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Despite the increasing concerns about the importance of assessment, the studies that directly
address the assessment beliefs and practices among Libyan secondary school English language
teachers are scarce. The present study aimed to investigate the Libyan teachers’ classroom-
based assessment beliefs and practices and the relationship between them. For this purpose, a
total of 90 Libyan English teachers participated in a survey by responding to a questionnaire
which explored their beliefs and practices in the four stages of assessment; namely, planning,
implementing, monitoring and recording. Based on their perceptions, other than their confusion
over ethical matters in assessment, the teachers’ beliefs and practices generally seemed to be at
an acceptable level. The results also demonstrated that the relationship between teachers’ beliefs
and practices is positively moderate and significant in all stages of assessment. The findings
are expected to provide insights into the difficulties encountered by the language teachers and
learners in the assessment processes, and therefore, enhance assessment practice and learning

conditions.
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INTRODUCTION

Assessment is a wide range of activities that measure the
extent to which students comprehend the curriculum materi-
al and achieve the intended instructional objectives planned
by teachers (Halpern, Appleby, Beers, Cowan, Furedy, Hal-
onen et al., 1993). It is also known as the process of gather-
ing information for the purpose of improving teaching and
learning among. Classroom-based assessment, according
to Harlen (1994), is a process of gathering information and
interpreting them while considering some defined criterion
to form a judgement. McMillan (2013) made a stronger at-
tempt to bring together the characteristics of assessment in
one definition. According to him, classroom assessment is a
diagnostic test that aims at evaluating students’ learning of
the subject material. From this perspective, it is a monitoring
tool that gathers information about students’ learning pro-
cess to enable teachers make informed decisions about the
knowledge of their students. Teaching and assessment are
two interrelated concepts which form an intricate relation-
ship that works for each other’s benefit, and therefore, they
inform and improve each other (Malone, 2013).

Classroom assessment can take two distinct forms
(Cizek, 2010). When used formatively, assessment progres-
sively guides and improves students’ learning and teachers’
instruction. In contrast, when assessment is used in a sum-
mative way, it has a reporting function whereby inferences
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are drawn from evidence gathered from assessment practices
to report students’ learning to an audience for consequential
purposes. This type of usage is in line with the traditional
paradigm based on behaviorism and measurement theories.

Teachers’ Assessment beliefs and Practices

There are several early accounts which suggest that under-
standing teachers’ beliefs of classroom-based assessment is
important because they not only have an influence on their
instructional practices but also are related to students’ attain-
ment (Johnson, 1992). Obviously, knowing about teachers’
beliefs enables us to make predictions about teaching and as-
sessment practices in classrooms (Eslami-Rasekh & Valiza-
deh, 2004). Assessment practices have been largely studied,
but there is still need for gathering evidence from various
cultural backgrounds (Barnes, Fives & Dacey, 2015).
Research on classroom assessment practice has thus far
been focused on the useful approaches that can eliminate neg-
ative assessment practices among teachers, and hence, to pro-
vide constructive feedback that can improve language teach-
ing and learning. Many educational systems are also striving
to bring new assessment practices that incorporate new ap-
proaches and techniques. This suggests that teachers’ literacy
of assessment is of great value to the quality of education.
Several studies have investigated the assessment prac-
tices by looking at these practices in different contexts and
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at different time intervals. For example, Taggart, McMillan
and Lawson (2010) made a study on 261 secondary science
teachers from 69 schools. They aimed to examine the teach-
ers’ assessment practices and grading practices. On the one
hand, Taggart and colleagues found that science teachers fo-
cus on a variety of aspects to evaluate their students, includ-
ing effort ability, external benchmark, extra credit, academic
achievement and participation. Additionally, the teachers
focused on using four main types of assessment practices:
construct response, teacher-created assessment, objective
assessment, and major examination. Duncan and Noonan
(2007) used the same questionnaire used by Taggart et al.
(2010), and they investigated examined teachers’ assessment
and grading practices in Western Canadian Province. A total
of 530 secondary school teachers participated in the study.
The findings were similar to that of Taggart et al. (2010).
Teachers frequently used objective assessments and they
considered students’ efforts in their grading.

Relationship between Assessment beliefs and Practices

Previous work on classroom assessment suggests that teach-
ers’ beliefs of assessment are related to the actual assess-
ment practices in the classroom and that the main stumbling
blocks to an effective use of classroom assessment are the
values and beliefs that teachers hold about classroom as-
sessment (Scott, Webber, Aitken & Lupart, 2011). Several
studies have attempted to examine the association between
teachers’ beliefs and classroom assessment practices (Lee,
2017; Ndalichako, 2015; Niveen, Ain, & Sabariah, 2017;
Unal and Unal, 2019). The recurring result is that teachers’
practices could be altered if changes are made to their beliefs
(Barnes et al., 2015).

Chew and Lee (2013) investigated the relation between
148 secondary school teachers’ assessment beliefs and prac-
tices in Singapore. Their results revealed inconsistencies be-
tween beliefs and practices. For instance, while the teachers
claimed that they do not believe in performance orientation
practices such as using grades and marks, as well as in us-
ing the curriculum to plan future lesson rather than previous
assessment, results showed that they practiced these beliefs.
In other words, although the teachers did not believe in sum-
mative practices, they still used such practices in their class.

Similarly, Azis (2015) investigated the relation between
teachers’ beliefs and practices among 107 English teachers.
The study used mixed methods design, where both question-
naires and interviews were incorporated. The participants
who scored high in improvement conceptions were inter-
viewed. According to the responses made to the question-
naire, teachers strongly recommended formative practices
that aid students develop their learning, and they voted for
using summative practices to account for learners’ achieve-
ment. Nonetheless, the results showed that teachers’ beliefs
were inconsistent with their classroom practices. Although
teachers favored assessments that are used for improving
teaching and learning, their practices were more inclined to-
wards accountability conceptions.

On the other hand, there are also studies that report asso-
ciations between teachers’ assessment beliefs and practices.

For instance, Brown, Kennedy, Fok, Chan, and Yu (2009)
found teachers’ conception was regressed on their teaching
improvement practices suggesting a relationship between
improvement conceptions and formative practices. Similar-
ly, Calveric (2010) tested the third and fourth grade teachers’
assessment beliefs and their impact on teachers’ assessment
practices. Calveric found a significant relationship between
teachers’ beliefs and practices. Moderate relationship was
also found between school accountability and major exams
and publisher tests. Improvement conceptions revealed the
weakest relationship with major exams. All conceptions
were consistently correlated with practices.

Similar evidence about the relationship between belief
and practice comes from Adam and Hsu (1998) who exam-
ined how the beliefs of mathematics teachers were translat-
ed in their actual practices. Their results revealed that the
least important conception was related to essay items, while
the most important conception related to using observation.
Teachers’ assessment practices were correlated with their
conceptions. The essay items were given the lowest usage
and teachers’ observation was given the highest. Adams
and Hsu (1998) concluded that teachers’ conceptions are
mirrored in their assessment practices despite the variety of
tools used.

Previous studies on language assessment converge on the
idea that teachers use a variety of assessment practices in their
classrooms (Cizek, Fitzgerald, & Rachor, 1995). Although
performance assessments and portfolios are regarded as
more ideal to assess students’ learning than traditional meth-
ods of constructed response and selected response, these al-
ternative assessment methods are infrequently used in the
classroom. Moreover, reviews of previous work on teachers’
assessment practice suggest that teachers’ practice remains
dominantly traditional over the past thirty years.

As the review suggests, the research on the relationship
between teachers’ beliefs and practices of classroom assess-
ment shows discrepant findings. In some contexts, the rela-
tionship is positive whereas it is negligible in other contexts.
Cross-cultural studies suggest that teachers who come from
different cultural backgrounds are more likely to have var-
ious beliefs and practices of classroom assessment (Saced,
Tahir, & Latif, 2018). Therefore, the present study attempts
to examine English teachers’ assessment beliefs and practic-
es in the Libyan context, as well as the relationship between
their assessment beliefs and practices.

Assessment in Libyan Secondary Schools

Libyan schools are considered undeveloped and face many
issues that are worth researching (El-Taher Al-Fourganee,
2018). One of these issues is that most Libyan teachers
do not receive proper training on how to evaluate students
and they are also still implementing traditional assessment
approaches. And hence, there is currently an increasing at-
tention to teaching and learning of English language in the
Libyan context. The Ministry of Education in Libya plans
to reengineer and renovate the entire education system, in-
cluding the goals and value to be achieved. Classroom-based
assessment is currently one of the main subjects of inquiry
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and development for the Libyan government (Alshibany,
2018). According to the General People’s Committee of Ed-
ucation (GPCE, 2008), the Libyan government works hard
on enhancing the quality of teaching and learning of English
among schoolteachers and learners. Specifically, GPCE is
providing training and workshops that aim to improve the
quality of education in general, and to raise the teachers’
awareness of more modern teaching and assessment tech-
niques that should be employed in the classroom.

According to some local researchers in the Libyan con-
text (Alhmali, 2007; Dalala, 2014; Orafi & Borg, 2009; Shi-
hiba, 2011), examinations and grades are still considered the
most common assessment practices used among Libyan sec-
ondary school teachers.

It is also important to note that the Libyan educational
system and its assessment practices are all centralized and
managed by GPCE. The evaluation criteria are determined
every year by GPCE (GPCE, 2008). Teachers largely depend
on the tests designed by GPCE to measure their students’
learning level in the classroom (Shihiba, 2011). As regards
the assessment practices in English assessment, tests that en-
courage the students to memorize word meaning and spell-
ing are considered the most common practices. Similarly, the
use of multiple-choice questions and word-picture matching
items are largely common. Oral tests are rare and sometimes
argued upon as neglected practice (El-Taher Al-Fourganee,
2018). The main objective of assessment for teachers is to
keep track of students’ learning level, make record of the
scores, and share it with parents, while students’ main inter-
est is to pass the test.

Written tests usually occur on a monthly basis in Libyan
schools. There are also final examinations that are usually
held at the end of the academic year and these exams are
considered as a key criterion in evaluating students’ learn-
ing. It is necessary that students achieve the required score
to pass to the next grade level. If a student fails the exam, s/
he is given another opportunity to sit for the exam. In case
s/he fails the course a second time, then s/he fails to pass
to the next learning level. Corresponding to what was said,
the Libyan secondary schools are seen to largely depend on
examinations and grades as the most common assessment
strategies in evaluating students’ learning. Although GPCE
in Libya is striving to provide the best means to enhance
the teaching and learning processes and to give the oppor-
tunity for teachers and learners to discover their potentials
(GPCE, 2008), the assessment practices among Libyan En-
glish teachers in secondary schools do not seem to be well
employed or well understood. Ministry of Education (2004)
reports that students’ performance in English language did
not meet the expectations and was even very disappointing.
It was speculated that the underlying cause for this poor per-
formance could be the teaching and assessment practices in
the Libyan classroom.

According to the literature reviewed in the present study,
there is no work that has attempted to study English language
teachers’ beliefs and practices of classroom-based assess-
ment in Libya. As previously highlighted, assessment prac-
tice plays a vital role in the teaching and learning process,

and hence we find that this work would provide insights into
Libyan teachers’ take on language assessment.

Objective and Research Questions

This study aims to explore teachers’ beliefs of class-

room-based assessment and how their beliefs are correlat-

ed with their assessment practice in the Libyan secondary
schools. To address this objective the following research
questions were formulated:

1. What are the Libyan secondary school English language
teachers’ classroom-based assessment beliefs and prac-
tices in the four stages of planning, implementing, mon-
itoring and recording?

2. What are the relationships between the teachers’ class-
room-based assessment beliefs and practices in the four
stages of the assessment cycle?

METHODS

The study adopted a quantitative approach with a correla-
tional design. It was observational in its nature and depended
on a questionnaire to collect the data.

Participants

All the participants (n = 90) were English teachers who were
randomly selected from public Libyan secondary schools
where the curriculum and testing protocols are guided by the
Education Ministry in Libya. The teachers were all working
in public Libyan secondary schools at the time of participa-
tion. The questionnaire was sent to all the secondary schools
in Tripoli. English language teachers in these schools who
volunteered to participate in the survey responded to the
questionnaire and returned it to the researchers. A total of
141 teachers took part in the study and only 93 of them com-
pleted the survey. Furthermore, three questionnaires were re-
moved because they had a single-type response and/or their
SD was above 3. As it is well established in educational sta-
tistics, the minimum sample size for correlational studies is
roughly 50 participants to achieve 80% power (Cohen, 2013;
Wilson Von Voorhis & Morgan, 2007).

Instrument

The questionnaire was adapted from Shim (2009). A demo-
graphic section was added to the beginning of this instrument,
which was followed by a five-point Likert style scale, from
1 signifying “Strongly Disagree” to 5 “Strongly Agree”. The
questionnaire elicits information about teachers’ beliefs and
practices of classroom assessment, at four stages of planning
(17 items), implementation (6 items), monitoring (12 items),
and recording (5 items), making a total of 40 items for teach-
ers’ beliefs and 40 other items for their practices.

Before being used in the actual study, the questionnaire
was introduced to five experienced Libyan secondary school
teachers. They were requested to read the questionnaire and
suggest amendments where needed. The feedback received
from the pilot study showed that the items were to a large
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extent clear, and that the participants could easily compre-
hend the intended meanings of the statements. However, there
were some comments related to the clarity of instructions and
the format, based on which minor modifications were made
to the instrument. The questionnaire was piloted on a sample
of 18 Libyan English secondary school teachers. The maxi-
mum time that they took to complete the questionnaire was
approximately 25 minutes. Based on the internal reliability
analysis, both the beliefs and the practices sections had high
internal reliability coefficients, 0.96 and 0.97, respectively.

Data Collection and Analysis

The participants responded to the questionnaire items online
via Google Forms. They were notified that there were no
correct or incorrect answers, or trick questions. They were
also informed that their responses would be treated anony-
mously and used for only research purposes. No incentives
were given to them for their participation which was volun-
tary, and they could withdraw any time. Descriptive and in-
ferential statistics were used to analyse the data using SPSS
(version 25). The following cut-off points were considered
in interpreting the mean scores:

M <4.5: Strongly agree;

M =3.5-4.49: Agree;

M =2.5-3.49: Undecided;

M =1.5-2.49: Disagree; and

M >1.49: Strongly disagree.

RESULTS AND DISCUSSION

The results of the study are reported and discussed in this
part following the order of the research questions.

Demographic Information

The participants’ background information is presented in
Table 1.

Table 1. Demographic information

As the table shows, the participants were proportionate-
ly distributed in terms of their teaching experience. As re-
gards the number of assessments carried out by the Libyan
teachers, most of the teachers assessed more than once, but
more specifically, they often assessed two to four times a
semester. The results also showed that most of the teachers
(45.6%) constructed their own tests while others preferred
using tests developed by their schools (24.4%) or other insti-
tutions (18.9%). Finally, most of the participants stated that
they had received training on how to design classroom as-
sessment (62.2%) whereas the rest had received no training
on assessment.

Assessment Beliefs and Practices

The teachers’ assessment beliefs and practices were anal-
ysed using descriptive statistics. The results are reported in
reference to the four stages of assessment, planning, imple-
menting, monitoring and recording, following the research
questions.

Stage 1: Planning

We analysed the perceptions that Libyan teachers hold about
their classroom-based assessment beliefs and practices in
the planning stage. Using descriptive statistics, the mean and
standard deviation values of teachers’ responses are present-
ed in Table 2.

According to Table 2, the respondents’ beliefs and prac-
tices were almost in agreement. Regarding their beliefs, the
respondents strongly agreed with items 16 and 17, both of
which are related to matters of equality and fairness in as-
sessment. The only item about which the teachers were not
sure was item 14 which had to do with ethics in assessment.
Admittedly, it is not common practice, particularly in the case
of classroom-based assessment, to receive informed consent
from the students or their parents in advance before assess-
ments. The respondents agreed with the rest of the items,

Demographics Percentage
Experience 1-4 years 344
5-10 years 322
10 years above 333
Assessment Frequency Once 5.6
Twice 25.6
Three times 30.0
Four Times 31.1
More than four times 7.8
Sources of Assessment I use tests constructed by other institutes 18.9
I use previously constructed tests by other teachers in my school 24.4
I construct tests by myself 45.6
Others 11.1
Training Experience Yes 62.2
No 37.8
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Table 2. Planning beliefs and practices

Beliefs Practices

Item M SD Item M SD

1. Teachers should first identify the purpose of ~ 4.37 0.99 1. I first identify the purpose of the 4.19 0.96
the assessments when they design them. assessment when I design the assessment.

2. Teachers should take into account the 4.24 0.88 2. I consider the standards or attainment 4.23 0.65
attainment objectives of the curriculum targets which the curriculum requests
when they design the assessments. when I design the assessment.

3. Teachers should consider what their 431 0.97 3. I consider what the students’ needs are 4.26 0.79
students’ needs are when they design when I design the assessment.
assessments.

4. Teachers should balance the attainment 4.17 0.86 4. I balance the attainment targets with 4.13 0.74
targets with their students’ needs when they the students’ needs when I design the
design the assessments. assessment.

5. Teachers should use assessment 4.00 0.89 5. Iuse assessment specifications when I 4.03 0.77
specifications when they carry out carry out the assessments.
assessments.

6. Assessments (tasks) should relate to what 4.22 0.88 6. My assessments (tasks) are related to 4.12 0.82
students do in real class time. what the students do in real class time.

7. Assessments (tasks) should be meaningful 4.24 1.03 7. My assessments (tasks) are meaningful to ~ 4.19 0.78
to the students. the students.

8. Assessments (tasks) should be designed in 3.90 1.08 8. Idesign assessments (tasks) in such a 3.99 0.85
such a way as to obtain information about way as to obtain information about what
what students know at that particular time. students know at that particular time.

9. Assessments (tasks) should be designed in 3.88 1.04 9. I design assessments (tasks) in such a 3.91 0.83
such a way as to obtain information about way as to obtain information about what
what students can do at that particular time. students can do at that particular time.

10. Assessments (tasks) should be designed in 4.11 0.93  10. I design assessments (tasks) in such 4.26 0.80
such a way as to obtain information about a way as to obtain information about
students’ potential to use the language students’ potential to use the language
effectively. effectively.

11. The appropriateness of assessments (tasks) 3.69 0.89  11. The appropriateness of my assessments 3.82 0.87
should be checked by calling for peer (tasks) is checked by calling for peer
comment, or with reference to published comment or with reference to published
guidelines (if available). guidelines (if available).

12. Assessments should focus on students’ 4.40 0.86 12. My assessments focus on students’ 436 0.72
progress and achievements rather than on progress and achievement rather than on
comparisons between the students in the comparisons between the students in the
classroom. classroom.

13. Teachers should give the students advance 4.09 0.92  13.1 give the students advance notice, so 4.07 0.84
notice so that students will be able to that the students are able to prepare for
prepare for the assessments. the assessments.

14. Teachers should receive advance ‘informed 3.13 1.23  14. I receive advance ‘informed consent’ 3.30 1.22
consent’ from the students or their parents from the students or their parents with
with regards to carrying out assessments. regard to carrying out assessments.

15. Teachers should respect the privacy of the 4.33 0.92  15.Irespect the privacy of the students and 432 0.83
students and guarantee confidentiality of guarantee confidentiality.
results.

16. Teachers should make sure that all students 4.59 0.70  16. I make sure that all students are given 4.49 0.58
are given the same learning opportunities in the same learning opportunities in their
classrooms. classroom.

17. Teachers should make sure that the 4.52 0.84  17. 1 make sure that the assessments are 437 0.69

assessments are not affected by students’
personal characteristics such as gender,
appearance, economic, and social
background.

not affected by students’ personal
characteristics such as gender,
appearance, and economic and social
background.

Key M <4.5: Strongly agree; M = 3.5-4.49: Agree; M = 2.5-3.49: Undecided; M = 1.5-2.49: Disagree; M > 1.49: Strongly disagree
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among which item 11 obtained the lowest mean score, which
indicates that teachers believe in but are not too much con-
cerned about having peers vet their assessment or receiving
feedback from them for their assessment. This is also under-
standable considering the hectic schedules and high work-
load of language teachers. Another interesting point which
is worth consideration is that unlike assessment beliefs,
none of the items related to assessment practices obtained
a mean score signifying ‘strongly agree’. This suggests that
the teachers might strongly believe in fairness in assessment
but in practice they may not strongly perceive themselves as
able to implement their assessment beliefs fairly.

According to Rea-Dickins (2000), the main purpose of
an assessment is to show evidence of curricular learning and
development where teachers should design assessments that
serve the goals of the curriculum. However, as indicated by
our data, the teachers were more concerned with students
being given equal learning opportunities in the classroom,
or assessment not being affected by personal and social
backgrounds. The planning beliefs related to the purposes
of assessment, objectives of the curriculum, and informa-
tion about students’ potential of effective use of language
obtained the lowest mean scores in items related to both be-
liefs and practices. These results imply that Libyan teachers’
beliefs and practices are yet to be aligned with the standard
educational purposes of assessment or the main characteris-
tics of classroom-based assessment (Arkoudis & O’Lough-
lin, 2004). The results also suggest that the teachers were
uncertain whether they should receive informed consents
from students’ parents about their assessments. According
to Shim (2008), this view towards parental involvement
could be associated with practicality matters in the parental
permission and the teachers’ heavy workload. The teachers
could be aware of the administrative demands regarding this
matter, but they still felt the weight of parental involvement;
and therefore, did not seem to accept this requirement.

Table 3. Implementation Beliefs and Practices

Stage 2: Implementation

The teachers’ implementation beliefs are illustrated using
descriptive statistics, the mean and standard deviation of
their beliefs and practices (Table 3).

As shown in the table, on average the teachers held very
strong implementation beliefs and they strongly perceived
themselves as practicing all these beliefs. As the results indi-
cate, the teachers strongly believed that students’ completion
of the assessment task within a specific time was very im-
portant (M= 4.10, SD= .73). They also strongly agreed that
their students should understand the desired outcomes of the
assessment (M= 3.96, SD= 91) and giving them immediate
feedback after completing the task (M= 3.80, SD= 1.1). The
teachers also regarded instructing the students how to do the
assessment task as very central among the implementation
practices that they actually implemented in their classroom
assessments (M=4.11, SD= .78). Completing the assessment
tasks within a specified time given to students and making
it clear how the tasks will be assessed by their teachers are
equally important for the teachers.

As indicated in the results related to implementation be-
liefs, the Libyan teachers pay special attention to the fact
that the assessments should be completed within a manage-
able time. They also believe that students should be support-
ed with feedback when they have a problem that hinders
their completion of the assessment task. In the same vein,
Rea-Dickins (2000) suggests that the implementation stage
should involve teachers’ provision of feedback during as-
sessment activity. In addition, the Libyan teachers’ beliefs
and practices were also in agreement with another related
implementation principle that is providing immediate feed-
back to the learners after their completion of the task.

The teachers also believed that making their students under-
stand the desired outcomes of the assessment tasks is crucial.
They also agreed that they considered this principle in their
assessment practices. Likewise, Rea-Dickins (2000) considers
this a very crucial principle in the learning-teaching process.

Beliefs Practices

Item M SD  Item M SD

1. Teachers should inform students on why they 4.04 0.90 1. Tinform the students on why they are 4.08  0.86
are being assessed. being assessed.

2. Teachers should explicitly instruct the students 4.07 0.86 2.1 explicitly instruct the students how todo ~ 4.11 0.78
on how to do the assessments (tasks). the assessments (tasks).

3. Students should understand the desired 3.96 0.91 3. Students understand the desired outcome 4.04  0.76
outcomes of the assessments (tasks). of the assessments (tasks).

4. Students should be supported when they have 4.09 0.84 4. Students are supported when they have a 4.09  0.71
a problem that hinders their completion of problem that hinders their completion of
assessments (tasks). assessments (tasks).

5. Teachers should give students immediate 3.80 1.1 5.1 give students immediate feedback after 3.89 098
feedback after they complete each assessment they complete each assessment (task).
(task).

6. Assessments (tasks) processes should 4.10 0.73 6. My assessment (tasks) processes are 4.08  0.77

be completed within a manageable time
considering the given context.

completed within a manageable time
considering the given context.

Key M <4.5: Strongly agree; M = 3.5-4.49: Agree; M = 2.5-3.49: Undecided; M = 1.5-2.49: Disagree; M > 1.49: Strongly disagree
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Finally, they also agreed with the principle that the students
should be instructed on how to perform the assessment tasks
successfully. Similarly, according to Shim (2009), the explic-
it instruction of how students should carry out the assessment
task should be a common feature in the assessment protocol.

Stage 3: Monitoring

We also analysed the teachers’ monitoring beliefs and prac-
tices. Table 4 presents the descriptive statistics results for the
teachers’ monitoring beliefs.

According to the table, the teachers agreed with almost
all the items related to monitoring beliefs and practices. The
highest mean scores were recorded for items 7 and 9 which
were related to making assessment a part of learning-teach-
ing and providing feedback for learners to help them im-
prove their skills, respectively. On the other hand, two of the
items about which the respondents were unsure were items 8
(sharing the findings of assessment with other teachers) and
11 (involving the parents in the process of assessment). With
the exception of these two items, the teachers seemed to
have a clear idea of the monitoring stage. According our re-
sults, the teachers’ beliefs and practices were primarily con-
cerned with two central monitoring principles: (a) the overall

Table 4: Monitoring Beliefs and Practices

feedback should enable students know how to improve their
performance and work in the classroom, and (b) classroom
assessment should be an integral part of the teaching and
learning process.

An interesting finding was that Libyan teachers do not
seem to be in favor of sharing their assessment practices with
other fellow teachers in the same school or involving parents
in their assessment practices. The reason could be that the
teachers worried about being ridiculed by their colleagues
who are more experienced than them (Shim, 2009). Libyan
teachers may perceive themselves as the absolute power or
authority in their work environment. According to Davison
(2004), the educational system of a school can be enhanced
when all the stake-holders are actively involved. This sug-
gests that further steps should be taken in the direction of
developing more ethical assessment in Libyan schools.

Furthermore, the results showed that the teachers tended
to support the principle that they should use assessment re-
sults to revise their teaching methodologies. This was equal-
ly demonstrated in their practices which suggests that they
were aware of these assessment principles which can have
positive washback effects on the learning-teaching process.
Overall, Libyan teachers seem to be more positive on the

Beliefs Practices
Item M SD  Item M SD
1. Teachers should construct a marking system as 4.10  0.73 1.1 construct a marking system as part of the 4.08 0.81
part of the whole assessment process. whole assessment process.
2. Marking criteria should be connected with 393 096 2. Marking criteria are connected with the 394 0.85
the aims of the assessment and the learner’s aims of the assessment and the learner’s
characteristics in a given context. characteristics in a given context.
3. Teachers should let students have detailed 3.87 1.05 3.1let students have detailed information 3.83 1.01
information about the marking criteria. about the marking criteria.
4. Teachers should mark the students’ performance 4.07 0.86 4.1 mark the students’ performance 419 0.72
consistently. consistently.
5. Teachers should use the results of assessments to 427 0.82 5.Iuse the results of assessments to revisemy ~ 4.13  0.75
revise their own teaching. teaching.
6. Teachers should not use the results of any 4.14  1.01 6.1 use the results of assessments positively 420 0.74
assessment negatively. not negatively.
7. Teachers should make assessments a part of the 432 075 7.1 make assessments a part of my teaching 427 0.72
teaching and learning process. and learning process.
8. Teachers should share the findings of assessments ~ 3.51  1.29 8. I share the findings of assessments with 349  1.18
with other teachers. other teachers.
9. The overall feedback should allow students to 4.40 0.79 9. The overall feedback enables students to 421 0.71
know how to improve their work and take their know how to improve their work and take
learning forward. their learning forward.
10. The whole process of assessment should 4.01  0.79 10. The whole process of assessment is 4.03 0.80
be consistent in terms of procedure and consistent in terms of procedure and
administration. administration.
11. The process of assessment should be supported 343 1.14 11. The process of my assessments is 340 1.13
by the involvement of students’ parents. supported by the involvement of the
students’ parents.
12. Teachers should monitor the misuse of the 3.81 093 12. I monitor the misuse of the overall 3.87 0.89

overall consequences of the assessment as a tool
of power.

consequences of the assessment as a tool
of power.

Key M <4.5: Strongly agree; M = 3.5-4.49: Agree; M = 2.5-3.49: Undecided; M = 1.5-2.49: Disagree; M > 1.49: Strongly disagree
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monitoring stage of classroom assessment than the other
stages.

Stage 4: Recording

In the recording stage, the teachers would indicate their
awareness of their administrative responsibilities when it
comes to recording and sharing their students’ progress in-
formation and the achievement scores. The analysis of the
teachers’ recording beliefs and practices was the final stage
of assessment that was investigated in the current study.
Table 5 indicates the mean and standard deviation values of
the teachers’ recording beliefs and practices.

As shown in the table, on average, the teachers agreed
with all of the items related to recording beliefs and practices.
The Libyan teachers show awareness of their responsibilities
in recording assessment results. To offer an example, as our
results show, the teachers are aware that they should report
the assessment results in a way that their students’ privacy
and well-being are not negatively affected. Among the items,
the one which obtained the lowest mean score was item 5.
Even though the teachers still agreed with the item, its mean
value (M=3.61, SD=1.05), particularly when the teachers’ as-
sessment practices are concerned, was close to the borderline
between ‘agree’ and ‘undecided’. This is understandable as it
does not sound really very practical for the teachers to come
up with a formal review of individual students’ achievements.

According to Shohamy (2001), the level and nature of
responsibility of teachers and/or assessment developers is
largely controversial. For instance, the level of teachers’ re-
sponsibilities is extremely different from that of language
assessment developers; the latter have broader responsibil-
ities that include social and political concerns. However,
Hamp-Lyons (1997) argues that classroom assessors should
understand the level of responsibilities that lies in their own
context and how these responsibilities should be consider-
ably under their control.

Table 5. Recording beliefs and practices

Relationships between the Beliefs and Practices

Before testing the correlations, normality analyses were run.
The results showed normal distributions for planning beliefs
and practices data. However, the data related to implemen-
tation, monitoring, and recording beliefs and practices were
not normally distributed. Therefore, Pearson Product Mo-
ment test was used for testing the correlation between plan-
ning data whereas Spearman Rho test was used for analysing
the data related to the other three stages. Table 6 presents the
results of correlations between beliefs and practices of the
teachers at each stage of assessment.

Based on Guilford’s (1973) Rule of Thumb, all these cor-
relation coefficients range between .4 and .7 which means
that they are all positively moderate correlations. Similarly,
the p-value in these correlation tests were smaller than alpha
at .001 level of significance. Therefore, it can be concluded
that all these correlations are statistically significant.

A considerable number of studies examined the relation
between beliefs and practices, but the general pattern of
evidence is still controversial. Some studies find teachers’
beliefs correlated with their classroom practices (Brown et
al., 2009; Calveric, 2010, Middleton, 2017), whereas others
find inconsistencies between teachers’ beliefs and practices
(Azis, 2015; Chew & Lee, 2013).

The results of the present study demonstrated that the
relationship between teachers’ beliefs and practices is sig-
nificantly moderate and positive in all stages of classroom
assessment. This was in line with Basturkmen, Loewen, and
Eliss’s (2004) view of how teachers’ assessment beliefs can
reflect their practices. According to Basturkmen et al. (2004),
the term teacher’s beliefs is used to refer to the knowledge,
ideas and thoughts that are outspoken by teachers of what
should be done, and the evaluations that are considered as
better to a certain case. This definition supports the positive
bond between teachers’ beliefs and practices in the present
study. The Libyan teachers’ beliefs were positively in a con-
siderable accord with their practices.

Beliefs Practices
Item M SD  Item M SD
1. Teachers should consider students’ rights as 4.19  0.85 1.1 consider students’ rights as assessment 4.11 .87
assessment takers; they must never be harmed takers; they are never harmed by the results.
by the results.
2. Teachers should be aware of their 442 0.69 2.1am aware of my responsibilities for the 4.33 75
responsibilities for the output of their output of my professional work.
professional work.
3. Local or nationwide report systems on the 4.01 0.77 3. Local or nationwide report systems on the 3.77 1.08
students’ progress and achievements should be students’ progress and achievements are
provided. provided.
4. Schools should develop their own report system  4.16  0.82 4. My school/schools develop their own 3.90 .90
of students’ progress and achievements. report system of students’ progress and
achievements.
5. A formal review of a student’s progress and 3.81 1.00 5. A formal review of a student’s progress 3.61 1.05

achievements should be reported to the local
education authority and the central government.

and achievements are reported to the
local education authority and the central
government.

Key M <4.5: Strongly agree; M = 3.5-4.49: Agree; M = 2.5-3.49: Undecided; M = 1.5-2.49: Disagree; M > 1.49: Strongly disagree
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Table 6. Relationships between planning beliefs and practices

Variables ro )/
Planning beliefs and practices .686" .000
Implementation beliefs and practices .595™
Monitoring beliefs and practices 616"
Recording beliefs and practices 5617

#%p< 01

The positive relationship between Libyan teachers’ be-
liefs and practices takes another issue with the theoretical
perspectives of the present study. According to the sociocul-
tural theory, the human activities and practices in a specif-
ic cultural context are a reflection of the beliefs and values
embraced by that culture. This suggests that one’s practic-
es are mediated by a cognition that is greatly dependent
upon the social context in which people work (Cross, 2010;
John-Steiner & Mahn, 1996).

The teachers in this study could have been influenced
by their ex-teachers or their colleagues working in the same
school context. According to Bullock (2012), teachers are
likely to behave like their past teachers. The apprenticeship
of observation equips pre-service teachers with precon-
ceptions of classroom practices (Lortie, 1975). Therefore,
teachers’ experience in their early school days can decide, in
part, the type of teacher they tend to be in the future (Bailey,
1996). It can be speculated that teachers’ beliefs of language
assessment were mostly a product of previous experience
that was carried onto their beliefs and practices.

CONCLUSION

This study explored Libyan School English teachers’ be-
liefs and practices in the four stages of assessment; name-
ly, planning, implementing, monitoring and recording. The
study also examined the relationship between these assess-
ment beliefs and practices. As the teachers reported in their
planning beliefs and practices, they were undecided whether
they should obtain the students and their parents’ informed
consent prior to administrating any assessment. This finding
points to the necessity of improving these teachers’ aware-
ness of ethical matters in assessment. The other area of con-
cern was recorded in the case of monitoring beliefs and prac-
tices. As our results indicated, the teachers also expressed
doubts regarding the issue of sharing the findings of their
assessment with colleagues and involving their students’
parents in the process of assessment. With the exception
of these aforesaid items, the teachers’ beliefs and practices
were acceptable and in line with the principles of assess-
ment. For instance, in the implementation stage, the teachers
agreed the fact that assessments should be completed within
a specific time, and that students should be supported with
feedback whenever they encountered a problem during the
assessment task. Furthermore, in the monitoring stage, we
found the teachers had a clear idea of the assessment results
and the other ethical considerations related to their use. Sim-
ilarly, in the recording stage, the teachers were well-aware
of the administrative responsibilities and students’ rights as
test takers. Our results also showed positive, moderate, and

significant correlations between their beliefs and practices
regarding the four stages of assessment.

It seems logical to conclude that the teachers’ beliefs and
practices have room for improvement when it comes to the
involvement of fellow teachers and students’ parents in the
assessment related affairs. The teachers did not seem to see
the need to send or receive an informed consent from stu-
dents’ parents prior to assessments. They also did not favor
sharing their assessment practices with other fellow teach-
ers in the same school or involving parents in the process of
their assessment. These findings have important implications
for the schools and Ministry of Education in Libya. In-ser-
vice workshops, talks, and informal training sessions seem
necessary and will raise these teachers consciousness on the
importance of these principles. The provision of assessment
training could help teachers improve the quality of their as-
sessment, and hence, enhance students’ achievements.

This paper is expected to serve as a useful reference not
only for those involved in English teaching and classroom
assessment, such as schoolteachers, head teachers, and stu-
dents, but also for the concerned stakeholders, students’ par-
ents, supervisors, administrators and policymakers. Under-
taking a wider research on the topic could help the concerned
administrators make informed decisions about the source of
these beliefs that may alter teachers’ assessment practices in
the Libyan schools. Libyan schools should be encouraged to
further make the teachers aware of the standards for effective
classroom assessment.

Despite its limitations, the present study provided some
useful understanding of the teachers’ beliefs and practices
of classroom assessment in Libyan schools. This could be a
steppingstone for the future studies in this field. Future large-
scale studies can be conducted in which English teachers are
recruited from both primary and secondary school levels to
compare their assessment beliefs and practices. The poten-
tial sources of their beliefs and how professional training
and courses on assessment can aid English teachers in their
assessment endeavors could also be investigated in future
research. The present study only relied on a quantitative re-
search approach; using mixed methods design can provide
richer insights into the problem.
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