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ABSTRACT:

This study explores the assessment practices of Libyan secondary school English teachers, focusing on their impact on teaching and learning. Using a mixed-
method approach, data were collected from 27 teachers through questionnaires to examine the types of tests used, training in assessment, and the washback effects
on pedagogy. The results indicate that achievement tests dominate, while formative assessments are inconsistently applied due to time constraints and limited
teacher training. The reliance on high-stakes exams often narrows the curriculum, prioritizing exam preparation over language acquisition. The study concludes
that diversifying assessment methods and enhancing teacher training are crucial to reducing negative washback and promoting more effective language education
in Libya.

Keywords: Assessment practices, Washback effect, Formative assessment ,Teacher training , High-stakes exam

Introduction:

Testing plays a central role in measuring student achievement and shaping instructional practices (Brown 2004; Hughes 2003). In Libya, as in many other
rapidly globalizing nations, testing and assessment are often used to determine student success, frequently influencing teaching methods that prioritize
exam preparation over broader language proficiency (McEwen 1995). The global shift towards English as a key language for communication has had
profound effects on how English is taught, tested, and learned in Libya. However, this study seeks to examine not just the current state of testing but also
its pedagogical impact, suggesting reforms that align with international best practices for English language education.

With the growing importance of English in Libya due to globalization, there is a shift towards using assessments that genuinely enhance language learning.
This study seeks to explore the testing and assessment practices of Libyan secondary school teachers, with particular attention to their washback effects
on teaching and learning. The primary research questions are: (1) What testing and assessment practices do Libyan secondary school teachers employ?
(2) How do these practices influence teaching and learning?

Previous work :

Teaching and Testing English in the Libyan Context:

English language proficiency has become increasingly important in Libya, driven by globalization and the demand for skilled professionals (GPCE,
2008). Despite reforms aimed at improving English instruction, challenges in testing and assessment persist, particularly due to a lack of teacher training
(Ramadan, 2010). The Libyan education system has adopted elements from the Singaporean model, emphasizing learner-centered methods over
traditional approaches (Jarbou, 2010). However, the emphasis on summative assessments often limits opportunities for more comprehensive language
acquisition.

General Features of Language Tests:

Language tests serve various purposes, from measuring proficiency to diagnosing students' strengths and weaknesses (Hughes, 2003; Brown, 2004). In
Libya, achievement tests dominate, shaping classroom practices and student outcomes (GPCE, 2009). Formative assessment, though recognized for its
value in providing feedback and improving learning (Black & Wiliam, 1998a), is underutilized due to time constraints and limited training (GPCE, 2009).
Recent studies emphasize the importance of aligning assessments with real-world language use to enhance their relevance (Bachman & Palmer, 2010).

Washback Effects on Teaching and Learning:

The washback effect, where tests influence teaching and learning, can be both positive and negative (Alderson & Wall, 1993). In Libya, the pressure to
perform well on exams often leads to a narrowing of the curriculum, focusing on test preparation rather than meaningful language use (Buck, 1988). To
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mitigate negative washback, assessments should be closely aligned with curriculum goals and encourage deeper engagement with the material (Cheng et
al., 2004). This paper aims to address the following questions , What testing and assessment practices do Libyan secondary school teachers employ? How
do these practices influence teaching and learning, particularly in terms of washback effects?

Methodology:

This study investigates the assessment practices of Libyan secondary school English teachers. The decision to use a mixed-method approach was
motivated by the need to capture both the quantitative prevalence of certain test types and the qualitative insights into teacher practices. SPSS was chosen
for its reliability in analyzing questionnaire data, ensuring a robust statistical foundation for the results. While the sample size of 27 teachers may seem
modest, it represents a diverse cross-section of Libyan educators, which enhances the study’s relevance.

Data Analysis:

The data were analyzed using SPSS, with responses coded to facilitate descriptive statistics. This approach, recommended by Muijs (2004), ensured the
reliability and validity of the findings. While primarily quantitative, the study acknowledges the limitations of this approach, suggesting that future
research could benefit from complementary qualitative methods (Gray, 2009).

Validity and Reliability:

The validity of the study was ensured through careful questionnaire design and piloting (Joppe, 2000). Reliability was enhanced by using standardized
data collection procedures and SPSS for analysis, following guidelines from Golafshani (2003) and Brumfit and Mitchell (1989).

Results

Data Analysis:

The participants had varying levels of teaching experience, with the majority having over five years of experience. This diversity provides a broad
perspective on assessment practices. A notable finding is that 77.8% of the teachers surveyed had not received formal training in testing and assessment.
This indicates a systemic issue in teacher preparation and highlights the urgent need for professional development programs that focus on both summative
and formative assessment strategies to improve student outcomes.

Types of Tests Used in Secondary Schools:

Achievement tests are the most commonly used assessments, reflecting a focus on evaluating students' progress and determining final grades (GPCE,
2009). Diagnostic tests are also used at the beginning of the academic year, but proficiency and placement tests are less prevalent, highlighting a need for
more balanced assessment approaches (Green & Weir, 2004).
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Fig (1) distribution of test types
Formative Assessments:

Formative assessments, such as quizzes and assignments, are used inconsistently due to time constraints and lack of training. This finding aligns with
Black and Wiliam’s (1998a) research on the challenges of implementing formative assessment in systems dominated by summative practices.
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Fig (2) Frequency of formative assessment methods
Training in Testing and Assessment:

A significant number of teachers reported a lack of formal training in testing and assessment, emphasizing the need for professional development
opportunities (Stiggins, 2001; Fulcher & Davidson, 2007) according to the table 1 below, none of the participants has previously studied testing and
assessments. In addition, most of surveyed teachers (77.8%) have never involved in testing and assessment training courses and only 22.2% join short
courses in testing and assessment.

Table 1 : have teachers study or train in testing and assessment

Yes Mo Short courses
Have you studied tests 0 27 | 100% 0
Have you taken training | & |22.2% | 21 77.8% & 22.2%
courses in testing

Feedback Practices:

Feedback varies across schools, with some teachers providing regular, detailed feedback, while others face barriers such as large class sizes (Brookhart,
1997). Most of the surveyed teachers (77.8%) provided feedback during classroom practices. However, the frequency of feedback varied: approximately
37% of teachers regularly provided feedback, 29.6% offered it infrequently, and 11.1% always emphasized the importance of feedback and consistently
provided it to their students, more than half of these teachers (40.7%) provided written feedback, while the remaining (37.1%) offered spoken feedback.
. The findings suggest that feedback is often limited, impacting students' ability to improve before final evaluations (Hattie & Timperley, 2007).
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the frequency of providing feedback
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Table 2 : which type of feedback teachers provide for students

Frequency Percent Valid Percent
Written 11 40.7 % 52.4%
Spoken 10 37.1% 47.6 %
Total 21 77.8% 100 %
Missing 6 222 %
Total 27 100 %
Table 3: correlation between teaching experience and type of feedback
Teaching experience Type of feedback
Teaching experience Spearman’s rho 1 0.492*
correlation 27 0.24
Sig. (2-tailed) 21
Type of feedback Spearman’s rho 0.492* 1
correlation 0.24 27
Sig. (2-tailed) 21

Role of Testing and Assessment:

Testing and assessment heavily influence instructional practices, often narrowing the curriculum to focus on exam preparation (Alderson & Wall, 1993).
This washback effect is particularly pronounced in Libya, where high-stakes exams drive both teaching and learning.

Positive and Negative Effects:

While assessments can motivate students and structure the educational process (Hughes, 2003), the emphasis on summative assessments can reduce
instructional quality, leading to a focus on rote memorization , Participants were asked six questions about the washback effects of tests on teaching and
learning in Libyan secondary schools. Table 4 shows that 55.5% agreed that teachers teach to the test, while 26% disagreed, and 18.5% were neutral.
Additionally, 74.1% agreed that teachers focus on certain topics to improve test performance. However, 59.2% disagreed that using previous tests is an
effective teaching strategy. Moreover, 55.5% rejected the idea that teaching is solely aimed at helping students pass exams. Notably, 88.9% believed that

tests influence learners, as they prefer to review samples before exams, and 92.6% agreed that students study for tests due to concerns about their
performance. (Cheng et al., 2004).
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The washback of assessment on teaching and learning:

Table 4 : correlation between teaching experience and type of feedback

Agree Neither Disagree
Response agree nor
SA= Strongly A= Agree disagree D= Disagree | SD= Strongly
Agree (SA) percent percent percent Disagree
percent percent
Teacher gives tasks and 74% 48.1% 11.2% 148 %
examples to prepare 18.5%
XAMPICS 10 prepar 55.5 % 26 %
learners for final exams
Teacher focuses on certain 22.2% 51.9%
topics that can promote 25.9%
learners to good 741 %
performance in tests
Previous tests used as a 18.5 % | 14.8 % 7.5% 25.9 % 33.3%
strategy of teaching 33.3% 59.2 %
Teacher purpose is enabling 37% | 222% | 185% | 222% | 333%
students to pass exams 25.9 % 55.5 %
Learners prefer to look at 48.1 % 40.7 % 11.1%
test sample before the
d 88.9 %
actual test
Learners worried about 63 % 29.6 % 7.4%
their achievement, so they
study for tests 926%

Washback Effects:

The washback in Libyan secondary schools is largely negative, driven by the focus on summative assessments. This limits opportunities for
comprehensive language learning and emphasizes test preparation over broader educational goals, a significant portion of the participants (59.2%)
indicated that tests positively impact how learners approach learning. Of these, 40.7% mentioned that the positive effects of tests outweigh the negative,
while 18.5% believed that tests have a completely positive effect on learning. On the other hand, 18.5% of participants felt that tests negatively influence
what learners learn, and 22.2% stated that tests have no impact at all on learners' learning. (Buck, 1988).

the nature of washback effects on the teaching and learning
process.
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Discussion :

The dominance of achievement tests in Libyan secondary schools reflects global trends, particularly in regions with high-stakes testing, such as East Asia
and the Middle East. However, in these regions, efforts have been made to mitigate the negative washback effects by incorporating more formative
assessments and diversifying test types. Libya could benefit from adopting similar strategies to balance the pressure of summative assessments with a
broader focus on language acquisition and student development (Black & Wiliam, 1998a).

Formative assessments, though valued by teachers, are inconsistently implemented due to systemic barriers such as time constraints and insufficient
training (Black & Wiliam, 1998a). The study highlights the need for professional development to integrate formative assessment more effectively into
daily teaching (Hattie & Timperley, 2007).

The variability in feedback practices across Libyan schools underscores the challenges teachers face in providing detailed, timely feedback. Brookhart
(1997) emphasizes that feedback is most effective when it is specific and actionable, yet systemic constraints often limit its impact in Libya.

Testing and assessment play a significant role in shaping instructional practices, often narrowing the curriculum to focus on test preparation (Alderson &
Wall, 1993). This is particularly true in high-stakes testing environments like Libya, where exams dictate both content and teaching methods (Buck,
1988).

The dual nature of testing's impact is evident in the findings: while assessments can provide structure and motivation, the emphasis on summative
evaluations can lead to rote learning at the expense of deeper language acquisition (Cheng et al., 2004). The negative washback observed in Libyan
schools is driven by the focus on summative assessments, which often prioritize exam preparation over broader educational objectives. To mitigate these
effects, assessments should be designed to encourage more comprehensive language learning and align with broader educational goals (Green, 2013).

Conclusion

Conclusion and Recommendations

This study highlights that summative assessments, particularly achievement tests, dominate the assessment practices in Libyan secondary schools (GPCE,
2009). The negative washback effects of these assessments on teaching and learning call for significant reforms. A more diversified approach to
assessment, incorporating formative assessments, enhanced teacher training, and reduced reliance on high-stakes testing, is essential for fostering a
supportive learning environment that aligns with global best practices in language education.

The findings emphasize the need for a balanced assessment approach that integrates both formative and summative assessments. This would create a
more holistic method for language learning, with formative assessments playing a critical role in influencing student progress and learning outcomes.
Effective feedback practices, as noted by Hattie and Timperley (2007), are key to supporting this shift and improving student engagement.

Recommendations
Diversify Assessment Practices: It is necessary to implement a range of assessment types, including formative, diagnostic, and proficiency tests, to better
capture students' language abilities and address individual learning needs (Knoch, 2009).

Enhance Teacher Training: Investing in professional development programs that focus on formative assessment techniques and feedback strategies is
crucial. Such training should reflect best practices in language education (Stiggins, 2001).

Promote Positive Washback: Assessment designs should encourage meaningful engagement with course materials, aligning closely with curriculum
goals. Practical assessments, such as oral exams and project-based tasks, can help mitigate the negative effects of high-stakes testing (Cheng et al., 2004;
Green, 2013).

Reduce High-Stakes Testing Pressure: Exploring the integration of continuous assessment methods throughout the academic year can reduce the focus
on final exams, thus lowering student anxiety and promoting a more supportive learning environment (Brown, 2004).

Implications for Pedagogy

The results suggest that adopting diversified assessment methods and improving feedback practices would benefit Libyan secondary school students by
encouraging a more well-rounded approach to language acquisition. Such changes are essential to shift the focus away from rote learning and towards
more meaningful language use in educational settings.

Directions for Future Research

Future research should focus on exploring the long-term effects of diversified assessment practices on student outcomes in Libya. Additionally, qualitative
studies investigating students' perspectives on current assessment practices would provide a deeper understanding of their impact on learning (Gray,
2009).

Final Remarks
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Aligning assessment practices with educational goals is fundamental to ensuring that students are evaluated effectively while supporting their overall
language development. By adopting more comprehensive and balanced strategies, Libyan educators can improve both the teaching process and student
learning outcomes.
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