the students explained how practising old tests helped them to identify their current

errors on these tests. As a result, this may help them to overcome any possible confusion in

future exams:

revising past tests helps us to be ready for the final exams, because we can
understand our mistakes and correct them. (m-s-v-2-2)

Students’ involvement in assessing themselves and their peers, according to a few teachers,

is not implemented in schools. They actually believed in the importance of such practice

and, therefore, they recommended that students should be trained firstly to practise this:
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students are not involved in the assessment process. Therefore, students
should be trained to assess themselves and their peers. (f-t-v-1-4)

train students to assess themselves. (m-t-q-3-2)

Another teacher explained that the learners’ engagement in this process may be secured in a

different way, through helping their peers who might have some difficulties in achieving

the instructional objectives:

encourage students to help their peers who have learning difficulties.
(m-t-q-3-2)

Moreover, another teacher suggested that a discussion about the appropriate assessment

technique to be used in the class to evaluate learners’ progression could be incorporated

through following specific standard procedures:

I suggest using students’ self assessment by giving them the freedom to
choose their preferred methods of assessment, and this could be done after
explaining to them the way they should go accomplishing this assessment.
(m-t-q-14-1)

Tables were one of the strategies that teachers used for the benefit of the learners.

One of the teachers explained that they employed tables to assist them to identify students

with learning problems to provide them with remedial plans:

some teachers use tables to identify students with low achievement levels to
give them daily remedial plans. (f-t-v-1-4)

Nevertheless, many teachers indicated that curriculum workload, number of students, and

teaching time impeded their ability to provide learners with more beneficial strategies after

the assessment results. Some teachers believed that decreasing the curriculum intensity may

help teachers to apply assessment forms to efficiently diagnose students’ strengths and

weaknesses:

reducing the curriculum intensity may help in increasing the diagnostic tests
of students’ progress. (f-t-v-1-majority)
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Another teacher believed that the continuous assessment of students’ academic growth may

provide valuable information that may help understand the learners’ current progression:

the assessment plan should encourage teachers to use continuous
assessment whenever it is possible, since this may help us to diagnose
students’ learning progress. (f-t-v-4)

However, a few teachers explained that modifying the instructional plan according to

students’ needs is not always possible. There are actually many factors that control this

practice, including following the specific plans of advisors:

teachers’ involvement in the assessment plan does not occur in reality, since
we follow specific instructions. The advisor guides us through a discussion
regarding this issue, and he may suggest some procedures and remedial
plans for underachieving students. (m-t-v-3-a few)

In addition to the external factor, teachers are also required to cover the curriculum within

specific time, which would not be possible if teachers instructed each student separately:

teachers do not have the freedom to modify the curriculum according to
their students’ needs and lesson time. If there are too many topics in the
curriculum, teachers may not have enough time to follow up with each
student individually, since they must deliver all these topics in a specific
time limit. (f-t-v-5)

Another teacher’s comment showed how the limited teaching time had negative effects on

her ability to provide talented learners with advanced instruction:

I wish I had enough time to provide students who have mastered some of the
material on the future planned instruction with a more advanced level of
instruction. (f-t-q-16-1)



260

7.3.5.5. Comments about Assessment Effects on Students’ Learning

Most of the comments from teachers and students signified that tests were very

beneficial for both of them. Tests were said to give teachers an indication about students’

current academic progress. Besides, learners believed that tests help them to be prepared for

exams and, therefore, study for them. A majority of teachers considered that with no tests,

students will not study the important topics in the text book:

students revise whenever there is a test, otherwise they will not study.
(m-t-v-2-majority)

A few students indicated that the testing process played a major role in their learning. They

believed that tests helped them to maintain and consolidate knowledge they gained from

instruction:

tests are good for us, since they make us revise all the time and help us to
memorize the information. They help to strengthen the information in our
mind, which as a result helps us to easily answer the final exam. But without
tests we memorize the information and sooner or later forget it.
(m-p-v-2-a few)

Another teacher described the major negative consequences that tests may have on

students’ achievement, including fears and anxiety, which, as a result, may prevent students

from getting high percentages in the final exams:

tests make the student feel afraid, anxious, stressed, and fearing to fail the
test or unable to be successful and to obtain the required percentage.
(f-t-q-17-1)

A group of teachers believed that the main aim of students was to graduate from the

secondary school, not to gain new information, knowledge, and skills that may help them in

their future. Therefore, they said, learners tended to memorize information and soon they

forgot most of the information studied at previous grade levels:

If you asked a student about some information he got from the last year, he
might not be able to answer you. This means that I teach the learner to
graduate from the high school, not to be skilled. (m-t-v-2-majority)
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The same teachers believed that motivating students in their learning is a continuous

process from the first to last year of study. Furthermore, they indicated that marks are

usually the best reward that motivates students during their study:

motivating learners to study should start from the early stages, not after
learners reach high school level. At secondary level, marks are the best
stimulation for them to learn. (m-t-v-2-majority)

There were many comments from teachers and learners that showed tests and marks as the

main motivator for learners to study. It is appeared from these comments that without

testing the students about their accomplishment of the learning targets, learners would have

little motivation to study. A majority of teachers explained how the tests motivated students

to study topics expected to come on tests, without any effort to comprehend the remaining

elements in the books:

most students usually search for curriculum topics that are likely to come up
in tests, to study them. Yet, other topics that are not part of a specific test are
less likely to be studied (m-t-v-2- majority)

A few learners explained how tests created special situations where they felt that they were

forced to study to face the examinations and to be prepared:

more testing is better than the activity mark, since testing puts pressure on
us to study and pass tests (m-s-v-3-few)

It is good that teachers give us tests all the time, since this makes us feel
stressed and, therefore, makes us study (m-s-v-2-1)

Even the teachers believed that learners studied just to pass tests; therefore, a teacher

suggested that assessment should be continuous during the school year, to keep learners

motivated in during the learning process:

the assessment process only depends on tests; therefore the learners do not
study until the test period. If students’ assessment was continuous during the
whole year or every month and constantly, the students’ motivation to learn
would be enhanced much more than their current attitude. (f-t-q-11-2)
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7.3.6. Teachers’ Training on Assessment Techniques

The last section contained in the questionnaire was the section about the frequency

of teachers’ training on different assessment techniques. Training is an important element

that keeps teachers updated with the newest assessment techniques. Besides, it helps

teachers to raise their concerns and questions about their various applications of assessment

methods. Therefore, it was important to ask teachers about the frequency of their

participation in workshops and training sessions, in addition to their beliefs regarding their

satisfaction with their current training level and their future training needs.

The first question that was asked to teachers was whether they had ever participated

in any workshops on classroom assessment techniques. Amongst the 490 teachers who

participated in the study 310 (63.3%) indicated they had attended such workshops, while

180 (36.7%) said no. The Chi-square test outcome showed a significant relationship

between teachers’ gender and their participation in assessment workshops (χ2
=16.233,

DF=1, p=.000). The number of female teachers who had taken part in assessment

workshops 169 (56.1%) was higher than that of male teachers 141 (74.6%). The indicators

showed also that the number of female teachers who did not participate in assessment

training programmes 132 (43.9%) were higher than the number of males 48 (25.4%). The

Cramer’s V test, however, indicated moderate relationship between the two variables

(C=.186, DF=1, p=.000).

Another Chi-square test was done between teachers’ years of experience and their

attendance in assessment workshops, and the test value demonstrated another significant

relationship between those two variables (χ2
=15.568, DF=3, p=.001). The number of

teachers with over 15 years of experience 199 (70.6%) who participated in assessment

workshops was higher than those of other teachers with 11-15 years of experience 58
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(55.2%), 6-10 years of experience 41 (51.3%), and 1-5 years of experience 12 (52.2%).

There were some teachers from the different groups who had not attended any assessment

workshops. Large number of teachers with 1 to 5 years of experience 11 (47.8%), teachers

with 6 to 10 years of experience 39 (48.8%), and teachers with 11-15 years of experience

47 (44.8%) indicated they had never attended any workshops on assessment methods, while

the number and percentages of teachers with more years of experience were lower. The test

of association between the two variables showed a moderate correlation coefficient value

(C=.178, DF=3, p=.000).

Teachers who reported attending in assessment workshops were asked about the

number of workshops they had attended. 66 (21.3%) of them said they had attended one

workshop, 59 (19.0%) said two workshops and 185 (59.7%) of teachers said more than two

workshops. There was a relationship between teachers’ gender and the number of

assessment workshops they attended (χ2
=20.207, DF=2, p=.000). The number of male

teachers 101 (71.6%) who said they attended more than 2 workshops was statistically

higher than that of females 84 (49.7%). The strength of the relationship between teachers’

gender and their attendance level was moderate (C=.255, DF=2, p=.000).

Teachers’ years of experience and their attendance level were also dependent, since

the Chi-square value was statistically significant (χ2
=16.680, DF=6, p=.011). The number

of teachers with over 15 years of experience who had participated in more than two

workshops 132 (66.3%) was higher than those of teachers with 11-15 years of experience

28 (48.3%), 6-10 years of experience 20 (48.8%), and 1-5 years of experience 5 (41.7%).

Teachers who had participated in workshops were asked about the last workshop

they had attended, that was related to assessment methods. Of the 310 teachers who had

taken part in training sessions, 185 (59.7%) of them said it was within the past 1-2 years, 71
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(22.9%) within 3-4 years, and 54 (17.4%) within five years or more. The Chi-square was

used to test the independence between teachers’ subjects and their time attendance. The test

value confirmed that the variables were statistically related (χ2
=18.236, DF=4, p=.001).

The number of teachers of Languages 72 (72.0%) who had participated in assessment

workshops within 1-2 years was statistically higher than those of teachers of Social Studies

63 (60.6%) and Mathematics and Sciences 50 (47.2%).

The Chi-square test between teachers’ years of experience and their time of

attendance also showed a positive result. The differences between teachers from the

different experience categories were statistically significant (χ2
=18.236, DF=4, p=.001).

The number of teachers with over 15 years of experience 113 (56.8%) who had participated

in assessment workshops within 1-2 years was higher than those of teachers with 11-15

years of experience 31 (53.4%), 6-10 years of experience 30 (73.2%), and 1-5 years of

experience 11 (91.7%).

The 310 teachers who had participated in assessment workshops were asked about

their usefulness, 40 (12.9%) of them said that those workshops were not useful, 91 (29.4%)

said they were of average usefulness, and 179 (57.7%) believed that those workshops were

essential.

All the teachers, then, were asked a general question about their desire to participate

in assessment techniques training sessions and workshops in the future. Among the 490

teachers who took part in this study, 389 (79.4%) teachers indicated their wish to join any

future planned for workshops in assessment techniques, and 101 (20.6%) of them were not

interested in any future training.

Finally, the teachers who indicated their desire to participate in assessment training

sessions were presented with a list of workshop topics and were asked to tick any topic they



265

would be interested to cover in any further training programme. The results are presented in

Table 7.16. It is clear from this table that 240 (49%) preferred to attend workshops that

focus on using assessment methods to develop teachers’ abilities in effective teaching, 234

(47.8%) favoured more training on using assessment methods to improve students’

abilities, and 187 (38.2%) indicated their interest in methods to assess students’

achievement. In fact, for each topic, there were a number of teachers who were interested to

participate in related workshops.

Table 7.16

Workshop Topics Preferred in Assessment Methods

Responses
Variables

Frequency Percentage

Methods to assess students’ achievement
187 38.2

The construction of different assessment methods
122 24.9

The application of different assessment methods
155 31.6

Analysing assessment’s results
127 25.9

National standardised tests
104 21.2

Using assessment methods to increase students’
scores

175 35.7

Using assessment methods to provide students with
feedback

141 28.8

Using assessment methods to improve students’
abilities

234 47.8

Using assessment methods to develop teachers’
abilities to effective teaching

240 49.0
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7.3.6.1 Comments about Teachers’ Training on Assessment Techniques

Evaluating teachers’ training on different assessment methods was one of the

objectives of this study. It was important to ask teachers about their views regarding their

previous training experiences in addition to their major recommendation for further training

in the future. In one of the focus group interviews, the majority of the teachers being

interviewed said they had been involved in training sessions about assessment techniques:

we participated in most workshops that the Ministry of Education provided
on curriculum and assessment methods. (m-t-v-2-majority)

Some teachers believed that training on different assessment techniques should be given to

new teachers, since they do not have any teaching and assessment experience:

It is possible to give workshops in different methods of assessment to newly
qualified teachers who may come to teaching without any experience.
(m-t-v-3-4)

Another one indicated that some teachers did not have the required skills for the new

assessment techniques:

some teachers lack knowledge about the new assessment techniques.
(f-t-v-1-1)

According to one teacher, since there were unqualified teachers and newly graduated

teachers working in schools, the ministry provided the test specific plan, in addition to the

score distribution standards, to help such teachers in their assessment practices:

sometimes they restrict teachers to a specific form of tests, since, honestly,
some teachers are unfamiliar with this part, especially the new graduates,
for example. (m-t-v-3- 4)

One of the possible methods that a few teachers recommended to help new teachers, other

than workshops by experts in assessment methods, was through senior teachers or subjects

coordinators, as is done in independent schools in Qatar:

the senior teacher or the subject coordinator is a good system, since this
coordinator may have experience and educational qualifications that may
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help the new teachers who come to schools, such as what is achieved in
independent schools. (m-t-v-3-a few)

Even students recommended giving more training to some teachers, since one of the

students said that some teachers lacked the skills to convey ideas and instruction to

students:

some teachers are very good at teaching, but others cannot transmit the
information to students. Therefore, teachers should be given workshops
whenever possible. (m-s-v-2-4)

There were many topics on which teachers indicated their wish for training workshops.

Some of these topics were related directly to modern assessment methods:

we need workshops on the most modern assessment techniques. (f-t-q-6-2)

Other teachers’ suggestions were related to subject matters that may increase students’

motivations to learn and compete with their classmates:

we need workshops on using assessment techniques to enhance students’
incentive to learn and compete with others. (f-t-q-6-3)

Moreover, some teachers preferred to have workshops on assessment forms that could

strengthen the relationship between teachers and students through a positive interaction

between both of them, to help students be more encouraged and motivated in their own

learning:

apply modern assessment methods that strengthen the relationship between
learners and their instructors and stimulate them to more effort and hard
work. (m-t-q-8-1)

Helping teachers to assess group activities and collaborative work among students through

classroom assignments, was another important subject on which teachers preferred to have

training:

train teachers in using modern tools and instruments in group activities.
(m-t-q-8-2)
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Some of the workshops that teachers recommended were related to using assessment

methods to help teachers in teaching the curriculum elements and the different academic

subjects:

using different assessment methods for some of the curriculum syllabi to be
in line with current developments. (m-t-q-14-1)

train teachers on new assessment techniques that are used to design the test
and how to teach the academic subject in a modern way. (f-t-q-17-2)

It is also important, in the view of one of the teachers, to create a more respectful and

encouraging environment around teachers to implement new assessment forms:

help teachers to implement and apply the new assessment techniques by
facilitating and preparing the educational instruments for them. (m-t-q-3-1)

In addition to workshops in assessment procedures, one teacher asked for additional

training on a different subject:

procedures that teachers can use to prepare for a lesson. (m-t-q-2-1)

Furthermore, having continuous workshop training on different subjects and topics in

education helps teachers to be updated with the recent development in education and its

tools:

provide teachers with intensive workshops to keep them abreast of
developments in education and developed techniques. (f-t-q-1-5)
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7.3.7. Other Comments

Other than the assessment techniques practices and factors that are directly

influenced by them, some teachers raised other issues generally related to teaching and

assessment practices.

Many teachers complained about their lack of involvement in the teaching and

learning process from a different perspective. One teacher explained how his plans and

suggestions to develop the current practices were not considered respectfully by others:

I wrote a report in the past and sent it, through the Instruction Department,
to the Ministry of Education about possible ways to develop my subject, the
curriculum, the lessons, and the method. This was a couple of years ago, but
nothing was done and the report has not even been studied. (m-t-v-3-3)

A few teachers agreed with one teacher’s comment that their suggestions and comments

about some issues that are related to the text book were not paid any attention by people in

charge:

several times I have written some suggestions and corrections about the
mistakes in the text book, and over the years no change has been made and
the same mistakes are still in the text book. There are still scientific mistakes
in addition to language and grammar mistakes. (m-t-v-3-a few)

One teacher believed that it is important to design a plan that can help teachers to get

insight about the successful teaching practices in schools through transmitting these

successive practices through a different medium to other teachers:

To transform the common teaching practices. (f-t-q-15-4)

Taking into account the individual differences between all students was another major

element that some teachers highlighted in their comments. A teacher suggested

implementing intelligence tests to help teachers classify students according to their

different abilities. He thought this would help teachers to design tests that take into account

students’ different abilities:
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I would like an intelligence test to be administered to every class at the
beginning of the school, so that the teacher can identify students who have
high and low capabilities. Then, he can take this into consideration
whenever he designs a test by including a set of questions that measure all
abilities. (m-t-v-3-4)

Other teachers believed that it is essential to consider the individual differences between

students whenever planning to assess students’ achievement in classrooms:

when planning for assessing students’ attainments, the individual differences
between students should be taken into account. (m-t-q-13-2)

An interesting plan to look at students’ individual differences was outlined by a one

teacher. She argued that it was necessary to divide students into sub-groups according to

their achievement abilities. According to the same teacher, this would help teachers to

modify their instruction and teaching plans to sub-plans that consider all these different

abilities. In addition, different assessment forms could be used for different groups to

ensure that assessment suits the different abilities:

we need to consider the individual differences between learners by dividing
them into different groups according to their performance level. This may
help us to treat each group individually, and use different assessment
methods according to their ability. (f-t-q-5-2)

Another teacher suggested that schools should encourage parents to be involved effectively

in their children’s’ education. This could be done by sending the parents a monthly

assessment report to assist them in understanding their academic progress:

Involve parents to follow up with their children’s achievement progress
through monthly assessment reports. (f-t-q-18-5)

Another important issue that some teachers commented on was teachers’ motivation.

According to one teacher, no respect is given to the hard work teachers do in schools:

If any teacher works hard to do his/her best, nobody will care about
him/her and appreciate his/her work. (m-t-v-2-1)
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Another teacher indicated that it is important to encourage and motivate teachers to develop

their subject-knowledge:

encourage and motivate the teacher to develop him/her self and progress in
his/her academic subject. (f-t-q-1-5)

In addition, one of the factors that help to increase teachers’ motivation to teach is the

challenges they might face during the teaching process. A group of teachers agreed that the

learning process is not confined to students alone, since they feel that their interaction with

the learners usually encourages them to update their knowledge by researching for new

information and discoveries:

some talented students may ask questions that encourage me to look for the
information and the answer by reading books and do some research.
Therefore, the learning process is an interaction process between teachers
and learners. (m-t-v-2-a few)

7.4. Conclusion

This chapter has explained the main characteristics of the participants who took part

in this study. The participants were from various secondary public schools, boys’ and girls’,

and with a range of qualifications and from various subject areas. Of the 490 teachers who

answered the questionnaires, 82 had a Licence, 395 had a Baccalaureate, 9 had Master’s

degrees, and 4 had a Ph.D. The main subject concentrations were Mathematics (83),

English (78) and Arabic (77), in addition to the other various subjects. More than half the

sample (282) had over 15 years of teaching experience, and relatively few (23) were less

experienced, having taught for 1-5 years. Most of the teachers had between 26 to 37

students in their classes. In addition to the questionnaire participants, some teachers of both

genders, besides students, were interviewed.
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The survey data and interviews analyses went to different stages. First of all, the

data were analysed though tables by presenting the frequencies and percentages to each

section in the study, and statistical tests were implemented to examine the relationships

between the various variables, and according to this type of data, Chi-square and Cramer’s

V tests were employed to determine these relationships and its significance.

After that, teachers’ comments on questionnaires and interviews, besides students’

comments on interviews, whenever applicable, were presented to have a view about their

responses to several questions regarding assessment practices in schools.

The next chapter, discussion, will provide answers to the main research questions,

in the light of the results presented in this chapter, as well as relevant literature.
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Chapter 8

Discussion

8.1. Introduction

The purpose of this chapter is to discuss the main findings from the results

presented in the previous analysis, in order to answer the major research questions of this

study. Each research question will be presented at the beginning of each section, followed

by a detailed discussion of the relevant findings from teachers’ responses to the

questionnaire and in focus group interviews, besides the relevance of these findings in

relation to previous findings from other studies, whenever applicable.

The first section will discuss teachers’ perceptions of their skill with the various

assessments, followed by their application of the different assessment forms. After that, the

discussion will focus on factors that affect teachers’ assessment practices and how those

elements influence their practices on the sources of their tests, and the cognitive abilities

being assessed. Then the focus will be on elements concerning educational objectives

underlying the assessment application, students’ engagement in the assessment process,

assessment effects on them, and teachers’ training on assessment methods.
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8.2. Research Question 1

What are teachers’ current perceptions of their skills with the different assessment

techniques?

Many teachers indicated they were skilled with most of these forms, except drawing

questions, individual interviews, and students’ self and peer assessments, with which a

large number of teachers perceived they were not skilled (Tables 7.10A and 7.10B, pp.192-

193). The tests of association between the variables showed that teachers who were

females, taught languages, and had over 15 years of experience mostly had higher skill

perceptions than the other groups (Tables 7.10C and 7.10D, pp.196-198), but no strong

effect sizes were found between these variables. This leads to a conclusion that variables

such as teachers’ gender, the subjects they teach, and their years of experience play some

role in teachers’ perceived skill with those various assessment methods, and teachers’

perceived proficiency in various assessment methods differ according to the three factors

being discussed.

Teachers’ perceptions that they have less proficiency with these types of assessment

forms may be because some of them are new techniques that have been introduced in recent

years in the area of educational assessments. Moreover, it is understandable that teachers

may have fewer skills in students’ self and peer-assessments, because these types of

assessment forms are modern techniques, which have been discussed in the last decade, but

may not be applied as widely as other methods. In the case of those teachers who perceived

they were proficient, their responses could represent their actual assessment work in

schools. Teachers usually construct their own tests that centre on basic traditional forms.
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Therefore, teachers may perceive themselves to be more experienced with these

forms, since the regular construction of such test forms and continuous application of these

specific types of test in their own-made tests, year by year, could lead teachers to be more

knowledgeable and skilled with these forms.

However, even if teachers believed they were proficient in various assessment

forms, this does not necessarily mean that they are actually proficient or represent their

actual understanding of the appropriate and scientific way to write such items. Teachers

may practise test constructions over time, but their actual construction of tests may not be

in a technical manner if they are not supported with external assistance and other advice, as

well as being provided with different resources about formal and informal assessment

techniques. Some teachers may have considered themselves proficient in these items

because they used them all the time in their tests, but in fact some of them may have been

writing some of these items in an inappropriate way and made the same mistakes year by

year. A similar issue was raised by Black & Broadfoot (1982) regarding teachers’ actual

understanding of the great benefits of assessment and the various ways of employing them

in different situations.

For the teachers who said they were not proficient in the various assessment forms,

this could be related in part to teachers’ qualification, since statistics (p.42) showed that

almost 676 teachers in secondary schools, of whom 64% are males, have no qualifications

in education. Such teachers may have not received training in assessment. Besides, the lack

of training courses in assessment for teachers of various subjects will make it harder for

teachers, especially those without any education background, to keep up with recent

developments in assessment practices and technical aspects of assessment application.

Besides, teachers asked to be provided with various sources of assessment techniques and



276

guidelines on the appropriate method to implement any specific assessment procedure. This

agrees with the results from previous studies (Abbara, 1991; Goniem, 1992; Bushurbak,

1993) that indicated teachers’ lack of assessment and evaluation experience, especially in

views of the lack of training programmes to introduce new assessment methods, such as

formative assessment.

Therefore, relying on teachers’ beliefs about their current skill level with

assessments alone is not enough, since these perceptions could be affected by teacher’

desire to present themselves as very able teachers, and other figures and information should

be considered in such evaluation. Teachers’ training in assessment techniques is another

possible and effective method to enhance teachers’ expertise and skill in various assessment

methods. More information about teachers’ training on assessment will be discussed

comprehensively in the answer to the last question, which deals particularly with this point.

8.3. Research Question 2

How frequently do teachers think they apply the various assessment techniques?

A great number of teachers indicated they always apply the different assessments,

formal and informal. However, a number of teachers signified that they sometimes or never

applied these assessment methods, especially drawing questions, oral questioning, self and

peer assessments. It appears that most teachers who believed they were not skilled in test

and assessment forms, besides those who did not know their current proficiency (Tables

7.11A and 7.11B, pp.201-202) also indicated they never applied those forms in their

classroom practices. This is an expected outcome, since teachers who perceived they were

not skilled or did not know their ability in the first place, would tend to not employ these

methods in their tests of students’ academic performance. And if teachers’ lack of
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education qualifications is considered, then it is possible that teachers who had no or less

experience in the different assessment procedures would have less inclination to use them

in their test. In addition to these factors, another major influence came from the test plan

that specifies the types of test items that should be employed in tests.

In addition, teachers’ gender, years of experience, subjects they teach, and the

number of students in the class plays an important role in shaping teachers’ current

application of some assessment techniques in secondary schools with varying degrees from

one factor to another. Tables (7.11C, and 7.11D, pp. 204-206) confirmed these factors’

influences, even though the effect sizes for most variables were mostly moderate in nature,

since Cramer’s V values for all relationships were less than 0.30. Female teachers tend to

apply the various assessment techniques more than male teachers; teachers with over 15

years of experience were shown to always apply some assessment techniques more than

other age groups; teachers who had between 26 and 31 students tended to use specific

assessment strategies more than others; and teachers of particular subjects tended to use

some particular assessment techniques.

Teachers’ application of the different assessment forms may be seen, through the

research findings, as an individual practice of some teachers who may consider the use of

some specific forms as part of their assessment plan and may be more motivated to look for

more assessment techniques, or their supervisors may support them to introduce new

methods. There is no specific procedure that all teachers pursue in applying the alternative

assessment techniques. One of the teachers indicated that she employed more than five

different methods to assess learners’ capabilities, while other teachers indicated one or two

kinds of assessments. Other teachers preferred to use projects, reports, and research papers

in order to be more practical and to encourage students to use their thinking abilities to
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produce work that has more benefits for them rather than, memorising and copying answers

from the text books.

Some teachers showed more responsibility toward their learners by implementing

assessment strategies that have formative aspects, even though some of these strategies

were recently introduced in the assessment literature, such as students’ self and peer

assessments, and individualised instruction. Students also indicated that they sometimes

had the opportunity to assess themselves and their peers according to teachers’ plans. This

means that some teachers have the willingness to develop themselves and to look for

knowledge by themselves, to investigate new assessment tools and teaching methods.

Those kinds of teachers are self-directed and self-motivated, bringing to the classroom

practices new ideas and instruments that may help in progressing students with different

abilities. This finding confirms that some improvements have been made to the type of test

item forms being used in schools’ tests. Previous researches (Abbara, 1991; Goniem, 1992;

Bushurbak, 1993) indicated that essay questions were the major test form in classroom

achievement tests. However, in this study, what was found is that more test items and multi

assessment methods were employed in teachers’ assessment of students’ attainments.

Revisions of the current assessment plan were recommended to make improvements

to accompany recent developments. The same demands from teachers and professionals

were found in previous studies (Abbara, 1991; Goniem, 1992; Bushurbak, 1993). The

validity of formal test forms and questions provided in the main text books was questioned

by some teachers, because they are used to examine learners’ performance. Others viewed

the existing assessment plans as a routine process, out dated, restricted to old methods, and

ignoring modern assessment techniques. They believed that relying on traditional

techniques produces passive learners who mainly focus in memorising facts and
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information for their tests. The assessment of teachers’ application of the different

cognitive abilities in tests (Table 7.12E, p.227) showed that most teachers assess

knowledge and comprehension, while fewer teachers assess the other high-thinking

abilities. Their comments confirm their responses to the questionnaire, which are similar to

results found in the studies by Abbara, (1991), Goniem (1992), and Bushurbak (1993).

Studies in other countries (Sternberg, 1989; Brady, 1997; Kaasbøll, 1998; Black & Wiliam,

1998) found the same dilemma in tests with high stakes. They recommended that the

current methods should be replaced with more comprehensive methods, incorporating new

assessment strategies that encourage creativity in classroom and assess high-level abilities.

These procedures, according to teachers, should support practical activities in different

subjects through the use of various resources, such as laboratories and libraries, besides

promoting students’ application of real life skills inside and outside the school

environment.

Frequent testing of students’ progress was another suggestion to provide learners

with marks and give valid indicators of their actual performance in the different stages in

the learning process. In fact, both teachers and students concurred on the advantages of

continuous testing through the school year and a favoured introduction of such an approach

in schools. However, there are no instructions to apply these techniques in their assessment

plans, which as a result make them rely on formal methods. Teachers confirmed that the

current assessment regulations, in addition to other factors, prevent them from

implementing new assessment strategies in their classrooms.
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This study showed also alterations in teachers’ attitude toward frequent testing,

since teachers in previous studies indicated that the testing workload was one of their major

problems (Abbara, 1991; Goniem, 1992; Bushurbak, 1993), whereas in this study, this was

not seen as a major problem for teachers and even students. They actually asked for more

continuous testing in the classroom, since they believed it is beneficial. However, many

other assessment strategies that do not involve testing are also beneficial, such as formative

assessment and its various tools, but because teachers were not aware of the new

assessments and/or could not apply them because of the test specifics plan and score

distribution standards, they did not indicate them as a preferable technique. A few teachers

questioned the validity and reliability of the tests, since they believed they clues to the right

answers. This could be an effect of teachers’ appraisal based on students’ scores on tests,

whereby low marks will be considered as indicating teachers’ failure to transmit

information to students.

The participants specified the importance of considering modifications to the

curriculum intensity and teaching time, whenever it is planned to implement new

assessment policies. These issues too were raised in previous studies (Goniem, 1992;

Bushurbak, 1993). The test specifics plan has a major influence on teachers’ ability to

implement various assessment strategies in classrooms. The number of students in the class

was another factor that affects teachers’ practices. The following section gives more detail

regarding these factors by answering the third research question about factors that influence

teachers’ assessment practices, and teachers’ views on possible ways to improve current

weaknesses.
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8.4. Research Question 3

What are the major factors that influence teachers’ assessment practices?

As seen in the previous section, teachers were willing to apply the various

assessment procedures. However, there are some factors that may affect their ability to

implement any new assessment strategies they are aware of. Table 7.12A (p.218) showed

that the large number of students in the classroom, the curriculum workload and students’

low achievement level were the main factors that negatively influence teachers’ assessment

practices, besides other significant factors presented in the table.

Women were found to be more affected by the curriculum workload. The reason for

this could be the type of work that is given to them. They might have more responsibilities

than male teachers according to the curriculum syllabi, or assigned by their supervisors. In

addition, teachers of Languages were more affected by the curriculum workload than those

of other subjects. However, men were found to be more affected by the testing workload

and insufficient training on assessments, and again this could be related to the number of

male teachers with no qualifications in Education, which was higher than that of females. In

addition, teachers of languages were more affected by the curriculum workload, the testing

workload, and students’ low achievement level, while teachers of social studies were more

affected by compliance with the assessment plan specifics and the score distribution

standards. This could be related to the school advisors’ regulations and/or the subject

sections at the Curriculum and Textbooks Department who are responsible for setting

targets for their subjects and the way to achieve them. The following sections will provide

detail about these variables.
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8.4.1. The Curriculum Workload and Insufficient Teaching Time

Usually the curricula and syllabi specify many materials and topics that should be

covered during the school year. These topics represent the instructional objectives set to

ensure that by the end of each stage, students will gain the intended objectives and master

the planned skills. The teaching time, accordingly, should be adequate to enable teachers to

cover all the materials in the text books, in addition to using the various assessment

techniques to ensure student attainment of the proposed objectives and to grade their work

and tests. Besides, teachers need to encourage students to participate, comment on learners’

questions, and plan for instruction that meets each student’s needs.

However, problems occur whenever the given teaching time does not help to

implement all these instruction plans and assessment strategies in classroom. Therefore,

this study found that the teaching time given to cover all units in the text book was thought

to be insufficient to cover all the topics, according to most teachers’ comments. The same

point was made by Popham (2007). Teachers are obliged to cover all the syllabi, and in the

available time, it is not possible to do that without influencing other elements, such as

providing students with feedback and considering all students in the assessment process.

Teachers feel that they are in a continuous race, throughout the school year, to finish the

curriculum syllabi within specific time limits, even though this may harm students’ ability

to achieve the objectives behind the curriculum content. They feel sometimes that there are

some specific curriculum areas on which they need to spend more teaching time. As a

result, some teachers reported that they were compelled to ask their colleagues to give them

some of their own lesson time, to enable them to cover the remaining curriculum

components.
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Besides, the teaching time limits and curriculum coverage obliged them to speed up

to cover all the materials and topics within the given time, to the detriment of some

students, especially those with learning difficulties and/or low achievers. Similarly, other

studies (Marshall, 2007) have indicated that curriculum workload and teaching time-limits

hinder teachers from implementing their potential capacities to afford learners every

possible benefit. Others (Popham, 2007) indicated that teachers tend to concentrate on

teaching topics expected to appear on tests, since they do not have time to cover all areas.

Lindvall & Nitko (1975) signified the importance of managing the teaching time

effectively as way to progress the major elements in the teaching and assessment process.

They indicated that some assessment techniques, for instance, individual interviews with

students, require a significant amount of teachers’ time. This is because these types of

procedures require teachers to give every student sufficient attention and care to answer

their questions related to the subject matter or concerning the difficulties they may

encounter during their learning progress.

Questions in the textbooks were said to have some grammatical mistakes and

unclear ideas, which could affect students’ responses if used in tests. The same problem

was found previously in studies that focused on the validity of questions presented in some

school text books in Qatar (al-Mulla & Al-Sulati, 1999; Al-Emadi, 1998). In fact, these

questions are provided to help students revise each unit individually to find out what is

unclear to them, but some teachers tend to use some of the questions at the end of the

chapters as one source in their tests, and with invalid questions it is hard to achieve this

objective. Moreover, providing teachers and students with invalid and inaccurate questions

in text books may harm both of them, and make it more difficult to achieve the objectives

behind the presentation of these questions.
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8.4.2. Compliance with the Test Plan Specifics and Scores Distribution Standards

This study found that the ability to use alternative assessment methods is not in

teachers’ hands, since they are obliged to follow the strict rules of test plan specifics and

score distribution standards provided by the school advisors. Teachers are required to

follow these rules whenever they plan their own assessments, so their involvement in the

assessment plan is limited to some guidelines, including questions that should be

constructed, types of cognitive abilities to assess, assessment methods to be used, actions

following the assessment results, and scores given to a particular assessment method.

Teachers actually have their own plans to implement new assessment strategies, but these

plans may conflict with advisors’ plans. However, a teacher noted that school advisors

usually welcome any suggestions regarding the assessment plan, and others confirmed their

application of new assessment techniques, such as students’ self and peer assessment,

besides using other formative tools in the classroom setting.

Teachers also asked for instructions and guidance to help them in constructing their

own tests and employing new assessment techniques whenever possible. They believed that

their direct involvement in students’ learning day by day should be accompanied with more

involvement in planning for their students’ assessments. This is not the case in actual

practice in schools, according to teachers, since they may be blamed if they use assessment

procedures different from those advocated by advisors, which, as a result, may affect

teachers’ final evaluation report at the end of the school year. The same conclusion was

found in previous studies (Marshall, 2007) that focused on teachers’ involvement in the

assessment process. These studies signified that most teachers have their own ideas, based

on their teaching and assessment experience, besides their frequent reading of the literature.
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However, when it comes to the actual practice in their schools, they rarely have the chance

to apply and experiment what they believe to be valuable (Marshall, 2007).

The study also found that the score distribution standards also have effects on

teachers’ employment of assessments. The score distribution standard that is distributed by

the advisors states that 10% of the total mark should be given to students for their

participation in classroom activities in each semester. These activities include classroom

and homework assignments, participation in oral questioning, individual and group

activates, besides short tests, quizzes, and other activities that teachers may use in class. On

the distribution of this percentage, just 5% of the 10% is used to reward students for their

actual participation in classroom activities in each semester, and the remaining percentage

for their score in short tests and quizzes. Some teachers use this percentage not to reward

learners for their actual commitment to classroom activities, but according to students’

personal behaviour in classes and the extent to which they comply with school rules and

regulations. Therefore, even the 10% that is given to students to encourage them to

participate in various classroom activities is not employed in the intended manner.

Besides, with regard to the various activities implemented in classrooms, teachers

believed that 10% of the total mark is not adequate to reflect students’ participation in the

different activities that they may involved in. They thought it should be increased, to

encourage learners to engage in various activities. Complying with these standards prevents

teachers from implementing new assessment strategies or any other methods that may be

effective for students’ learning. These standards give no choice to teachers to give extra

marks to students according to their engagement in activities or in short tests and quizzes.

Even the teaching methods are affected by these standards and regulations. Teachers tend to
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measure their students’ academic achievement through the application of tests, without any

motivation to employ practical assignments to assess actual attainment in various subjects.

And even if teachers were to implement new planned activities in their classrooms,

the majority of students would not participate in them unless these activities were

accompanied with marks. Marks appeared to have great effects on learners’ aspiration to be

involved in activities. This finding is consistent with other researchers’ findings that marks

reinforce learners to be more active in class, since they reward their positive attitude

(Kaasbøll, 1998; Wentzel, 1991). To encourage students to be involved in activities, most

teachers suggested that old methods, such as tests should be substituted with alternative

assessment methods. These new procedures could include projects and researchers, and

these methods should be implemented in schools and accompanied with marks, so that

students would be motivated to engage in such activities. Such practices have been

advocated by some studies (EPPI-Centre, 2002; Black & Broadfoot, 1982) as influential

practices to alter learners’ attention from looking for marks to more effective participation

in activities.

Furthermore, teachers signified the importance of considering a new score

distribution plan that gives a higher percentage for the activities. Some of them believed

that there should be a variety of assessment plans that take into account each school’s

needs, since one plan cannot fit all schools’ requirements. They indicated that they should

be involved effectively in planning for assessment and score distribution standards through

active cooperation with other officials, since they were directly involved in students’

learning. They asked their recommendations for improvements in assessment plans to be

considered, and asserted that more freedom should be given to them to design their own

assessment plans that suit their students’ needs. Finally, they noted that any
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recommendations teachers suggest regarding any improvement in assessment plan should

be considered by planners. Indeed, previous writers have suggested that teachers be

involved more in their learners’ education (Garet, et al., 2001).

8.4.3. Effects of Other External Factors

The large number of students in the classroom and their low achievement

level were among the variables that showed significant effects on teachers’ assessment

practices. Almost 50% of the teachers said they had between 26 to 31 students in their

classes. Actually, this confirms the Ministry of Education figures concerning the number of

students in classes. The statistics for education year 2005/2006 for secondary schools

showed that the average number of students per school is 404 in boys’ schools and 387 in

girls’ schools, and the average number of students per class was 29 for boys’ schools and

30 for girls’ schools. Moreover, the average number of students per teachers was 10.5 for

boys’ schools and 8.3 for girls’ schools, and the average number of teachers per class was

2.8 for boys’ schools and 3.6 for girls’ schools (The Annual Statistical Report, 2007a).

Teachers indicated that this negatively influences their ability to be more effective in

teaching. Similar findings were found in some studies (Blatchford, et al., 2001; Graue, et

al., 2007) which declared that, with a large number of students in the class, teachers’

chances to implement educational activities and have more flexibility in class will be

reduced. Besides, trying to follow up every student in such cases will be a heavy workload

for teachers, in addition to the curriculum workload. Teachers indicated also that some

students advance to new grade levels with deficits in fundamental skills in some subjects,

which are important to enable them to keep up with their peers in the following grade level.
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Another dilemma faces teachers who try to equip students with new skills

appropriate for their specific grade, while some of them need to be trained in the basic

skills. Such situations make it harder for teachers to implement new assessment strategies

that require advanced skills and abilities. Besides, teachers declared that students’ low

achievement forces them to assess lower abilities and ignores high-order thinking skills.

In addition, a few teachers believed that the current instructional methods depend on

traditional tools that transmit knowledge and ideas from the teachers to students, and for

this reason the assessment plan employs procedures that match this type of teaching

method. In fact, even students confirmed that information technology is not involved

practically in the curriculum. These situations led teachers to recommend the

implementation of new teaching strategies, for example by encouraging the intensive use of

computers in schools. If they were done, the assessment plan, consequently, would be

altered in line with changes being made in the teaching method(s).

The testing workload was not a major concern for teachers, unlike what was found

in previous studies (Goniem, 1992; Bushurbak, 1993). One reason for this is that two major

examinations occur at the middle and end of each semester, and these examinations are the

only examinations that take place during each semester. Even students thought continuous

testing would improve their learning, since it would encourage them to keep studying for

their tests and quizzes. Therefore, a few teachers recommended continuous assessment

implementation in schools for the benefit of teachers and learners. However, those who

indicated that tests had a negative effect on their practices may have suffered from the

testing stress. This begins when teachers encounter the pressure of mid-term and end of

term exams, which are high-stakes tests that have major influence on teachers’ appraisal

and students’ future outcomes.
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Since teachers are obliged to finish the syllabus in each subject examined, they

sacrifice their effort and time to cover all the material within the limited teaching time, even

though this may limit the opportunity to give feedback to students. The same negative

influences were found in some previous studies (Satterly, 1981; Brady, 1997; EPPI-Centre,

2002; McNess et al., 2003; Marshall, 2007).

Students too, realize the importance of such tests, since with only 20 per cent of the

total mark given to participation in activities and short tests, mid-term and end of term

examinations are the main sources of marks available to them. This leaves tests as almost

the only means of assessing learners’ attainment progress. Furthermore, students’ scores on

these two examinations determine whether they will advance to the next grade level or

remain in the same level for an additional year.

Teachers also noted the insufficient awareness of the different assessment methods

and insufficient training on assessment methods as additional factors that affected them.

Educational qualifications may have an influence here, since the statistics showed that

many teachers did not have an education qualification, especially men (see Ch.2, p.42).

These findings support the similar results found in other studies about the lack of

assessment knowledge and lack of training (Goniem, 1992; Bushurbak, 1993). Teachers’

familiarity with different assessment techniques is essential if they are to use them in their

classes in different situations and for students of different abilities. This familiarity can be

affected seriously by the training provided to them on assessment methods, especially for

teachers who have no Education qualifications that would help them to apply the

techniques and strategies studied in pre-service courses.
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8.4.4. Internal Factors

The findings showed that teachers use students’ activities inside the classroom as

major indicators to form their expectations about students’ future performance. These

activities are classroom and homework assignments, current scores on tests, and

contribution in class, besides students’ motivation to learn (Table 7.12C, p.223). Strong

associations were found between teachers’ gender and teachers’ expectations, and moderate

correlations with other variables.

Students’ participation in classroom activities are valid indicators of students’

achievement, and may help teachers form realistic expectations about students’ future

performance. However, fewer teachers indicated they used previous certificates and other

teachers’ expectations as source to form their expectation. Studies (EPPI-Centre, 2002)

have shown that such expectations affect students’ attainment. Previous certificates and

other teachers’ expectation have no relationship to students’ existing achievement. They

can be used, besides students’ personal behaviour, to design remedial plans for students

who may lack basic skills, have learning difficulties, or have behaviour problems, and to

determine the proper feedback that should be given to students (Sadler, 1998; Nitko, 1996;

Kubiszyn & Borich, 1993). Also, focusing on students’ behaviour, especially negative

behaviour may cause teachers to behave differently towards these students by ignoring

them and reducing their participation in classroom activities. These last variables may lead

to invalid expectations about students’ academic performance and could alter teachers’

attention to specific students who really need their help and support.
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Teachers’ own-made tests were found to be the major source of classroom tests,

followed by the text book (Table 7.12D, p.225). Other materials, such as other teachers’

tests, the guide book, and external books, had less degree of benefits. There are two

cautions to be considered here. The first one is that teacher-made tests are important, since

teachers might be expected to be the most able persons to assess their own students.

However, if teachers do not have the knowledge and understanding, whether from lack of

qualifications and/or lack of training, to construct tests, then it is harmful to let them design

their own tests. The other caution is regarding the textbook, since 81% of the teachers

indicated they considered it as source of test-items. The textbook questions may lack

validity and reliability to be used as items in assessment. They were designed for students

to practise and read the textbook, not to be used for future tests. Some teachers even

commented that the textbook questions should be evaluated to check their validity. Other

teachers indicated that some textbooks have grammatical mistakes and unclear ideas, and

they should be considered for revision. The same problem was found previously in studies

that focused on the validity of questions presented in some school text books in Qatar (al-

Mulla & Al-Sulati, 1999; Al-Emadi, 1998). The same doubts on the validity of test-items

apply to tests from the internet and commercial books, since some teachers indicated their

use of such sources. A large percentage of teachers (50%) indicated they never used the

teachers’ guide book, even though this book is well constructed by professionals in

education and assessment, and is well designed to meet teachers’ needs regarding teaching

methods, instruction, and assessment by providing sample tests. One possible reason for

that could be that the book is not available for some teachers, or even not in the school

library. Lack of resources about the various assessment methods other than the traditional

testing methods have been indicated in some research findings (Lane, 2004).
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8.5. Research Question 4

For what purposes are assessment results used in schools?

According to teachers’ responses, assessment in schools is used for multi-purposes;

determining past experience, measuring attainment of a limited segment of instruction,

diagnosing students’ strengths and weaknesses, providing students with feedback, besides

assigning grades to learners. However, few of them indicated the use of assessments to

evaluate students’ attainment of the fundamental skills. According to teachers’ comments,

assessments as represented by tests are used in secondary schools for summative evaluation

of students’ achievement. Students have to take four tests a year, two in the first semester,

and the second two in the second semester. These tests are critical to students’ future

progress, since they must pass these tests to pass the year and proceed to the next grade.

Some teachers believe that there is no use of assessment in schools to assess

students’ attainment of the fundamental skills. Information gathered from such assessment

can help teachers to understand the actual skills and abilities of students, and according to

this information, design appropriate instruction that suits students’ current needs, rather

than proceed in teaching new and more advanced skills, while students have not yet

achieved the very basic ones. Poham (2007) indicated the importance of such planning at

the beginning of the school year, when students are still on the first step of the learning

process. This could be done by assessing attainment of fundamental skills and determining

students’ past experience before the beginning of the instructional process. However, with

strict regulations through the assessment plan specifics, it is hard for teachers to proceed

with such a practice without the agreement of school supervisors.
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Mostly, what is happing in schools’ assessments is assessing students’ attainment of

objectives related to a limited segment of instruction that was taught before the mid-term

and the end of term exams. After that, students are awarded marks to move them from one

grade to another, or graduate them with the final school certificate. Diagnosing students’

strengths and weaknesses and instructional feedback processes in such cases is limited,

since it comes after a period of time. The feedback is usually given after the mid-term

exams, or at the beginning of the second term. However, this feedback is about students’

mistakes on tests and the correct answers that should have been written, as students

indicated in the interviews. Even this type of feedback is usually done to the whole class,

and rarely given on an individual basis. Such feedback will have little or no benefit for

students, because the material they were tested on will not be presented to them again,

because new material and another segment of instruction will be taught after that. Previous

studies (Black, 1997) questioned whether tests actually could provide such informative

feedback to learners.

Without continuous assessment through the school year, day by day, week by week,

and month by month, there is no such formative feedback to give students. A delayed

feedback after three months of learning will not add anything to students’ experience, and

no benefit will be gained, since the students by that time have already been awarded marks

and there is no opportunity to remedy the weaknesses. Therefore, absolute marks are all

that students get from such a testing procedure. In fact, one of the teachers questioned the

availability of assessments that give feedback other than tests.

This does not by any means, imply that teachers are doing nothing. A few teachers

noted their application of different assessment methods that reward learners with positive

feedback. Some teachers indicated their use of quizzes and short tests to gain an idea about
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students’ progress. Nevertheless while there may be some individual attempts to give

formative information to students, these practices depends on the motivation of the teachers

concerned, and to the time available. Teachers are encouraged, through the regulations and

rules, to explain to learners their weaknesses and possible ways to overcome them.

However, according to teachers’ comments, with such a heavy curriculum workload, the

routine, teaching time limits, the large number of students in the class, traditional testing

methods, besides strict assessment regulations, it is hard for teachers to achieve all these

objectives, and follow up all students with different abilities and to differentiate instructions

to accompany each student needs .

8.6. Research Question 5

How are students involved in the current assessment practices?

8.6.1. Students’ Involvement in the Assessment Process

Students’ involvement in the assessment process means their understanding of the

intended instructional goals to be met, the criteria by which their achievement will be

assessed, the weighting of each item in the assessment method, their progress in achieving

targets, and other important information (see Table 7.14A, p.252). It was found that

teachers of languages were more interested in clarifying the grading scale for test items and

explaining to students their progress toward achieving targets, than those of other subjects.

Teachers’ understanding of intended goals, successful planning of instructional materials to

reach these goals, and clearly transmitting these goals to learners help them to progress

positively in their learning (Brophy, 1986).
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All those previous elements are important to be understood by learners, since they

will have future effects on their learning. Many students, even sometimes, the successful

individuals, have a tendency to attribute their success or failure during the learning process

to external variables, such as innate abilities and luck (Marshall, 2007). These false

impressions and beliefs about their genuine abilities, especially for low achievers who get

low scores on tests, could lower their self-esteem, and, as a result, lead them to be more

passive and less engaged in classroom learning. Therefore, involving students in

assessment practices may help in encouraging learners to be active players in their learning

progression. Their effective engagement in setting goals and objectives with the help of

their teachers, recognising the intended outcomes of the final process, and assessing the

level of progression within every stage of their learning, will produce well managed and

active learners that accredit their success to their own efforts and effective planning, rather

than any other variables.

Simplifying the specific educational objectives that should be achieved by learners

at the end of each stage during the school year is an essential practice that should be

encouraged in schools to ensure that learners understand clearly the main goals of the

learning process and targets that are set to be met at the end of the schooling time.

Clarifying test and assessment criteria by which students’ activities and productions will be

evaluated is one important technique that should be implemented in schools to help learners

understand the assessment process during the school year. The clarity of such standards can

help students to plan for future assignments and tests, and to seek further information on

those aspects that they do not understand.
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Discussing test and assignment rubrics with students is another method described in

the assessment literature as a successful procedure to encourage students’ self assessment

and to signify their involvement in the assessment process (Sato & Atkin, 2007). In this

procedure, teachers move from the verbal presentation of the general requirements to pass

tests and assignments and other procedures that teachers may employ to measure students’

progress, to more comprehensive and understandable information. Explaining each

assignment and assessment rubric to students helps them to understand what is required of

them and the score given to each stage during this process. Besides, the constructed rubrics

will help students to revise their work against the rubrics syllabus and to determine the

requirements of the assignments.

Providing students with previous projects, assignments, and tests of prior peers is

another possible method that could be used to involve students. By exposure to successful

and unsuccessful examples of earlier work done by students in recent years, students can

get some feedback about the appropriate ways to handle current work. It may aid students

to understand what are the effective procedures to apply, recognise common mistakes, and

comprehend possible ways to produce successful work and overcome similar situations.

All these previous practices may help in more involvement of students in their

learning and may encourage them to be more effective, well organised, and self-directed, to

be responsible for their own learning. Also, these procedures, besides treating students with

respect and appreciation, may increase students’ self-esteem and self-confidence and help

them to master the required skill and abilities, which, as a result, will produce more

practical and active learners.
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Teachers’ responses and comments showed that they implement these strategies in

classroom settings, to ensure students’ comprehension of such aspects of their learning.

Besides, learners themselves indicated their participation in such activities with their

teachers. However, fewer teachers indicated their use of students’ self and peer assessment

to involve learners in assessment practices. One reason for this is that these types of

assessments are among the main components of formative assessment, which is a new

assessment technique, the central aim of which is to provide students with assessment for

their continuous learning benefits. This type of assessment was first introduced in 1998

through Black and Wiliams’ reviews (1998). Therefore, teachers’ responses on these two

variables may reflect their unfamiliarity with these new kinds of assessment methods.

Also, the results showed that teachers tend to focus on aspects related to testing

situations, such as preparing learners for tests, dealing with test papers, and training on

answering previous examinations and sample tests. This could be normal practice by

teachers, since most of students’ total mark, 80% depends on their marks on tests, while

just 20% of the marks are assigned for students’ participation in non-test activities (see

ch.2, p.32). Therefore, teachers tend to focus on the ways that might help students to be

ready for test situations and to be sure that they are well prepared to deal with the test

papers, which as a result could help students to pass tests.

However, a significant number of teachers indicated that they sometimes or never

apply these instructions in classes, and a few interview comments confirmed this. This

behaviour could have effects on students’ learning, since without knowledge and

information about the intended targets, possible ways to achieve them, and method of

evaluation, it may be hard for learners to follow up their learning. Without such information

being provided to learners, they will have no criteria by which they can evaluate their
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academic achievement and their attainment of the targets. Teachers’ responses in relation to

such practices could be due to lack of information regarding the intended objectives, and

instructional plans to achieve them. Satterly (1981) indicated that teachers’ understanding

of the target objective helps them to design effective plans for their practices.

Again, teachers’ qualifications could play a major rule in such situations, since

without any past experience from pre-service training, besides lack of in-service training

courses, it would be difficult for teachers to implement these strategies in schools. Also,

teachers’ practices in this respect can also be seen as reflecting an individual interest in

such activities, but, since they were not obligatory, practice differed from one teacher to

another.

8.6.2. Students’ Benefits from the Assessment Results

Another important issue investigated was learners’ benefit from the assessment

results, and the way teachers’ respond to their learning difficulties and current needs.

Teaching should support learners with various strategies and plans to strengthen the

positive elements in their thinking, and remedy their weaknesses, with instructional

feedback given by their teachers. It is in this way that students get the support to aid them

to overcome any obstacles, and to understand what they need to do to keep up with their

peers. It is the heart of the learning process.

Teachers’ answers (Table 7.14B, p.253) showed that 87percent of them re-explain

the topics that learners could not comprehend, according to the results. However, the

percentages for other functions of teachers, such as providing gifted students with advanced

instruction material, designing and giving remedial work and explicit plans for students

who lack prerequisite skills and learning difficulties, were smaller, and smaller still for
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modifying the instructional plan according to students’ needs. Also, a large number of them

indicated they sometimes or never employed these feedback techniques, including re-

explaining the instructional elements and providing learners with remedial plans.

Some teachers explained that the reasons for this are because the teachers are not

actually involved in the assessment plan and process. They indicated themselves as passive

receivers of what is provided by school supervisors and the assessment plan specifics.

Some of them even indicated that the supervisor may help teachers in suggesting remedial

plans for underachieving students. Some signified the importance of continuous

assessment, since it helps to diagnose students’ educational progress from the beginning

until the end of the school year. Some teachers, again, pointed out the effects of the

curriculum workload and teaching time. Because teachers are usually assigned too many

topics to be taught during the school year, in limited teaching time, teachers cannot follow

up each student individually. They must finish teaching all the topics within the teaching

time given to them, even though this may affect the feedback that is given to learners.

Teachers showed their wish to help those learners with learning difficulties to tackle their

weaknesses, and pursue high-achieving students who need more advanced instruction and

materials. However, the curriculum workload and teaching time limit hinder them from

providing all this support.

Giving students specific marks on achievement tests, whether high-stakes tests or

teacher-made tests, may help them to compare their current results with previous

performance on past tests. In addition, they may go more further to compare their academic

progress with that of their peers from the same class or others. For these test results to be

more useful for them, learners should understand why they got those specific marks on the

achievement tests, and what deficiencies they encountered, which led them to those results.
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Understanding their particular strengths and weaknesses may help them to reinforce their

strengths in future practice and find remedies for their limitations. Similar conclusions were

reached by Rowntree, (1977), Marchant & Paulson (2005), and Crane (2002).

However, these ideas apply to assessments where students can benefit directly from

immediate feedback about their performance, for example, when teachers use short tests

and quizzes during the week or after completing a specific segment of the text book. This

practice helps teachers to assess whether the learners have mastered the intended

instructional outcomes. After that, if the tests results show that some learners need more

attention because they did not achieve the planned skills and abilities, teachers may plan to

design specific instruction to meet these needs and provide them with positive feedback

regarding further actions to be followed.

Whenever students’ outcomes are determined at the beginning of the instruction

process and during the teaching and learning time, students and teachers can have enough

time to plan for new strategies that help both of them to solve the problems at hand.

However, when those outcomes come after a long period of study or at the end of the

course or the school year, there is not enough space for both students and teachers to get the

proper feedback from those results to build new effective plans and implement them again

in the instructional process.

Finally, the study showed that women showed more responsibility toward students

than men in providing those who had mastered the material taught with more advanced

instruction and modifying instructional plans according to students’ needs.
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8.7. Research Question 6

What are the major effects of assessments on students’ learning?

Various elements related to testing motivation and other elements represent more

formative assessment qualities. Many teachers indicated that tests motivate learners to get

high marks and compete with other peers, which are normally the expected outcomes from

traditional testing. It was also interesting to find that assessments were also said to

encourage learners to participate in activities, communicate with their peers and teachers,

and think effectively, help them to understand their achievement abilities and acquire new

skills, and increase their motivation to learn, which correspond broadly to the

characteristics of formative assessment (Table 7.15, p.256).

Teachers’ comments showed various views on the effect of current assessment

practices on students’ learning. Some teachers believed that tests encourage learners to

revise and study to pass their examination, and without such reinforcement they will not do

any revision. Students similarly signified the importance of tests in their learning. On the

one hand, tests help them to keep revising during the year and reinforce the keeping of

information and skills gained. On the other hand, they indicated that tests help them to

memorise information for dealing with exam papers, and without such activity they would

soon forget this information.

However, teacher responses showed also that tests tend to increase anxiety among

learners, which is similar to other studies’ findings (EPPI-Centre, 2002). This could have

more influence on students at grade 12, where they are need to get high marks in the final

exam, and, as a result, got high total percentage, which could give them access to higher

education. Therefore, students strive to memorise information and recall facts to aid them
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in the final exams. One teacher explained the influence of this process on learners’ minds.

She said that:

Tests make the student feel afraid, anxious, stressed, and fearing to fail the
test or unable to be successful and to obtain the required percentage.
(f-t-q-17-1)

Some teachers commented that students usually forget all the information they have

memorise d once the test period ends, which leaves learners with no actual benefits. Others

explained that learners always search for topics in the curriculum that are likely to occur in

test items, and give no attention to items that are not expected to appear in the tests. This

helps to explain why teachers and students favoured continuous testing throughout the

school year. Practising tests in class at various times during the year, and imposing such

type of assessments during lesson periods, as an aid to passing tests, tends to create learners

who, over the time, perceive passing examination and getting high scores as the main target

of their learning.

Recent studies (Marshall, 2007) have drawn attention to the negative effects that

such practices could have on learners’ future objectives regarding their plans during their

study. One of these negatives that may emerge in learners’ minds is the tendency to revise

and investigate strategies that help in answering test questions rather than developing

higher-order thinking skills and tactics that will assist them to resolve any learning

obstacles. The effects are even stronger for those students who do poorly in examinations.

If a test moves from its main target of motivating learners to increasing their frustration and

dropout of the learning system, then this type of test is of no benefit to the learning process,

whatever its validity and reliability (Stiggins, 2007). Previous studies (Black et al., 2004;

Weiner, 1994) have confirmed that test scores could negatively influence learners’ benefit

from the important feedback given by teachers’ comments, since their focus will go to
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marks on papers, and learners’ motivation to learn is among the variables that affect their

future attainment (EPPI-Centre, 2002).

Teachers and schools are other major sufferers from using students’ marks on

examinations for high stakes purposes. In this study, the major purpose of school

assessments was found to be to provide learners with marks from the four major

examinations during the two semesters. For students in grades 10 and 11, the main decision

is whether to advance them from one grade to another. For students at the final year, grade

12, however, the final marks will determine whether students will have the chance to study

at university level. Students who failed to achieve the pass mark must repeat the same grade

again until they pass, or if they fail for three times in succession, they will be dismissed

from the school and the learning process. For this reason, the mid-term and end of term

exams are considered as high stakes tests, since they are used to make serious decisions

about students’ future progress. They are similar to the General Certificate tests (GCSE),

and Standardised Assessment Tasks (SAT) in England, and the Scholastic Aptitude Tests

(SAT) in the United States.

The additional problem here is that students do not have the ability to increase their

final mark through other assessment methods and classroom activities, such as classroom

assignments, homework, and participation in various school activities. Even the 20 per cent

that is given to students for their contribution in classroom activities is actually being used

for non-academic aspects, to reward or sanction students according to their behaviour in the

class. Students who manage to pass those tests and examinations will have more probability

to proceed to the following grade and ultimately to be accepted on undergraduate courses in

universities. Failure to do so will lead to being retained retain in the same stage and loss of

prospects for further education. These policies force both students and teachers to surrender
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to a test culture as the only method of evaluation. Consequently, this minimizes the

potential to implement more effective assessment strategies that employ assessment as tools

to advance learning and produce more efficient learners rather than passive receivers of

knowledge. Teachers recommended that to be more motivating, assessment should be

distributed throughout the year, not just applied at certain times. By doing so, learners will

be motivated to study all the time.

8.8. Research Question 7

Have teachers had any training in assessment methods?

Teachers’ responses showed that among the 490 teachers who participated in this

study, 310 (63.3%) had been involved in training courses on assessment methods; 66 had

attended one course, 59 had attended two, and 185 had attended more than two. 54 of the

teachers who participated in training courses said they have had it before five years or

more, 71 teachers had done so within 3 to 4 years, and 185 teachers said it was within the

past 1-2 years. Women had been more involved in the training courses than men, and

teachers with over 15 years of experience had received more assessment training than

teachers with less experience.

It should be recalled that this is a context where the Ministry of Education figures

indicate that there are 676 unqualified teachers, 432 men and 244 women (p.42). The

Ministry of Education provides training courses to secondary school teachers on various

topics, such as curriculum, instruction, teaching methods, and assessment and evaluation.

The total number of training courses, as indicated by the annual statistical reports from year

2000/2001 until 2004/2005, was 114 courses. 49 for men and 65 for women, but only 8

training courses were about assessment and evaluation. This small number of courses for
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training on assessments account for just 10% of all training courses. Assessments are a

continually developing area, and giving so few courses on such a topic is inadequate.

Teachers, especially those who are less qualified and have fewer experiences, need

to be updated with modern techniques. Some teachers suggested that some teachers lack

assessment knowledge. Teachers should understand how to use assessment results to

modify their instructional process according to learners’ needs. However, assessment

specialists believe that this is not the case and the old practice will continue (Electronic

Education Report, 2007). The appropriate solution to avoid this is to increase the number of

assessment courses every year to ensure teachers’ equipment with powerful tools for

assessing their learners. This will provide the education system with positive outcomes, if

the training courses are will planned and fulfil teachers’ training needs. Planning for

assessment courses should also consider the findings of previous research, which showed

there is no relationship between the training programmes set by the ministry and other

professional studies’ findings and recommendations concerning teachers’ actual training

needs (Al-Suwadi, Al-Nail, & Al-Hor, 1999).

The total numbers of teachers who had participated in courses on assessment in

various subject areas were 169 men and 71 women (p.42). This gender disparity may be

due to their qualification, since the ministry statistics showed that there were more

unqualified men than women. Focusing on these teachers may fill the gap to improve

assessment practice in schools. However, this does not mean women’s needs for training

courses can be ignored, since they also should be kept up-to-date with modern techniques,

particularly formative assessment and its beneficial tools:

Teachers need to have professional pre-service and in-service training for
these specific requirements of formative assessment. (Sadler, 1998, p.82)
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The findings showed that most teachers, 79%, indicated their desire to attend future

courses in assessment methods This demonstrates that teachers actually feel the need for

training programmes in assessment, and disregarding such aspirations may result in

inaccurate practices, which, consequently, will affect students’ achievement. Many teachers

signified in their comments their needs for training not just in assessment but in many areas

where they feel they were left with little information and knowledge.

8.9. Other Findings

A few teachers recommended assigning a subject coordinator for each area, who

would be teachers with more experience in the field, and more qualified. They could help

new teachers and unqualified teachers by supporting them with plans and strategies. The

findings of this study also reflected a view that learners’ individual differences should be

considered in planning for instruction and assessment, which is similar to other countries’

findings (EPPI-Centre, 2002) and recommendations in previous studies (Brophy, 1986;

Satterly, 1981). Parents’ involvement in their children’s education was seen by teachers as

a major element to produce learners that take responsibility for their learning. Also, it was

found from teachers’ comments that insufficient consideration is given by the authorities to

teachers’ motivation in their jobs, since teachers are not encouraged to develop themselves,

and creative practices in classroom are not recognised and appreciated.
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8.10. Conclusion

This chapter has answered the main research questions. The results showed that

even though many teachers indicated their proficiency with various assessment techniques,

some indicated they are not skilled. Statistics showed that there are many teachers,

especially men, have no education qualification and this could affect teachers’ ability to

employ different assessment methods. In addition, the results indicate that many teachers’

construct their own tests and, therefore, it is important to have the experience to do that.

Besides, teachers asked for more training courses on assessment techniques.

The effects of qualification are reflected in teachers’ ability to apply assessments in

practice. A significant number of teachers indicated they sometimes or even never applied

the different assessment procedures. Some teachers, however, showed a great

responsibility toward their students, by assessing them with various methods, and

implementing even new assessment strategies in their classes, such as self and peer

assessments. Most teachers strongly recommended the adaption of an assessment plan

incorporating new assessment techniques. They considered the current plan to be too old to

accompany the new developments in assessments, and not corresponded to teachers’ and

students’ needs.

Teachers signified the effects of many external factors on their ability to employ

various assessment methods, including compliance with assessment plan specifics and

score distribution standards, heavy curriculum workload, large class sizes, and limited

teaching time. Furthermore, the low achievement levels of learners, teachers’ insufficient

awareness of the different assessment methods and their lack of training on assessment

were thought to pose additional problems for teachers. Nevertheless, teachers showed an

interest in gaining information about tests from various sources.
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The main purpose of assessments was said to be providing students with marks that

helps to proceed from one stage to other, or to graduate from secondary school. Even

though some teachers indicated their employment of feedback for different processes, many

indicated this was just in form of comments about students’ mistakes on tests. Students

were positively involved in the assessment process by providing them with the intended

objectives and information regarding the grading scales and ways to achieve the objectives.

Nevertheless, re-explaining the topics that students had failed to comprehend was the main

benefit students gain from the results, besides finding out their own mistakes and the

correct answers. Tests were thought to have various effects on students’ learning. Some of

them were positive, since they encourage students’ active communication in class; others

were negative, because they tend to focus students’ attention on grades and marks.

The chapter explained the importance of teachers training on various assessment

methods, especially as some teachers have no qualifications in Education. Many of them

asked for intensive training on assessment. Teachers were willing to participate in training

programmes on a variety of subjects, especially assessment. However, it is up to policy

makers to encourage the implementation of such courses for the benefit of schools,

teachers, and students.

The last chapter will set out the main conclusions regarding this study’s findings,

including major characteristics of assessment practices in secondary schools, and the main

results. After that, suggestions and recommendations to teachers, school supervisors, and

policy makers will follow, to explain possible ways of improving assessment practices in

the near future.
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Chapter 9

Conclusions and Recommendations

9.1. Conclusions

The main aim of this study was to investigate teachers’ current assessment practices

in public secondary schools in Qatar, including their perceptions about their current

proficiency with assessment methods, formal and informal procedures, and their actual

application in classrooms. It also included factors that influence their assessments practices,

the major purposes for which assessment is used in schools, students’ involvement in the

assessment process, assessments’ affects on them, and teachers’ training on assessments.

The findings of this study revealed that there are some major factors that shape

teachers current practices of assessment in their classes. These variables were teachers’

compliance with the assessment plan set by the Ministry of Education supervisors, their

compliance with score distribution standards, the curriculum workload, insufficient

teaching time, insufficient training on assessment, students’ low achievement levels and

large class sizes. All these factors affect, in one way or another, teachers’ ability to conduct

more beneficial formative assessment and provide useful and instructive feedback to their

learners.

It is important, before we ask teachers to implement various assessment strategies,

to arrange the learning environment for them, so they will be capable of implementing

whatever they are asked to perform in classes. Teachers, according to this study, are loaded

with many responsibilities. On the one hand, they are required to instruct students on many

topics, which are too much, according to teachers’ indications. This study confirmed what
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has been found in previous studies regarding curriculum intensity and teachers’ struggle to

teach all the material set in their curriculum plan. In the same time, the teaching time is too

little for them to finish teaching all these topics. The teaching time spent on teaching all the

topics will be at the expense of assessment activities that should be incorporated into

lessons, such as questioning, individual and group activities, identifying each student’s

learning needs and providing proper feedback to each student. With these limitations, it is

hard for teachers to set beneficial plans to diagnose students’ strengths and weaknesses in

every lesson, such as short tests and quizzes, and to plan for remedial work to aid those

who suffer from learning difficulties, besides challenging students who have mastered the

material with more advance topics.

On the other hand, teachers are provided with solid plans, assessment specifics and

score distribution standards, which hinder them from active involvement in assessment

practices. The study has exposed that these factors have considerable effects on teachers,

because they provide them with explicit arrangements that regulate their performance in

class. They must obey these rules, which mandate specific assessment procedures, such as

tests to be used as the only valid assessment method. A further pressure come from the

score distribution standards that limit the mark given for students’ participation in activities

to 20% for the whole year, and 80% for the various exams. Therefore, even if teachers wish

to implement new formative assessment methods, such as self and peer assessments, they

are not supported with marks to be given to students to motivate them and encourage them

to participate in such activities.
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The current research findings confirmed that the current assessment process relies

on old plans that require the application of traditional tests, which is similar to other

studies’ findings. What was found to be different from other studies’ results is that the

current tests involve more test item formats rather than just the essay questions, such as

multiple-choice, open and close-ended essays, and true/false questions. However,

assessment techniques that provide teachers and students with direct feedback in the

classroom, such as observation, questioning, individual and group projects, diagnostic

quizzes, outside class interviews etc are not considered in the general assessment plan It

was agreed by most teachers and students that there is a strong need for continuous

assessment to be implemented in schools. This would help teachers to gain insight about

learners’ progress toward achieving the objectives, to evaluate their instruction and do

whatever is needed to make it more beneficial. Also, it would help learners to monitor their

academic attainment week by week and month by month, and to make the required

improvement to overcome any weaknesses.

The results also confirmed that the current tests are designed to assess lower-order

thinking abilities, such as knowledge and understanding. This is consistent with what has

been found in other studies. The reason for this, according to teachers, is attributable to

students’ low achievement levels, lack of the fundamental prerequisite skills, and lack of

understanding how to answer test questions. Teachers claimed that this is one of the factors

that negatively influence teachers’ ability to implement various activities in the classroom.

They believe more time is needed to help under-achieving learners, rather than planning for

assessments.
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The study also verified that teachers and students are aware of the intended

objectives to be met by assessment. Some teachers showed responsibility toward their

learners by explaining to them these objectives and the grading scale that accompanied

these objectives. However, procedures that involve students in the assessment process, such

as self and peer assessment, are rarely employed, since they are new to teachers and

students, and no training has been given to either of them concerning the application of

such techniques. Still, it is important to ensure that such practices, describing the

educational objectives and setting goals, are implemented in schools and both teachers and

students understand the rules and regulations regarding the grading system, especially if

new plans and developments are sought in the future.

Students’ benefit from the assessment results was found to be limited to providing

them with marks, according to their performance on tests. Underachieving students, who

did poorly in exams, are only provided with explanations concerning their mistakes on the

test, and the correct answers. No attempts are made to inspect the reason behind students’

failure or low achievement, and their strengths and weaknesses. Teachers indicated their

planning of remedial work for under-achieving students, but they also explained that they

have no right to modify their instructional plans according to learners’ needs. The

assessment plan specifics and supervisors’ regulations impede some teachers from seeking

excellence in classroom practice.

This study has found that the current assessment plan has some negative impacts on

students’ learning, such leading them to focus more on their marks on tests, memorise

information to answer questions on tests, and compete with each other, as well as

increasing test anxiety among them. However, teachers also indicated that the current

assessment practice also encourages positive communication between students and their
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peers and with teachers. It also promotes students’ participation in activities and acquisition

of new skills.

The study revealed that teachers are rarely involved in planning for various aspects

of learning, from the curriculum design to assessments. Teachers’ suggestions and plans for

improvement are not considered, and even when they pointed out mistakes and

grammatical errors in the textbooks, these were not corrected in later editions. They thought

their views about any proposed assessment plan should be taken into account, as without

teachers’ participation in assessment planning, it will be hard to ensure that the new plans

will work. Neglect of teachers’ ideas on the improvement of assessment procedures and

other aspects of the learning process, such as the curriculum and instruction, may de-

motivate them and make them uninterested in any future development.

This study signified the importance of planning training programmes on assessment

methods, depending on teachers’ actual needs and other studies’ recommendations. Many

teachers emphasised more than once their intensive need for such courses, and also the

Ministry of Education statistics suggest a need for training workshops and courses in the

various assessment techniques. The training courses on assessment methods were

insufficient in relation to teachers’ qualifications and the various subject areas. Focusing on

less-qualified teachers is essential at this point, but without disregarding other teachers’

needs. More training plans are needed for all subjects, and more training is needed

specifically in formative assessment techniques, since research shows that such assessment

is powerful for providing teachers and students with formative feedback on their

performance. However, such training will not be helpful if it is not accompanied by

modification of curricula to contain fewer objectives, flexibility in the assessment plan

specifics, allocation of marks for other assessment techniques. To help teachers apply what
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they learn during their training, they should be given enough time and technical support

from their supervisors and other experts.

As well, school supervisors should have sufficient training on assessment so they

can transmit these techniques to the teachers they supervise. The reason for this is that the

statistics also showed that inadequate training is provided to teachers’ supervisors. If school

supervisors are not knowledgeable about new assessment methods, it will be hard for them

to identify their teachers’ needs and transmit new assessment procedures to teachers. In

fact, they may prevent some teachers, who are experienced in assessment and want to apply

new techniques, from implementing new strategies, according to the assessment plan

specifics. Teachers’ supervisors should strongly recommend more training plans in

assessment for teachers of various subjects, to the officials who are responsible for setting

training programmes.

To achieve some of these objectives and practices, the second section will introduce

some recommendations based on the research findings. These recommendations are

directed towards teachers, school supervisors, and policy makers, to help in building a new

assessment system for Qatar’s schools:
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9.2. Recommendations for Future Practices:

9.2.1. Suggestions for Teachers:

- Teachers should find for themselves, information about new assessment and

evaluation techniques from internal and external resources. This could be done by

looking at relevant resources in schools and universities, asking school supervisors

to provide them with such information if applicable, inquiring about classroom

assessment from specialists in the Ministry of Education, and benefiting from the

advice of education professionals in universities.

- Teachers should strive for professional improvement by trying hard to gain more

insight about the various assessment strategies that may be applied in schools. This

could be done by asking the school administrator to involve them in training

workshops in assessment techniques to develop their skills and to get more

feedback about their previous and current application. Besides, teachers may try to

participate in private workshops on assessment methods, if possible, without

waiting for in-service training, which may not be achievable.

- Teachers should be careful when constructing test items with the aid of external

resources, such as the textbooks, commercial books, and internet websites, since

some concerns and doubts have been raised regarding their validity and reliability.

- The educational objectives and criteria learners are expected to accomplish should

be clarified to them before they begin the instruction procedure. Students should be

aware of and understand the different criteria that will be used to evaluate their

achievement, besides the marks given to each test item and assessment procedure.
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- Theoretical teaching of syllabus topics is important, but concern should also be

given to practical application of this information though classroom activities and

laboratory experiments, when possible.

- Teachers should try to implement new assessment strategies in their classrooms

whenever applicable, after understanding the appropriate ways to do so.

- They should provide their students with formative feedback regarding their

strengths and weaknesses, and follow up with each student, as much as possible.

- The activity mark is designed for students’ participation in classroom activities.

Therefore, teachers should employ these marks in the appropriate way and avoid

punishing students for their unacceptable behaviour by deducting this mark from

their final evaluation.

- They should strive to follow the regulations and guidelines regarding achievement

test construction, whenever designing them, by focusing on the educational

objectives intended to be met by students.

9.2.2. Suggestions for School Supervisors:

- Supervisors should search for the new assessment techniques being introduced in

the education field from the different resources in the Ministry of Education library,

the universities, and the internet.

- The instructional and assessment plans designed by the Curriculum and Textbooks

Department should take into account learners’ different abilities and individual

differences, so that the learning process and classroom activities will inspire

students with different abilities
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- Supervisors should attend training courses and workshops in assessments, to ensure

that they keep- up-to-date and updated with new assessment strategies.

- They should request more training courses for their teachers in various subjects, to

equip them with new assessment techniques, especially for new qualified teachers

who may come to the profession without any experiences in assessment. Even

experienced teachers should be given training sessions in new assessment

techniques to update them with new assessment strategies recently introduced in the

literature.

- Even though there is an assessment plan that teachers are restricted to, they should

be instructed to engage positively in the assessment plan, by suggesting possible

methods of assessment, especially the experienced teachers. Their

recommendations, moreover, should be taken into account; otherwise this may have

negative effects on their motivation to participate in such activity in the future.

- Supervisors should insist on changing the current grading system, since it has

negative effects on students’ involvement in activities. It also creates learners who

are looking for grades more than knowledge and challenge.

- Creative teachers who involve new ideas and assessment techniques in their

assessment of learners’ attainment should be praised and rewarded for their self

motivation and hard work.

- Examples of new creative assessment practices by teachers should be distributed to

peers in other schools. In this way, teachers can share positive and effective ideas

and suggestions for learners’ assessment other than tests. They can learn from each

others’ experiences, which could reinforce their creatively, and inspire them to

better assessment practices.
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- Encourage teachers to identify students with learning difficulties and those who lack

the basic skills consistent with their current key stage and design remedial plans for

them.

9.2.3. Suggestions for Policy Makers:

- The current assessment policy should be modified to re-consider the current

practices on assessments, the test specific plan, and the score distribution standards.

- The percentage that is given to students’ participation in various classroom

activities should be increased, since it would help to encourage and motivate

learners to take part in class work.

- More attention should be given to the application of alternative assessment

methods, and various assessment techniques should be implemented, since research

shows their benefits for teachers and students. These may include incorporating

questioning, interviews, quizzes, individual and group projects, and other similar

activities, and regular feedback should be employed to provide teachers and learners

with information regarding strengths and weaknesses.

- Practical application of curricula, especially in scientific subjects, is a major

requirement to ensure that students comprehend the material taught in class.

Schools’ Laboratories should be effective in students’ learning and an important

part of the curriculum.

- Teachers should be involved in the assessment process by giving them some

freedom to decide the appropriate assessment procedure to be used in classroom

settings. Their opinions and comments regarding the improvement of the

assessment plan should be activated, since they are the people in charge of and
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directly involved in students’ learning. Therefore, they are capable to design

assessment plans that suit their students’ needs.

- Students also should be involved in the assessment process by giving them the

chance to assess themselves and their peers. This should be done after training

students in such activities and with their teachers’ guidance.

- Diagnostic assessment can be designed to measure teachers’ attainment of basic

skills in assessment methods. This may include understanding the various types of

assessment, ways to apply them, feedback that should be given in each assessment,

and ways to construct achievement tests effectively. After that, feedback should be

given to teachers about possible ways to improve their practices, and training

programmes can be designed according to teachers’ needs. However, the assessment

findings should not be used in any way for teachers’ appraisal.

- Tests should be modified and improved to assess higher thinking abilities, such as

analysis, synthesis, and evaluation.

- Diagnostic tests could be employed at the beginning of each school year to evaluate

students’ mastery of the essential skills, before presenting them to new material that

may comprise higher skills beyond what they have gained from previous years.

- Teachers should be provided with various sources about assessment and evaluation

and the scientific methods of constructing achievement tests, especially in such

circumstances were the traditional tests still the major basis of students’ evaluation.

- Teachers should be provided with sufficient teaching time, by reducing the

curriculum content, to help them to practise effectively more useful assessment

methods.
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- It is essential to determine the amount of curriculum and assessments required to be

implemented in a specific period time, and to decide accordingly what should be

included in the text books that permit for all such activities. To achieve that,

curriculum designers and assessment specialist in the Ministry of Education should

consider evaluating breadth of the curriculum in each subject, its assessments, and

their suitability for the provided teaching time. This may help to ensure that all

curricula and assessments can be implemented adequately during the provided time.

In such

- Whenever new assessment policies are planned, the opinions and views of teachers

from every subject area should be considered. This could be done by sending

sample questionnaires to schools, interviewing a sample of teachers and schools’

principals, and conducting focus group meetings with a sample of teachers to

inquire about their suggestions and comments.

- Before implementing any new assessment policy in schools, school supervisors and

principals besides teachers and even students should clearly and fully understand all

items in this policy and the way it will be applied in the school year.

- The Ministry of Education library and schools’ libraries should be provided with

various materials on assessments, so that school supervisors, the assessment

specialists, and teachers have access to the recent development in this field.

- Training programmes on assessments need to be designed for school supervisors,

teachers, and even principals to ensure that they fully have an idea about various

assessment methods. It is essential to consider the previous research findings

regarding assessments and training needs in schools, besides teachers actual needs

according to their qualifications and comments.
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9.3. Recommendations for Further Studies:

- Other research in assessment practices in primary and preparatory educations could

be done to determine the main features of these practices and factors influences

assessment practices. Then, comparative studies can be done to evaluate the

differences between them in the three stages.

- Since some teachers praised the assessment system in independent schools, further

studies can be established to identify the assessment procedures that are employed

in such system and their benefits to teachers and students, besides the similarities

and differences between the assessment plans in the independent and public schools.

- Since the main aim of this study is to provide descriptive information regarding

current assessment practices in secondary schools according to teachers’ and

students’ perceptions, further studies can be done through case studies and action

research to investigate the similarities and differences between teachers’ perceptions

and actual performance in schools.

9.4. Limitations of the Study

- The test of the association between the various variables in this study showed many

significant associations exist between various variables. Some of these variables

were highly correlated with others, whereas some other factors showed moderate or

low correlations. However, the effect sizes between most variables were between

low to moderate, except one or two relationships between factors. Therefore, it is

not appropriate to suggest, according to the study findings, that the relationships

found significant between the variable represent real existences in the parent

population. As a result, the only conclusion that can be made in this sense is that the
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significant results of associations found between the factors represent a real

relationship between the factors and not due to chance. However, the relationships

found to be significant between variables represent just the sample of secondary

schools teachers being participated in this study, and do not apply to other samples

of secondary schools teachers in the main population.
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Figure 1

The Map of the State of Qatar
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Appendix 1
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Appendix 2
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Appendix 3

Validation of Arabic Translation (1)
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Appendix 4

Validation of Arabic Translation (2)
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Appendix 5

Letter Sent to the college of Humanities at the University of Qatar
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Letter Sent to an Expert in Assessment and Evaluation (1)
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Appendix 7

Letter Sent to an Expert in Assessment and Evaluation (2)
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Appendix 8

Letter Sent to the College of Education at the University of Qatar
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Appendix 9

Support Letter from the Cultural Attaché’s Office at The Embassy

of The State of Qatar



354

Appendix 10

Support Letter from the Higher Education Institute
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Appendix 11

Consent Submitted to the Ministry of Education
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Appendix 13

The Questionnaire (Arabic translation)
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Appendix 14

Confirmation Letter from the College of Education at the University of Qatar


