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This study examines the purposes and methods of classroom-based assessment (CBA) used by English as a Foreign Language (EFL) teachers in secondary schools in Jordan. The study data was collected through an online questionnaire that surveyed 54 participants and follow-up semi-structured interviews with three teachers. The questionnaire data were analyzed in SPSS using descriptive statistics, while the interviews were transcribed and coded for recurrent themes. The data showed that teachers use assessment to achieve various goals, including those related to students’ performance, instruction, and administration. The study also found that teachers employed a range of assessment methods of which teacher-made tests was the most common. Additionally, teachers’ choices of assessment methods were found to be influenced by factors such as the National Exam (Tawjihi), students’ proficiency level, as well as their own knowledge of assessment. These findings have implications for prompting awareness among EFL stakeholders in Jordan about the vital role of CBA and the necessity to improve teacher training and professional development programs in order to enhance teachers’ assessment knowledge and practices.
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1. Introduction

Research in the areas of second language instruction in the Middle Eastern context has mainly focused on student or teacher perspectives on different aspects of language and pedagogy (see, for example, Alghazo, 2015; Zidan et al., 2018; Clymer et al., 2020; Alghazo et al., 2021). However, the study of classroom-based assessment (CBA) has not been given due attention in that context. Indeed, CBA has traditionally been a means of evaluating students’ learning and documenting their achievements. In the literature, assessment has been divided into two categories: summative assessment, which is conducted at the end of the learning process (i.e., end of instructional unit or end of a course), and formative assessment, which is implemented throughout the learning process (Brown and Abeywickrama, 2018). In recent years, there has been a greater emphasis on formative assessment (Irons and Elkington, 2021) which is intended to inform teachers’ decisions about how to proceed in order to achieve student learning goals (Black and Wiliam, 2009) and support students’ self-awareness, autonomy, and goal setting (Fox, 2014; Yan and Carless, 2022). This shift is in line with a global trend toward a more balanced approach to assessment that includes both summative and formative assessment (Cheng, 2011). This has led to a change in the role of teachers, from evaluators of students’ learning achievements to facilitators of learning (Black and Wiliam, 2009; Cheng and Fox, 2017).

In the literature, the available research on English as a Second Language (ESL) or English as a Foreign Language (EFL) assessment practices is considerably less extensive than the vast collection of studies on language testing practices (Cheng et al., 2008). In several ESL/EFL contexts, investigations looked into teachers’ assessment practices (e.g., Cheng et al., 2008; Troudi et al., 2009; Saefurrohman and Balinas, 2016; Wang, 2017). Nevertheless, this has not reached to numerous ESL/EFL contexts. For example, in the context of Jordan, there were only a few studies about EFL teachers’ classroom assessment practices—the types of questions used in designing English language tests (Omari, 2018), and implementation of some assessment types such as self-assessment (Baniabdelrahman, 2010) and portfolio-based assessment (Obeiah and Bataineh, 2016).

In the context of public secondary schools in Jordan, to the best of our knowledge, it appears that no study has yet explored EFL teachers’ assessment practices. Thus, this study aims to investigate EFL teachers’ classroom assessment practices, including the purposes and methods of CBA in the context of public secondary schools in Jordan. It also aims to identify the factors that influence teachers’ choices with regards to assessing students in the four language skills, building on the previous work of Swaie (2019). The questions driving this research were as follows:

1. For what purposes do EFL teachers use CBA?

2. What methods do EFL teachers use to assess students in reading, writing, listening, and speaking? What influences their choices of assessment?


1.1. Context of the study

In the Jordanian education system, once students finish their primary education (i.e., Grade 1 to 10), they can choose to pursue a two-year program in either academics or vocational training, which is known as the secondary stage and consists of Grades 11 and 12 (Al-Hassan, 2019). This program concludes with the General Secondary Education Certificate Examination, also known as Tawjihi. The Tawjihi is a crucial examination for students who wish to attend a university in Jordan as it determines the subjects they can study in post-secondary education. In addition, the examination holds great significance for individuals seeking employment in various public or private sectors in Jordan as it can be used as a criterion for selection in the hiring process. Due to its significance in both short-term and long-term career prospects, Tawjihi is considered a high-stakes examination.

The curriculum in Jordan includes a mandatory English subject as a foreign language for all public and private schools, from first grade to twelfth grade, with a range of four to six classes per week, each lasting 45 min (Alhabahba et al., 2016; Algazo, 2020). In addition, English is a commonly taught language in universities and colleges and is used as the medium of instruction for certain fields of study such as medicine and engineering (Tahaineh and Daana, 2013; Algazo, 2023). Despite the widespread teaching of English in Jordanian schools, universities, and colleges, Jordanian students are mostly weak in the English language and lack proficiency in English language skills (Alhabahba et al., 2016).

To become an English language teacher in the Jordanian Education system, the Ministry of Education requires a minimum of a Bachelor’s degree (i.e., BA) in English or English language and literature. However, many graduates of these programs lack training in teaching methodologies which compromises their readiness as teachers. To address this, the Ministry of Education has launched various programs such as the New Teacher Induction Course, a four-week training program for all new public-school teachers, and a nine-month program in partnership with a non-profit organization to better equip pre-service teachers with the knowledge and skills needed to teach professionally in public schools. However, these programs are general and intended for all teachers of all disciplines. There are no teacher training courses or workshops dedicated solely to English language teachers to prepare them before entering their teaching careers in schools. Moreover, there are no training courses dedicated to training English language teachers on how to evaluate their students’ performance in the subject.



1.2. Classroom-based assessment

In the literature of language teaching and learning, there has been recently more focus on CBA in both ESL and EFL contexts. CBA refers to the process in which teachers and/or learners evaluate the work of individual or groups of learners, and use the insights gained for teaching, learning, feedback, reporting, management, or socialization purposes (Hill and McNamara, 2012). This includes the procedures, techniques, and strategies that teachers use to evaluate students’ achievement at a specific point in time, known as Summative Assessment or Assessment of Learning (McMillan, 2015) and those used to improve teaching and learning throughout the learning process, known as Formative assessment or Assessment for Learning (Black and Wiliam, 2009).



1.3. Teachers’ assessment practices

During the assessment process, teachers frequently gather, interpret, and evaluate evidence of student learning, and then use the outcomes to make decisions and take action (Brown and Abeywickrama, 2018). These decisions may be influenced or constrained by several factors at different levels (Priestley et al., 2015; Wang et al., 2020). At the broader level, research on the EFL contexts found that high-stakes examinations create pressure on schools and teachers in a way that leads to plan instruction and assessment to enhance students’ achievements on such examinations (Gu, 2014; Fulmer et al., 2015; Tan and Deneen, 2015).

Furthermore, school policies can have a profound influence on classroom assessment practices. For example, Yan et al. (2021) found that EFL Chinese teachers did not fully implement formative assessment that supports students learning because school policy puts great emphasis on using tests and scores to assess students. At the classroom level, assessment decisions can depend on the purpose of assessments and students’ needs (Brookhart, 2004). Research has shown that teachers in EFL contexts such as China often use standardized tests as the essential method of assessment to train students for the College English Test. As an example, Cheng et al. (2008) found that standardized tests were commonly used for this purpose. Further research (e.g., Andrews et al., 2002; Cheng, 2004; Qi, 2005) has shown that teachers in Hong Kong and China usually use assessment formats similar to those used in external testing, particularly during the end of the term.

Another factor that may impact teachers’ decision-making of assessment is teachers’ experience and knowledge of assessment. Teachers’ assessment knowledge and practices can be varied according to the length of their teaching experience (Crusan et al., 2016). For example, Cheng et al. (2004, 2008) noted that ESL/EFL teachers with more experience and training in assessment were less reliant on published materials (e.g., published textbooks) when designing their assessments. On the other hand, teachers with less experience and limited knowledge about assessment tend to rely on traditional methods, such as tests and quizzes, and disregard alternative methods like self-and peer-assessment (Vogt and Tsagari, 2014). Moreover, teachers who have not received proper assessment training in their pre-service or ongoing training programs usually utilize summative methods such as paper-and-pencil tests more than formative or other alternative methods (Vogt and Tsagari, 2014). Other studies (e.g., Campbell and Collins, 2007; Lam, 2015; DeLuca and Johnson, 2017; Coombe et al., 2020) also found that pre-and in-service EFL teachers often lack the skills and knowledge required to carry out assessments effectively in their classes, whether such assessments are summative or formative.

Investigating teachers’ practices can assist in enhancing pre-service and professional development programs, providing teachers with the required knowledge and abilities to conduct classroom assessment efficiently (Weigle, 2007; Crusan, 2010; Malone, 2013; Koh et al., 2018). Therefore, in keeping with the rising interest in researching ESL/EFL teachers’ CBA practices and responding to the shortage of assessment studies in the context of Jordan, this study explored EFL teachers’ CBA practices in Jordanian secondary schools and relevant influences on their assessment decisions.




2. Methodology

The study adopted a two-stage mixed methods design (Creswell and Creswell, 2018) that includes questionnaires and interviews in order to investigate the research questions. First, a closed-ended online questionnaire was utilized to collect data on participants’ assessment practices. The results from this stage were then employed to develop the interview questions for the subsequent stage in order to gain a deeper understanding of the results.


2.1. Online questionnaire

The Qualtrics-designed online questionnaire was composed of three sections: (1) Demographic information (gender, age, educational qualifications, total years of teaching experience, grade(s) taught, and assessment knowledge), (2) Assessment purposes and their frequency of use on a scale of 1 (Never, 0%) to 5 (Always, 100%), and (3) Methods used to assess students’ language skills (i.e., reading, writing, listening & speaking) and their frequency of use on a scale of 1 (Never, 0%) to 5 (Always, 100%). These sections were adopted from Cheng et al. (2004) study with some modifications, such as the inclusion of the 5-point scale for frequency of assessment methods use.



2.2. Online interviews

All interviews were semi-structured and conducted via online audio calls recorded for later transcription and analysis, each lasting between 30 to 60 min. The interview questions were developed based on questionnaire results. The questions aimed to elicit further explanations for teachers’ responses (e.g., clarifying confusing, contradictory, and unusual responses) and their assessment practices (e.g., what types of method they frequently use and why they chose certain types over others).



2.3. Participants

The participants were recruited online; a recruitment poster was shared on two Facebook groups for EFL teachers in Jordan. A total of 58 teachers from different public secondary schools across three regions in Jordan showed their interest to participate in completing the questionnaire, while three of them participated further in follow-up interviews. The demographic information of the participants is displayed in Tables 1, 2.



TABLE 1 Questionnaire respondents’ demographic information.
[image: Table1]



TABLE 2 Interview participants’ demographic information.
[image: Table2]

All questionnaire respondents hold a BA in English Language and Literature, which is the minimal qualification needed to be eligible to teach EFL in the schools of Jordan. In addition, 15 of the respondents, who constitute 28% of the study participants, hold an additional degree; Master’s degrees and/or diplomas. Most participants have at least 11 years of teaching experience. The average weekly teaching load of the participants is 14 classes, with an average of 30 students in each class.

The participants of the interview stage come from different public secondary schools across different areas in Jordan. All of them hold BA and MA degrees and their teaching experience ranges from 3 to 6 years. Only Teacher 2 received training on formative assessment via an online course whereas the other teachers did not receive any assessment training.



2.4. Data analysis

Questionnaire data was analyzed in SPSS (Version 25) using descriptive statistics to summarize data trends. Interviews were transcribed and coded for recurrent themes. The analysis of the interviews provided explanations for teachers’ frequent use of certain types of assessment methods and considerations that influence their assessment choices.




3. Results

The questionnaire and the follow-up interviews served as the foundation for the following study results. While the questionnaire data gives a broad picture of the participants’ thoughts, the in-depth interviews offer specific insights into the participants’ experiences and ideas.


3.1. Purposes of CBA use

The questionnaire results show that teachers use classroom assessment for several purposes, grouped into three categories according to Cheng et al. (2004). These categories were: student-centered, instruction-related, and administration-related as shown in Table 3.



TABLE 3 Questionnaire results of assessment purposes.
[image: Table3]

Among the three categories, the most frequently used purposes were student-centered. More than 80% of teachers reported that they always or usually use assessment to motivate students to learn (87%), determine final grades for students (83%), make students work harder and provide feedback to students as they progress through the course (80%).

With respect to instruction-related purposes, the most frequently reported instructional purpose, as indicated by “always and “usually” responses, was plan my instruction (74%), followed by diagnose strengths and weaknesses in my teaching and instruction (72%). The least frequently reported purpose was group students for instructional purposes in my class (57%).

With regards to administrative purposes, 70% of teachers reported that they most frequently use assessment to provide information to the school administration, yet 15% of teachers reported they rarely or never used assessment for this purpose.

The analysis of the interviews corroborated the results of the questionnaire. Teachers claimed they used assessment mainly for purposes related to their students. For example, Teacher 1 said, “the main goal of assessment is to assess the knowledge that students have got, at what level they are, and [to know] what their achievements in this course and if they achieved the goals that we wanted them to achieve.” In addition, Teacher 2 stated that assessment motivates students to learn; She said, “it [assessment] is not just about keeping records of their [the students’] achievements but also helping them and motivating them to improve and go forward.” Teachers emphasized that assessment as a tool for encouraging student growth and development in addition to recording student accomplishment.

Furthermore, all three teachers agreed that assessment can be utilized to identify the strengths and weaknesses of their teaching methods, leading to better instructional planning. For instance, Teacher 3 said “assessment can help teachers to improve their students’ learning as well as their own teaching methods.” Teacher 2 said, “Also, to check if there is any need to use other teaching strategies to get the outcomes of the course.” Moreover, Teacher 1 highlighted the use of assessment for instructional planning while discussing the implementation of diagnostic tests: “So I know where I should start with them [students]. After that, I should write a remedial plan for weak students and a developmental plan for good students.” According to the teachers, assessment can be used not only for evaluating their student progress, but also for evaluating and improving their own teaching methods and lesson planning.

The interviews also revealed another purpose for assessment which was not listed in the questionnaire, that is preparing students for the National Exam (Tawjihi). For instance, Teacher 1 stated that the main purpose of assessment in her perspective is “to see if they [students] are ready to pass the Tawjihi exam.” The teachers, in interviews, emphasized that Tawjihi is a primary goal of assessment, and teachers often use assessments to evaluate their students in a similar format to the Tawjihi exam in order to better prepare them for the exam.



3.2. Assessment methods

The study examined ways teachers used to assess their students’ English language skills in reading, writing, listening and speaking. The data collected through the questionnaire showed that teachers employ a range of methods to evaluate students’ proficiency in the four language skills. These methods were categorized into three groups based on Cheng et al. (2004) classification: teacher-made assessment methods, which are designed and administered by teachers, student-conducted assessment methods, which require student participation, and standardized testing.


3.2.1. Reading assessment

The data of the questionnaire suggest that teachers use a range of strategies to evaluate abilities of students in reading, as seen in Table 4, with different frequencies across all three categories. The most frequently used method, as indicated by “always” and usually” reported by 80%, was read aloud of teachers while the least frequent method was student-portfolio, as only 32% reported using it frequently. Moreover, teacher-made assessment methods were used more frequently than student-conducted assessment methods. This is evident in the 78% of teachers who reported using multiple choice and short-answer items more frequently (i.e., always and usually) than other types of questions in reading tests.



TABLE 4 Reading assessment.
[image: Table4]

The interviews data confirmed that reading aloud is commonly used by teachers to assess students in reading. For example, Teacher 2 said, “I let them read aloud to check their pronunciation and understanding.” In addition, teachers confirmed that multiple choice items and short-answer items are used frequently in the tests. For instance, Teacher 1 said “I use multiple choice items most of the time because they are very common in the National Exam [Tawjihi].” According to the teachers, reading aloud, multiple choice, and short-answer items are frequently used by teachers in order to evaluate students’ reading abilities. The former is used to verify students’ pronunciation and understanding, while the latter are preferred because they are more common in Tawjihi.



3.2.2. Writing assessment

The questionnaire results showed that teachers used a variety of assessments to evaluate their students’ writing abilities. The most used method for evaluating students’ writing was editing a sentence or paragraph, with 87% of teachers reported that they always or usually using it. On the other hand, the least frequently used methods were self-assessment and student portfolios, with only 33% of teachers reported that they use these methods frequently. Similar to reading assessment results, the data showed that teacher-made assessment methods were used more frequently than student-conducted assessment methods. Beside editing a sentence or a paragraph, the other commonly used methods were multiple-choice (70%) and short essay (63%) (Table 5).



TABLE 5 Writing assessment methods.
[image: Table5]

The interview data supported these results. All three teachers reported that they rely on methods of editing a paragraph or writing an essay frequently to evaluate students’ writing. For instance, Teacher 3 said “I always include this question [editing a paragraph] in the test for Grade 11 and 12 because it is a common question in the National Exam.” Similarly, Teacher 1 said “I think for writing, the only method I use […] maybe not only me but also most English teachers, is giving the students a topic and ask them to write a short essay about it.” The participating teachers emphasized that they frequently employ editing a paragraph or drafting an essay to assess the abilities of their students in writing.



3.2.3. Listening and speaking assessment

The results of the questionnaire data, as shown in Table 6, demonstrate that oral/reading dictation (83%), giving oral directions (78%), and oral interviews (76%) were the most used methods, whereas standardized listening tests (41%) were the least used by teachers. Unlike reading and writing assessments, teacher-made assessment methods were employed less frequently than student-conducted assessment methods. This finding is not surprising, as evaluating listening and speaking typically requires more students’ involvement while using non-written material. With regards to tests, 65% of teachers responded that they always or usually use take notes and multiple-choice items in their listening and speaking tests.



TABLE 6 Listening and speaking assessment.
[image: Table6]

The interviews data confirmed some of these findings and contradicted others. Teachers confirmed that they frequently use taking notes and multiple-choice items in their listening tests. For example, Teacher 3 said “I ask them to write some notes, main points, or anything they feel that it is important such as numbers, dates, and famous names.” However, none of the interviewees acknowledged utilizing oral reading or dictation to evaluate their students’ skills listening and/or speaking, despite the fact that the questionnaire indicated this was the method teachers used the most frequently.

The interviews data also revealed a different type of questions used by teachers that was not listed in the questionnaire, which is fill in-the-blank. For example, Teacher 2 said “For Grades 11 and 12 listening is more about fill in the blank.” The data collected from the interviews and the questionnaire confirm a de-prioritization of listening and speaking skills in Grades 11 and 12, and a mismatch, among questionnaire respondents and interviewees, in the methods used for assessing these skills.




3.3. Factors affecting teachers’ assessment choices

The interview data showed that teachers’ choices of assessment methods may be influenced by some factors including, the Tawjihi exam, proficiency level of students, and teachers’ assessment knowledge.


3.3.1. The Tawjihi exam

The data revealed that the Tawjihi exam has a significant impact on the way instruction is delivered, as well as the methods used for assessment. This is exemplified in the tendency of teachers to design tests similar to what students in Grade 12 will encounter on the Tawjihi exam. All the interviewees informed that they use assessment formats similar to the Tawjihi exam in order to prepare their students for the English Tawjihi exam. For instant, Teacher 1 said, “We usually follow the same format of the Tawjihi. We try to make the students familiar with the types of questions in the Tawjihi so they can achieve good marks.” Likewise, Teacher 3 stated that she consistently includes an editing a paragraph task, which is common on the Tawjihi exam, in her writing tests for both Grade 11 and 12 students. The influence of Tawjihi also extends to textbook usage, as teachers are restricted to using only the required textbook because the exam is based on the material provided in the textbook. For example, Teacher 3 said:


As a teacher […] you have to finish the material by the end of the semester, you cannot skip anything. We [teachers] feel that we are restricted to the curriculum and the textbook, and we cannot go beyond that because we will find many challenges from the school, parents, and students themselves.
 

The findings show that the Tawjihi exam has a significant impact on instructional and assessment methods. To help students prepare for the exam, teachers typically match their exams with the Tawjihi exam’s framework. Teachers are also feeling that they are constrained by the curriculum and required textbook as a result of the impact of Tawjihi exam.



3.3.2. Proficiency level of students

The data of interviews suggest that teachers consider the level of language proficiency of the students in developing assessment tasks or tests. Teacher 2, for example, contended that she typically adapts her instruction and selects assessment tools that are appropriate for her students’ level of proficiency. She said, “in writing classes…I just try to help my students by making it easier for them…I do this because my students are weak especially in writing.” The teachers emphasized that they take the students’ competency level into account while developing assessment activities.



3.3.3. Assessment knowledge

The interview data indicates that how teachers develop and implement their assessment methods can be related to their knowledge and training level on classroom assessment. The interviewees informed that even though they had completed the New Teacher Induction Course, they still lacked the necessary knowledge to conduct classroom assessments because the course had insufficient material on the topic. For example, Teacher 2 said:


I have never attended any course in assessment. It is just the short course I attended at the beginning of my teaching in public schools. There were topics on teaching English in general, how to manage the classroom and a little information about assessment.
 

According to the teachers in interviews, there are no programs available for teachers in order to equip them with the necessary knowledge and skills about designing and utilizing the assessment methods.





4. Discussion

The results based on the questionnaire and interviews data demonstrated that most Jordanian EFL teachers use assessment in their classes in order to accomplish several purposes, both formative (e.g., planning instruction) and summative (e.g., determining final grades). This suggests that teachers seem to be aware of the various purposes that can be used for assessing language in the classroom. This awareness may be attributed to their teaching experience and knowledge of assessment methods as more than half of teachers have at least 11 years of teaching experience and have attended courses or workshops on assessment. This supports previous research in the literature that found experienced and well-informed teachers on assessment tend to employ more assessment purposes than less experienced or less assessment-knowledgeable teachers (Cheng et al., 2004).

The study also found that teachers primarily use assessment for student-centered purposes, such as determining final grades, obtaining information on students’ progress, and motivating students to learn and work harder. While some of these purposes can support effective teaching (e.g., Obtain information on students’ progress), most teachers reported utilizing assessment to support student learning (e.g., Motivate students to learn). This indicates that many teachers perceive that assessment should be used primarily to evaluate students’ learning. Moreover, the data of questionnaire revealed a high percentage of positive responses to instructional-related purposes, indicating a trend in teachers’ responses. However, it was unforeseen to find some teachers responding “Rarely” or “Never” to these purposes, which may suggest an absence of formative assessment in their classroom practice especially that those are core formative purposes. In relation to employing assessment to get students ready for the Tawjihi exam, this was predictable because in contexts where students are required to take high-stakes tests, teachers often tend to focus their instruction to prepare their students for the test (Shohamy, 2006; Cheng, 2008).

Turning to the methods, the results showed that teachers primarily employed Teacher-made assessment methods to evaluate their students in reading, writing, listening and speaking. This was more common than using Student-conducted methods or Standardized tests, particularly in reading (e.g., short answer and multiple-choice items) and writing (e.g., editing a paragraph). This trend may be attributed to the effect of the Tawjihi exam and the necessary to get students ready for this high-stakes examination since these types of questions are frequently found in the Tawjihi format, as informed by the interviewees. This emphasize on the format of high-stakes examinations has also been observed in other EFL contexts (e.g., Andrews et al., 2002; Qi, 2004). This can also be attributed to the fact that students in Jordan seem to be exam-oriented (Alhabahba et al., 2016) which makes them more concerned about passing the exam than learning to acquire knowledge and develop their English skills. Another reason for utilizing tests more often than methods that require students’ participation in assessment (e.g., self and peer assessment) could be the low proficiency level of students which lead teachers to choose methods that suit their students’ limited proficiency. This may explain the frequent use of editing a sentence/paragraph and multiple-choice items to assess writing compared to other methods such as short and long essays. This is in line with the findings of Cheng et al. (2008) who noted that due to the low English competence of students, EFL teachers in China often used translation tasks in assessment.

With respect to listening and speaking assessment, the study’s results revealed a discrepancy between what participants responded in the questionnaire and what they reported in the interviews. The questionnaire data showed that teachers frequently used methods such as oral/reading dictation and oral interviews to assess students in listening and speaking. However, in the interviews, all participants stated that they hardly focus on listening and speaking in their instruction or assessment because these two skills are not evaluated in the Tawjihi exam. Whatever the case, it appears that what the teachers proposed in the interviews are more accurate than what they stated on the questionnaire because this practice of teaching-to-the-test has been noted in previous research on the impact of large-scale and high-stakes examination in ESL/EFL contexts, where teachers incline to focus only on teaching the skills and exam-relevant material. (Manjarrés, 2005; Azadi and Gholami, 2013). The discrepancy could be explained by the fact that many of questionnaire respondents probably teach classes other than Grades 11 and 12, so it is reasonable to assume that many of the inconsistent responses were made by confused respondents who teach classes other than Grades 11 and 12.

The study also revealed that peer assessment or self-assessment were among the methods that were less frequently used by teachers to assess students’ four skills (i.e., reading, writing, listening & speaking). This probably attributes that EFL teachers in Jordanian secondary schools are not fully aware of the importance of such assessment methods because of the lack of assessment knowledge and training. It is also possible that students are not willing to participate in assessing their selves or peers because they only care about their teachers ‘assessment or they may be unfamiliar of this type of assessment as teachers stated in the interviews. This suggests that Jordanian students appeared to be less involved in assessment process to the extent that enable them to take responsibility over their learning. In the literature, students’ involvement in self and peer assessment is key principles in assessment for learning or formative assessment which believed to have potential to enhance and better support students’ learning (Black and Wiliam, 1998; Stiggins, 2002).

Regarding the factors that influence teachers’ choices of assessment, the interview results showed that teachers tend to follow the format of the Tawjihi in their tests, indicating the strong influence of this high-stakes exam on their assessment practices. This is consistent with previous research on the impact of high-stakes tests, which found that teachers are more likely to align their tests with external assessment formats (Cheng, 2004; Qi, 2004). In addition, this influence extends to instruction as teachers focus more on material and skills tested in the exam and neglect other skills such as listening and speaking. This may be due to the pressure on teachers to adhere to external testing material and format, and a lack of concern from students for what is not included in the exam. This may reflect a testing culture among students, who prioritize good grades in the language course over actual language learning (Abdo and Breen, 2010).

In addition, the proficiency level of students in English and their individual learning needs can significantly impact the design of assessment tools used by teachers in the classroom. Because of students’ poor proficiency level, teachers admitted that they frequently select assessment methods that seem to be easier for students and avoid other methods. In the literature, it was found that students’ language proficiency appeared to take priority when teachers choose how to evaluate their students (Wang et al., 2020). This is probably related to the assumption of some teachers that assessment should be used in a manner that does not elicit negative emotions in students. This perspective was also noted in Chang (2005) which found that many teachers hold the belief that assessments should be implemented in a manner that promotes and supports students’ learning while avoiding the creation of negative emotions.

The study suggests that assessment knowledge and training can influence how teachers conduct assessment in their language classrooms. Most teachers, in this study, seemed to have insufficient assessment knowledge especially with regards to formative assessment’s purposes and methods. This probably signifies a shortage of assessment training in teacher education and professional development programs. This concurs with earlier research in EFL settings that discovered that teacher programs may not equip teachers with adequate knowledge and instruction to skillfully carry out assessments in their classrooms, as the majority of the teachers’ training programs tend to focus on curriculum and teaching strategies in general (Inbar-Lourie, 2008; Coombe et al., 2012).



5. Conclusion

This study explored the assessment practices of EFL teachers in secondary schools of Jordan. Results showed that teachers use range of methods for different purposes and at different frequencies in their classrooms. Factors such as the National Exam (Tawjihi) and students’ proficiency levels significantly influenced teachers’ choice of assessment methods. The study also found that the most used method was teacher-made tests that resembled the Tawjihi exam format, particularly in reading and writing. However, these tests may not accurately assess students’ language abilities because they do not evaluate all language skills, such as listening and speaking.

The findings of this study may contribute to increasing awareness among ESL/EFL teachers and other stakeholders, including educational policymakers, regarding the significant role of assessment in the language classroom. Moreover, this study highlights the lack of teacher education programs that adequately address the need for training and development in assessing students’ language skills. It emphasizes the necessity of professional development programs for both pre-service and in-service teachers to equip them with the necessary knowledge and skills to conduct assessments effectively.

On the other hand, the findings of the study were based on self-reported data in which what teachers report about themselves might not correspond with what they actually do in the classroom. Therefore, further research using classroom observation is recommended in order to gain a more comprehensive understanding of teachers’ assessment practices in the context of secondary schools in Jordan.
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