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Abstract

This study aims at achieving two fundamental objectives:
(1) exploring the extent to which Moroccan EFL secondary
school teachers apply questioning, teacher feedback, peer-
assessment and self-assessment as forms of formative
assessment, and (2) identifying the micro and macro
challenges that render the effective utility of formative
assessment difficult. Despite the theoretical prominence of
formative assessment, it has not been adequately addressed
by research in Morocco. Therefore, exploring formative
assessment practices might lead to a great understanding
of what practices Moroccan EFL secondary school
teachers frequently draw on to assess learners formatively.
Following an explanatory sequential mixed-method design,
the present study has gathered data from 98 EFL secondary
school teachers using both questionnaires and semi-
structured interviews. The most important results reveal
that not all formative assessment practices are frequently
employed and that teachers experience a number of
contextual, institutional and pedagogical challenges.
The results obtained from this study are vital to different
stakeholders: practitioners, teacher trainers, decision
makers, researchers and teachers as well.
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INTRODUCTION

Problem Statement

Despite the existence of a huge body of experimental
evidence that recommends the use of formative assessment
, the latter is not being used, and instead there is a radical
emphasis on traditional assessment, namely summative
(Clark, 2012; Ghaicha, 2016; Ohlsen, 2007; Shumba &
Kuze, 2011; Volante & Beckett, 2011). Apparently, there
is a clear mismatch between research recommendations
and classroom assessment practices. Such mismatch is
obvious in the pedagogical inertia displayed by some
teachers (Clark, 2012).

Although summative assessments have successfully
been used as valid and reliable tools to measure students’
learning and overall achievements, current research
introduces strong evidence that the use of summative
tests leads to deleterious effects (Black &Wiliam, 1998b;
Harlen & Deakin, 2002; Harlen & Crick, 2003). This
issue is known in educational research as the backwash
effect (Bachman & Palmer, 1996; Bailey, 1999; Cheng,
1997; Hughes, 2003; Messick, 1996; Popham, 1987,
Shohamy, 2001; Wall & Anderson, 1993). Backwash, a
well-recognized phenomenon among teachers, educators
and researchers, refers to “the direct impact of testing on
individuals and it is widely assumed to exist” (Bachman
& Palmer, 1996, p. 30).

Summative assessments were found to affect students’
self-esteem and motivation for learning (Black &Wiliam,
1998b; Black et al., 2003; Harlen & Deakin, 2002; Harlen
& Crick, 2003). Motivation for learning is defined as “the
will to learn and the desire to maintain this will” (Johnston,
1996 as cited in Harlen & Deakin, 2002, p. 11). The will
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to learn is related to the degree to which the student is
ready to invest some effort into the learning process.
Black &Wiliam (1998b) stated that

If students are given only grades or marks, they do not benefit
from feedback. The worst scenario is one in which some
students who get low marks this time, also got low mark last
time and come to expect to get low marks next time. This cycle
of repeated failure becomes part of shared belief between such
students and their teachers (p. 144).

Summative assessments do not support students’
learning (Black & Wiliam, 1998a). Students do not
receive supportive, meaningful and precise feedback that
helps them close the gap between what they understand
and what they do not. Black et al. (2004) stated that “a
numerical score or a grade does not tell students how to
improve their work, so an opportunity to enhance learning
is lost” (p. 13). Despite the fact that some teachers invest
the results of their summative assessment formatively to
a certain level, it actually does not often work. Black &
Wiliam (1998b) stated that “for formative purposes, a test
at the end of a unit or a teaching module is pointless. It
is too late to work with the results” (p. 145). Summative
assessments were found to encourage superficial learning
(Black & Wiliam, 1998b, p.145) as well. Since such
assessments are primarily designed to provide measurable
results about expected learnings, students would develop
the idea that obtaining the grade is really what matters
regardless the means. Deep learning and understanding
are no longer the motives.

Despite the continuous calls to swing the pendulum
towards a leaner-centered approach in assessment, a
remarkable number of educational institutions have not
overwhelmingly responded to such calls. Gardner’s
(1993) Multiple Intelligences Theory, that has informed
educational practice for several decades, assumes that
human beings are hard wired with a broad range of
cognitive abilities (intelligences); implying that there is
a variation among learners with respect to knowledge
construction. Therefore, instructional and assessment
practice must be designed in a way that accommodates
all the individual differences. Yet, the current assessment
practices enormously depend on norm-referenced
tests that incorporate only the linguistic and logical
mathematical intelligences (Black, 2000; Ochanji, 2000).

RATIONALE

The current study on formative assessment practices is,
as a matter of fact, driven by personal and theoretical
considerations. The personal considerations include the
personal experiences that we managed to collect as EFL
practitioners as teachers and graduate students who have
been concerned with observing, discussing, and reflecting
on issues of assessment within different EFL contexts and
across diverse levels of education. It is too uncontested
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that educational assessment is no longer at the pram.
It has recently come to be a very important component
of teaching and learning. What is more is that a lot of
books, theses, articles, conferences and seminars have
tackled issues relevant to assessment (Black & Wiliam,
1998a; Black & Wiliam, 1998b; Black et al., 2004;
Black & Wiliam, 2005; Buck & Amy, 2009; Brookhart,
2013) ; Clark, 2012; Forbes, 2007; Frey & Douglas,
2007; Frey & Douglas, 2011; Herman et al., 2010; Irons,
2008; Hernandez, 2012. This fostered our obsession and
motivation to investigate such a virgin and promising
area. In addition to this, most research on the effects of
formative assessment acknowledges that it is very useful
to students’ learning and should occur as frequently as
possible. Therefore, there is an overly insistent need to
examine the current state of formative assessment in the
Moroccan context.

The theoretical considerations are two-fold. The first
consideration is to fill a gap in assessment literature
(Volante & Beckett, 2011). Despite the substantial
amount of evidence that indicates the positive effects
accompanied with the ongoing use of formative
assessment on instruction and learning, a scant amount
of studies addresses teachers’ classroom practices of
assessment. The second consideration is to extend the
range of the challenges that impede formative assessment
practices. The literature exhibits a limited number of
problems that restrain the use of formative assessment,
which propels our minds and intellectual wisdom to
uncover other obstacles and contribute to the existing
literature. Exploring the major restrictions and limitations
of formative assessment can ultimately help both teachers
and practitioners to develop solid solutions and promising
alternatives to easily and successfully put formative
assessment into classroom practice.

1. LITERATURE REVIEW

1.1 The Effect of Formative Assessment

A plethora of research have been highly pre-occupied with
formative assessment (Black & Wiliam, 1998, Black &
Wiliam, 2004; Buck &Trauth-Nare, 2009; Crooks, 1988;
Dayal & Lingam, 2015; Hernandez, 2012; Ruiz-Primo &
Furtak, 2006; Volante & Beckett, 2011;Wheatley et al.,
2015). Now, more than ever, there is strong evidence of
the effectiveness of formative assessment to support and
improve teaching and learning. Landmark studies such as
those of Crooks’ (1988), Black & Wiliam’s meta-analyses
(1998b), and Black et al., (2004) have presented such
evidence.

Crooks (1988) in a meta-analysis of studies on
classroom evaluation practices summarized results from
14 specific fields of research. Crooks (1988) indicated
that classroom evaluation practices affect the learners’
judgments of what is crucial to learn, self-perception,



competence, decision making and motivation. Black &
Wiliam’s (1998b), in their comprehensive and highly
acknowledged work on formative assessment, where
they examined 700 articles on formative assessment ,
is considered to be the most influential in educational
assessment. They arrived at an important conclusion that
“improved formative assessment helps low-achievers
more than other students and so reduces the range of
achievement while raising achievement overall” (p.141).
The results of such studies reported a typical effect size
between .04 and .07. Black & Wiliam (1998b) pointed out
that such effect sizes are larger than most effect sizes for
educational interventions.

In addition to this, Black et al. (2004) set up the
Kings Medway-Oxford shire formative assessment
project (KMOFAP), where they employed professional
development (PD) at six schools in the UK. Black et al.
(2004) stated that “we set up our main findings about
classroom work under four headings: questioning,
teacher feedback, self-assessment and peer assessment”
(p.14). The study revealed firm evidence that improving
formative assessment practices has a positive effect on
raising learners’ achievements.

1.2 Teacher Feedback

Teacher feedback is considered one of the core strategies
of formative assessment (Black et al., 2004, p. 42). The
effect of feedback on teaching and learning has been,
for quite a long time, of a huge interest to educational
researchers (Chan & Lam, 2010; Muralidharam &
Venkatesh, 2010; Stevens & Aleamoni, 1985).

Research provides powerful experiment-based
evidence that feedback affects learners’ self-efficacy,
learning, teaching and motivation to learn. Chan & Lam
(2010) examined the effects of formative and summative
feedback on 79 students’ self-efficacy. The results showed
that students in both groups experienced a decrease in
self-efficacy from test 1 to test 2. However, the group that
was given summative feedback displayed a large decrease
in self-efficacy than the group that was given formative
feedback. Feedback, as a matter of fact, is useful to
learners as well as teachers. From a longitudinal quasi-
experimental, Stevens & Aleamoni (1985) showed that
feedback improves instructional practice and students’
achievement.

Along with the experimental evidence, research
provides qualitative account on how feedback is being
practiced in educational institutions. Volante & Beckett
(2011) qualitatively studied 20 teachers from two school
districts in Ontario, Canada. The major results showed
that teachers draw on feedback without grades. The
majority of teachers (70%) claimed that when feedback is
given without the grade, learners focus on improvement.

From a large scale study that followed a mixed-
method design, Hernandez (2012) studied the views and
practices of formative assessment in higher education.

Abdallah Ghaicha; Youssef Oufela (2021).
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Hernandez (2012) examined undergraduate students
of Hispanic studies, academics and heads of subject in
seven universities in the republic of Ireland. The findings
showed that students are given feedback and the grade.
Some students claimed that the grade is a motivator and
encourages them to learn while others criticized this
procedure. Some academics claimed that the giving of
feedback is very useful to students learning. It is very
demanding, though.

In another similar study that employed multiple data
collection techniques, surveys, semi-structured interviews,
field observation, and documents analysis, Bagley (2008)
found that high school teachers (N=180) use narrative
evaluations (detailed written feedback) for summative
purposes. The results indicated that students perceived
narrative evaluations to be more stressful than grades; yet,
more helpful in terms of giving descriptions on students’
performance.

Questioning as a Formative Assessment Strategy
Questioning is considered a technique of formative
assessment that is used on a regular basis. It refers to the
range of questions that promote formative discourse in the
classroom. It has been an important issue in the last few
decades. A considerable amount of research has targeted
the nature and types of questions teachers ask during
classroom sessions. Two essential aspects have been the
focus of research: the wait-time after asking a question
and the type of questions that are asked (Cho et al., 2012;
Gall, 1970).

Research showed evidence on the effect of questioning
on students’ writing skills and understanding (Etimadzadeh
et al., 2013). Bobby et al. (2007) found that prior
formulated questions improve students’ understanding
of the topic. Lucking (1976) showed that the nature of
teachers’ questions has a significant effect on the way
learners respond to literature.

Along with the experimental evidence on the use of
questioning, research has also been interested in how
questioning is being practiced in the classroom. Over the
last thirty years, Hoetker & Ahlbrand (1969) inspired
further research to investigate the teaching practices of
secondary school. They reviewed studies from 1960s to
1980s as regards students-teacher interaction patterns.
In their review, they observed that teachers asked a very
large number of questions without allowing enough wait-
time for students to reflect and think about the answer.
They pointed out that such teacher authority and control
show that teachers are doing almost most of the work and
little effort is put into the process of developing students’
thinking skills.

One year later and in a quite similar approach, Gall
(1970) studied an important aspect of questioning
technique. She reviewed research on questions that are
asked during classroom discussions and distinguished
between two kinds of questions: questions that recall
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facts and questions that promote critical thinking. From
the review of research, she discovered that two thirds of
teachers’ questions recalled just facts and knowledge.
Hoetker & Ahlbrand (1969) also indicated teachers also
initiated questions that called for short facts and students’
main task was to produce very short answers.

In the KMOFAP, Black et al. (2004) found that
teachers wait less than a second and then, if no answer
is given, ask another question or answer the question
themselves. They concluded that the consequence of such
wait-time is that the only questions that work are those
that can be answered quickly; that is, questions recalling
for memorized formative facts. As a result, the dialogue is
at a superficial level.

In one of the most comprehensive studies that
targeted questioning, Chu et al. (2012) studied faculty
teachers’ (n=33) perceptions and practices of questioning
technique. They concluded that questioning is perceived
to be effective. They revealed that teachers ask open
questions (66.7%) more than closed questions. With
regard to wait-time, they reported that teachers wait only
2.5 seconds after asking questions. In comparison with
the recommended wait-time (at least more than 4 seconds
as mentioned by Moss & Brookhart, 2009), this is not
enough.

1.3 Peer-Assessment

Research on peer assessment basically seems to
concentrate on two dimensions: the first focuses on
attitudes towards and perceptions of peer assessment;
whereas, the second focuses on the effect of peer
assessment on teaching and learning.

The effects of peer assessment that research documents
are numerous. It allows learners to receive an extensive
amount of feedback that in terms of time and effort cannot
be given teachers (Janssen & Fernandez, 2012; Irons,
2008). It, too, manages the workload and provides learners
constructive timely feedback (Iron, 2008). It increases
student-student interaction and can be used to enhance
learners’ understanding about other students’ ideas
during the learning experience (Butler & Hodge, 2001 as
cited in Wen & Tsai, 2006, p.27). It enables learners to
develop constructs such as: conflict resolution, leadership,
teamwork. It teaches them how to accept others’ criticism
and build their cognitive and social skills (Organization
for Economic Co-operation and development, 2005).

1.4 Self-Assessment

Researchers, now more than any time, introduce self-
assessment by students (Andrade, Du, & Mysek, 2010;
Boud & McDonald, 2003; Goodrich, 1997; Hogaboam &
Rolheiser, 2002; Ross & Starling, 2008). Self-assessment
is perceived to be useful and important to learning (Boud,
1989; Boud & McDonald, 2003; McDonald, 2007). It has
been shown that self-assessment helps learners to develop
various skills. self-assessment allows learners to do some
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of the work for themselves and teach them how to assume
responsibility (Black &Wiliam, 1998b). It is also one
of the most important elements that enable learners to
develop skills of learning to learn (Overhard & Murphy,
2015). It helps learners become self-regulated and life-
long learners (Boud, 1989; Boud & McDonald, 2003). It
contributes to self-efficacy, because it learners a means by
which they accomplish goals through the observation and
interpretation of their performance (Ross, Hogaboam &
Rolheiser, 2002).

1.5 Challenges of Incorporating Formative
Assessment

Despite the fact that there is a substantial body of
empirical research on the effects of Formative assessment
practices on learning and achievement, the successful
implementation of formative assessment policy by
teachers in classrooms is still constrained by several
factors, formative assessment has not been adopted widely
in classroom (Black &Wiliam, 1998). A general look at
the literature, one can spot several problems that inhibit
classroom formative assessment s. These problems relate
to the learner, the teacher, and the learning context. The
formative assessment practices seem to be constrained by
the following major factors: (1) the inability of learners to
understand the assessment criteria (Irons, 2008; Fontana
& Fernandez, 1994), (2) out-of-class commitments
(Irons, 2008; Feldman & Beatty, 2012), (3) teachers’
understanding of assessment (Brown, 2004; Forbes, 2007,
Shumba & Kuze, 2011), (4) inadequate teachers’ training
(Stiggins, 2006; Shumba&Kuze, 2011), time allocated
to assessments (Irons, 2008; Ofsted, 2008; Feldman &
Beatty, 2012), and inactive school culture (Black et al.,
2004; Black & Wiliam, 2005).

The proliferation of the literature on the use of
formative assessment ensures the existence of a huge
body of experimental evidence that recommends its use;
yet, the latter is not being used to a justified level. Instead,
there is a radical emphasis on summative assessment as
the most commonly traditional approach of testing student
learning (Clark, 2012; Ghaicha, 2016; Kuze & Shumba,
2011; Ohlsen, 2007; Volante & Beckett, 2011). Seemingly,
there is a conspicuous mismatch between research and
classroom assessment practices.

Although summative assessments have successfully
been used as valid and reliable tools to measure students’
learning and overall achievements, current research
introduces strong evidence that the sole use of summative
testing leads to a damaging effect (Black & Wiliam,
1998b; Harlen & Deakin, 2002). Educational research
labels this issue as backwash effect (Bachman & Palmer,
1996; Bailey, 1999; Cheng, 1997; Messick, 1996;
Popham, 1987; Wall & Anderson, 1993).

Although the continuous calls to swing the pendulum
towards a learner-centered approach in assessment, a
remarkable number of educational institutions have not



overwhelmingly responded to such calls. Gardner’s
(1993) multiple intelligences theory, which has informed
educational practice for several decades, assumes that
human beings are hard wired with a broad range of
cognitive abilities. The vast implication of Gardner’s
theory is that there is a variation among learners with
respect to learning and knowledge construction. Therefore,
instructional and assessment practices must be designed
in a way that accommodate and cater for individual
differences among learners. Yet, the current assessment
practices enormously depend on norm-referenced and
summative testing that incorporates only the linguistic and
mathematical intelligences (Black, 2000; Ochanji, 2000).

The current article reports on a mixed method study
which is conducted to investigate the extent to which
Moroccan high school EFL teachers draw on formative
assessment strategies and the major challenges that
impede such practices. The study aims at (a) identifying
the extent to which the teachers implement formative
assessment practices such as questioning, teacher
feedback, peer assessment, and self-assessment.

2. THE CONTEXT OF THE STUDY

A well-acknowledged reality is that teaching English
language is very challenging to non-native speakers due
to the relatively limited exposure to English in a foreign
language context. Yet, research has continuously shown
that feedback and scaffolding render the task of instructors
quite easy as this helps learners to improve their leanings
in a variety of ways. In Morocco, however, the learning
and the teaching conditions make the job of teachers
very hard. The use of formative assessment activities is
critical to pave the way for learners. Given its importance,
the investigation of formative assessment in Moroccan
context is very important.

3. RESEARCH OBJECTIVES

The main objective of the study is to investigate the use of
formative assessment practices in the Moroccan context.
The first objective of the study is to determine the extent
to which Moroccan EFL high school teachers implement
Formative assessment practices such as questioning,
teacher feedback, self-assessment, and peer assessment:
classroom assessment practices developed in the KMOFP.
The second objective is to identify the major challenges
that hinder the successful pedagogical implementation of
formative assessment practices.

4. RESEARCH QUESTIONS

The choice of research questions (RQs) instead of
research hypotheses is driven by the investigatory nature
of the current issue. The study seeks to answer two main
questions.

Abdallah Ghaicha; Youssef Oufela (2021).
Canadian Social Science, 17(1), 1-15

RQ 1: To what extent do Moroccan EFL high school
teachers implement formative assessment practices such
as questioning, teacher feedback, peer assessment, and
self-assessment?

RQ 2: What are the major challenges that impede such
practices?

5. METHODOLOGY

5.1 Research Design

This study adopted the explanatory sequential mixed
method design. According to Creswell & Clark (2011),
a mixed method design is a procedure for collecting,
analyzing and “mixing” both quantitative and qualitative
methods in a single study to understand a research
problem (as cited in Creswell, 2012, p.532). An
explanatory sequential mixed method design basically
requires collecting quantitative and qualitative data
orderly in two phases with one form of data collection
preceding and informing the other (Creswell, 2012).

The adoption of a mixed method design is in fact
justified by three main considerations. Firstly, to arrive
at a better and microscopic understanding of a certain
research problem and to satisfactorily answer particular
research questions, it is quite necessary to combine both
qualitative and quantitative data. Secondly, such design
allows for the possibility to analyze data qualitatively
and quantitatively (Creswell, 2012). On the one hand,
the researcher can easily obtain numbers and percentages
that can be statistically analyzed, tabulated and which
can describe the frequency and occurrence of formative
assessment practices and challenges of a large group
of participants. On the other hand, the researcher can
obtain words and themes elicited from interviews as well
as different perspectives, which can ultimately be used
to provide a complex picture of the issue. Thirdly, the
researcher strongly believes that the nature of the topic
being undertaken necessarily requires employing a mixed
method design. This is because one single type of research
would not fairly be ample to address the current research
problem and answer the research questions.

5.2 Context of the Study
5.3 Participants

5.3.1 Population or Sample Description

The total number of participants in this study is 98
Moroccan EFL teachers from Agadir region, the South
of Morocco; 92 were given a questionnaire, 15 were
interviewed. Nine of them have already been given
a questionnaire. The number of male teachers is 76
representing almost 78% of the total number, and the
number of female teachers is 22 representing 22%. They
all vary in their teaching experiences as can be seen in
Table 1. As it is clearly displayed, the maximum year
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of teaching experience is 17 while the minimum is 1
year. There are 10 teachers with one year of experience,
representing approximately 11%. While, there is only one
teacher with 17 years of experience. The mean teaching
experience of participants is 6.66 years and the median
age is 6 years. Since these values for the mean and the
median are very closely similar, this shows that the data is
not skewed towards one end of the scale.

Table 1
Statistics of teaching experience
Valid 98
Mean 6.66
Median 6.00
Mode 8
Minimum 1
Maximum | 17

With respect to the process of selecting participants,
a mixture of snow-ball and purposive sampling has been
used. According to Creswell (2012), Snowball sampling
requires the researcher to ask participants to identify others
to become members of the sample. The implementation
of such approach to sampling was influenced by so
many factors. Among them are the characteristics and
the availability of the target population. The researcher’s
limited access to a large number of participants imposed
to purposively identify 30 participants and ask them to
hand in/send the questionnaire to others whom they know
and believe they are willing to co-operate.

The selection of participants for semi-structured
interviews was based on purposive sampling. According
to Creswell (2012), the criterion for choosing purposive
sampling is based on the belief that participants are
information rich. The researcher purposefully selected 15
participants who have an average teaching experience and
which he believed can allow for a great learning about and
understanding of the issue being studied.

5.4 Data Collection: Instrumentation and Procedure
5.4.1 Instrument

5.4.1.1 Questionnaire
As mentioned previously, the overall aim of this study
is to bring to light the classroom formative assessment
practices being currently undertaken by Moroccan EFL
teachers and to identify the major challenges that impede
such practices. This was achieved by administering a
questionnaire which specifically aimed at obtaining
some facts from each participant’s practical perspective
with respect to their formative assessment practices and
challenges. Denscombe (2003) stated that “information
from a questionnaire tends to fall into two broad
categories — facts and opinions” (p.146).

The questionnaire, in this study, was deliberately
adopted for multiple practical considerations. Firstly,
previous research on teachers’ formative assessment
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practices involved questionnaire (Bagley, 2008;
Hernandez, 2012; Kuze & Shumba, 2011; Wheatley,
2015). Secondly, it can be used with large numbers of
subjects, and it can obtain information that is relatively
easy to tabulate and analyze (Richards, 2011; Vanderstoep
& Johnston, 2009). Thirdly, besides the easiness of
coding data statistically, a questionnaire “tends to be more
reliable because it is anonymous, it encourages greater
honesty, it is economical in terms of time and money, and
there is the possibility that it may be mailed” (Cohen et
al., 2000, p.269).

The questionnaire subsumed five sections. It also
comprised two types of questions: twenty six closed
questions and one open-ended question (Appendix
1). In closed questions, five possible answers were
suggested and participants had to choose one single
answer. Such questions were employed to collect data
about participants’ formative assessment practices and
challenges. In open-ended questions, participants had to
answer one question in an unstructured manner. Such a
question was employed to assist the researcher obtain
spontaneous in-depth information. Denscombe (2003)
stated that “open-ended questions are advantageous since
the information encapsulated in the responses is more
likely to reflect the richness and the complexity of views
held by respondents” (p.156).

It is worth-mentioning that the design of the questions
in both questionnaire and semi-structured interview
was closely related to the findings of the literature on
formative assessment. Some questions regarding the use
of formative assessment practices were drafted based on
practices identified by Black et al. (2004) and Volante &
Beckett (2011). Questions regarding the challenges that
encounter teachers were developed based on the study of
Lee, Feldman & Beatty (2012). It is also worth noting that
the design and the structure of Likert scale questions on the
questionnaire were based on Lee, Feldman & Beatty (2012).

5.4.1.2 Semi- Structured Interview
In order to fully understand Moroccan EFL teachers’
formative assessment practices and challenges, a semi-
structured interview was conducted with 15 participants
(9 of them have already been given the questionnaire).
According to Kothari (2004), a semi-structured interview
is different from structured and unstructured interviews.
In structured interview, “the researcher follows a rigid
procedure laid down, asking questions in a prescribed
form” (p. 98). In unstructured interview, “the researcher is
characterized by a flexibility of approach to questioning
and the interviewer is allowed great freedom to ask” (p.
98). Semi-structured interview is neither structured nor
unstructured and it is more flexible. The semi-structured
interview enabled the researcher to gather in-depth
understanding of teachers’ formative assessment and
expanded the range of challenges.

The semi-structured interview was selected, since a



completely structured interview may have been overly
confining to gather in-depth qualitative information.
Addedly, an entirely unstructured interview might not
have been able to yield the desired data because it might
have led to the loss of focus (Kothari, 2004). Therefore,
the semi-structured was employed because of the belief
that it is very flexible and that the researcher can control
the flow of the interview to eventually support and inform
data that the questionnaire already produced.

The fifteen semi-structured interviews took
approximately 19 minutes each. In each interview,
participants were asked a range of general open-ended
questions that were written down on the interview
protocol (Appendix 2), and which were related to their
formative assessment practices and challenges, as well as
more specific questions related to specific details about
implementing each formative assessment practice. Sample
questions included:

Does the need to finish the curriculum restrict your
formative assessment practices? If yes, can you elaborate?

Are students motivated during formative assessment
activities?

As a teacher, how would you describe school culture?

5.4.1.3 Validity of the Instrument and Piloting the
Instrument

Denscombe (2003) stated that detailing is highly required
to design an effective questionnaire. If the questionnaire
is not adequately designed, there is a huge possibility
that the internal validity is likely to be affected. Creswell
(2012) pointed out that ambiguity and imprecision
in a questionnaire design might lead to a remarkable
misinterpretation or result in various interpretations by
participants. Subsequently, the questionnaire no longer
measures what is designed to measure.

To maximize internal validity, the researcher piloted
the questionnaire prior to its distribution. The goal was to
intentionally assure the appropriateness and clarity of the
items, and to spot out potential problems that might have
threatened the validity of data. The researcher deliberately
chose five participants to fill in the questionnaire.
Participants who were piloted expressed their concerns
about certain unclear acronyms that were used in the
questionnaire, simply because they were not mentioned
in the questionnaire. Some questions were reported to
be comprehensive, ambiguous and vague. Participants’
feedback allowed clarifying certain statements, organizing
and ordering some of the closed questions, and discarding
some questions. Some of the expressions were further
modified and re-written.

Based on their feedback and suggestions, several items
were paraphrased, re-written or replaced with meaningful
ones. Examples of the items that have been modified are
presented below:

FA was re-written as formative assessment.

Abdallah Ghaicha; Youssef Oufela (2021).
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FAPs was re-written as formative assessment practices.

How often do you employ formative feedback? was re-
written into five other detailed statements. Each statement
is followed by five suggestions (always, often, sometimes,
rarely, and never). Examples of such statements are: 1
...... provide students with feedback, I..... provide clear
feedback, I....... provide timely feedback, I ....... provide
specific feedback, I...... allow students to dialogue after
the provision of feedback.

As regards administering the questionnaire, the
researcher employed three approaches to deliver the
questionnaire to the participants. The first approach
involved the researcher, himself, personally handing over
a hard copy to the available participants to fill it in and
receive it as soon as they finished. The second approach
involved the researcher sending a Google drive soft copy
via G-mail to the participants who have shown consent
to collaborate but were distant in the instant of collecting
data. The third approach involved the researcher asking
some participants to submit the questionnaire to others in
person.

5.5 Data Analysis: Measures and Procedure

Since the study was grounded on mixed method design,
the process of analyzing data followed two different
approaches: qualitative and quantitative. The open-ended
questions in the questionnaire and the interview questions
were analyzed qualitatively, whilst the closed questions in
the questionnaire were analyzed quantitatively.

5.5.1 Questionnaire Analysis

Provided the descriptive nature of the current study
and the kind of data collected, it is very obvious that
the analysis of data will entirely depend on frequencies
and percentages. Closed questions in the questionnaire
were analyzed using the most widely available statistical
software, SPSS. The first step in the analysis was coding
the data. Each closed question represented a variable and
each variable had a couple of items. Next in order, items
were assigned a numerical value. For instance: (Always
= 5, often = 4, sometimes = 3. Public = 1, individual = 2,
written as 1, oral as 2, weaknesses = 1, strengths = 2, both
= 3, not a barrier = 1, small barrier = 2, moderate barrier
= 3, large barrier = 4). A database was set and data were
entered.

Some data were analyzed using percentages and
measures of central tendency to fully describe participants
and represent variations among them in terms of gender
and teaching experience, while other data were analyzed
using descriptive statistics such as cross-tabulation and
frequencies. The researcher chose both tables and graphs
to visually represent the findings. Some of the data were
presented in figures so that the trends could be seen
more easily. Some data were presented in tables for easy
comparisons.

Copyright © Canadian Academy of Oriental and Occidental Culture



Moroccan EFL Secondary School Teachers’ Current
Practices and Challenges of Formative Assessment

5.5.2 Interview Analysis

The fifteen semi-structured interviews that were
previously conducted during the data collection phase
yielded a huge amount of qualitative information.
Although it was time consuming, the researcher himself
chose to transcribe the recorded material to be au
formative assessment it with the interviews. The analysis
of such information orderly followed four inter-related
steps that were recommended by Creswell (2012).

The first step was preparing and organizing the data.
This step involved storing and ordering the recorded
materials by amount. Next in order, each individual
material was transcribed into text data. Each material
yielded a certain number of pages. The second step was
exploring and coding the data. This step involved reading
the whole materials several times so as to make a general
sense of it. On the margins and the sides of each material,
concepts and short phrases were written. After this, each
material was coded. This involved the use of labels to
describe parts of the material (sentences and paragraphs).

The third step was coding the data. This step involved
the use of codes to build and develop themes that represent
larger meanings. Subsequently, themes were reduced and
organized. The fourth step was representing and reporting
the data. This step involved creating a table to visually
represent the major findings of the interview. A narrative
discussion was followed that summarized, in details, the
major findings from data analysis. The representation of
data was supported by quotes mentioned by participants.

Table 2
Gender feedback provision Cross-tabulation

6. RESULTS AND DISCUSSION

The results of the study show how Moroccan high school
EFL teachers understood Formative assessment practices
and the extent to which they applied them. The results are
presented and discussed in accordance with the research
questions. This section presents the major results and each
question is followed by a discussion.

RQ 1: To what extent do Moroccan EFL high school
teachers implement formative assessment practices such
as questioning, teacher feedback, peer assessment, and
self-assessment?

With respect to the frequency of teacher feedback, the
analysis of data has revealed that the majority of teachers
are committed to provide feedback. 50 participants
reported that they always provide feedback to students.
Eighteen participants reported that they often give
feedback. Eighteen participants reported to sometimes
give feedback. However, only 6 participants reported that
they seldom provide feedback.

With regard to the provision of specific and clear
feedback, the analysis of data has showed that the vast
majority of teachers are committed to provide clear and
specific feedback. From Table 2, one can clearly notice
that 79.3% of them reported they always provide specific
feedback to learners. One can also observe that 88% of
teachers do give clear feedback.

Feedback provision

Total
Never Seldom Sometimes Often Always o
F 0 4 16 12 38 70
Male
Gender % 0% 67% 89 % 67% 76% 76 %
F 0 2 2 6 12 22
Female
% 0% 33% 11 % 33% 24 % 24%
F 0 6 18 18 50 92
Total 9
oral v 100% 100 % 100 % 100% 100% 100%
Table3 . As far as the timing of feedback is concerned, the
The provision of specific and clear feedback analysis of data has showed an obvious disinclination of
The provision of specific feedback teachers to provide immediate feedback to students when
Frequency Percentage they are assessed. As graph 1 clearly shows, 33% reported
Never 3 3.3% to often provide immediate feedback. Only 17% of
Sometimes 14 15.2% teachers are always committed to give feedback. It is also
Often 2 220, obvious that the majority of teachers (approximately 43%)
Always 73 79.3% reported that they sometimes provide timely feedback
Total 9 100% to learners that obviously indicate that feedback is being
The provision of clear feedback given but not as .tlmely as rfl:qulred.. . R
Feedback might be delivered in public or individual
Frequency Percentage . .
forms, which is always dependent on teachers and the
Never 3 3% . . .
Often X 9%, circumstances in which they teach. Graph 2 shows the
OD way teachers choose to deliver feedback to students. As
Always 81 88% apparent, teachers tend to give public feedback more than
Total 92 100%
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deliver feedback publicly to learners while approximately
35% deliver it individually.

mNever
m3eldom

@ Sometimes
m0ften
mAlvays

Figure 1
The provision of timely feedback

ndividual

3%

Figure 2
The percentage of the provision of public and
individual

Table 4
The percentage of asking open-ended questions and
giving wait-time

Asking open-ended Waiting for  Giving
questions hands up  wait-time
Always 63% 35% 34%
Often 18.5% 42% 58%
Sometimes 18.5% 16% 10%
Seldom 0% 7% 0%
Never 0% 0% 0%

Questioning, as mentioned before, incorporates both
asking closed and open-ended questions and requires
extended-wait time. It has been found that the majority of
teachers (almost 63%) always ask open-ended questions.
Yet, when it comes to extended wait-time, the majority of
teachers do not give students adequate time to think and
discuss. It is clear that while 34% reported to always give
wait-time, 35% just wait for hands up.

Table 5§
The percentage of peer-assessment implementation

The use Assuring students’ Using rubrics
of Peer involvement in in Peer
Assessment  Peer Assessment Assessment

Always 29% 50% 59%
Often 25% 33% 33%
Sometimes 33% 13% 5%
Seldom 9% 4% 3%
Never 4% 0% 0%

The analysis of data related to peer assessment has
showed that whilst almost one third of participants (29%)
always implement peer assessment , the majority of
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participants (33%) reported they sometimes employ it. It
has also been observed that the majority of teachers (50%)
always assure students’ involvement in peer assessment ,
and 59% use rubrics in peer assessment .

Table 6
The percentage of self-assessment implementation
The use Assuring students’ Using rubrics
of Self- involvement Self- in Self-
Assessment Assessment Assessment
Always 25% 46% 61%
Often 27% 27% 33%
Sometimes 16% 25% 3%
Seldom 20% 2% 3%
Never 12% 0% 0%

With regard to self assessment, it has been found that
the vast majority of teachers (32%) seldom and never
implement it. It has also been shown that there is an
insignificant percentage of teachers who always employ
self assessment (25%).

In this study, the vast majority of teachers (74%)
reported they “always and often” provide feedback. This
is consistent with (Black et al., 2004; Hernandez, 2012)
and very consistent with Volante & Beckett (2011) who
indicated that 70% of teachers provide feedback without
grades (feedback solely). This result is inconsistent with
Kuze & Shumba (2011), who showed that feedback is
not being given in South Africa due to limited assessment
literacy. The mere continuous provision of feedback
could mean that Moroccan EFL teachers overly realize
the significance of feedback, or that the context where
they teach includes low-achievers with low English
proficiency, and thus requires careful scaffolding towards
the main objective of instruction.

It was also found that 97% provide clear feedback
and 88% provide specific feedback. This is consistent
with Shute (2008) who pointed that for feedback to be
effective, it should be understandable and specific. It
should determine the things that are wrong and indicates
ways to improve them.

Despite providing clear and specific feedback, it was
clearly shown that participants do not provide immediate
feedback. Only 17% are always committed to giving
immediate feedback. This result, however, completely
contradicts (Black & Wiliam, 1998a; Black & Wiliam,
1998b; Stuart, 2004; Shute, 2008; Irons, 2008) who
emphasized the importance of giving immediate feedback,
and quite concurs with Bagley (2008) who showed that
teachers provide only summative feedback to learners.
Immediate feedback means feeding students back right
after they mistakenly respond to an item or a problem or
in the case of summative feedback right after the test or
quiz.

In this study, 65% reported to give public feedback
in comparison with 35% that reported to give individual
feedback. The variation among teachers in terms of the
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way of presenting feedback is likely to happen due to
multiple factors. First, teachers use individual feedback,
perhaps because they want to help each single low-
achieving student understand his or her weakness in
depth. Second, teachers may recognize that problems
probably vary from one student to another and that to
meet such variant needs, individual feedback needs to
be employed. On the other hand, teachers employ public
feedback because they probably want to draw all students’
attention to the mistake. Second, teachers may notice that
learners make the same mistake over and over. Third,
teachers may want to increase learners’ involvement in
the class, improve their pronunciation and develop their
communicative skills through engaging them in an oral
discussion (Camp, 2010).

The social constructivist perspective assumes that
cognitive development, in general, and language learning,
in particular, are promoted through social interaction.
One of the most notable theoretical assumptions of the
constructivist approach is that learning is an active and
constructive process and that learners are diverse and
inherently social (Vygotsky, 1978). Therefore, questioning
is very important.

In this study, 63% reported they always use open-
ended questions. This result contradicts that of Gall (1970)
and Black et al. (2004), who indicated that the majority
of questions teachers asked are closed and typically recall
memorized facts. Yet, it is consistent with Chu et al.
(2012), who found that teachers asked more than 66% of
open-questions. It has been shown that 34% of participants
give wait-time before students answer questions while
Table 7

35% wait just for hands up. It is very obvious that the
percentage of teachers who only wait for hands up (35%)
is higher than the percentage of teachers who give wait-
time (34%). The implication here is that effective teacher
questioning is quite being hindered by inadequate wait-
time. This is somewhat consistent with Chu et al. (2012)
who found that teachers waited less than 2.5 seconds.

The inadequate wait-time also implies that there is
a huge emphasis on a teacher centered approach. EFL
learners, when responding to questions, may need some
time to think and reflect. To fully understand and respond
to the question, learners might be involved in a cognitive
and meta-analysis process that requires time and effort.

With regard to peer assessment and self-assessment,
only 25% of teachers reported to always use self
assessment. Almost 32% reported they rarely and never
employ self assessment. This result hugely contradicts
that of Volante & Beckett (2011) and quite agrees with
that of Herman, Osmondson & Silver (2010). The data
disclosed that the majority of teachers (33%) sometimes
experienced peer assessment. This is quite similar to the
result obtained by Volante & Beckett (2011), who showed
that teachers found peer assessment very difficult to
properly implement.

Obviously, there is a clear mismatch between
research recommendations and teachers practices, which
is manifested in the mere low frequency of both self-
assessment and peer assessment. Such mismatch can
possibly be explained by the fact that teachers face several
challenges that limit and hamper their implementation of
formative assessment practices.

The frequencies and percentages of the main challenges that impede teachers’ implementation of formative

assessment practices

Challenges/ criteria

Not a barrier Small barrier Moderate barrier Large barrier

The lack of prep time to plan activities that integrate

Students’ motivation to engage in the assessment process

The inability of learners to understand the assessment criteria

The lack of class time to implement Formative assessment practices
Inadequate training on formative assessment

Teachers’ outclass commitments

9 9.8% 9 9.8% 30 32.6% 44 47.8%
54 587% 24 26.1% 11 12% 3 3.2%
4 4.3% 4 4.3% 23 25% 61  66.4%
12 13% 30 32.6% 27 29.3% 23 25%
24 26% 12 13% 20 21% 36 40%
12 13% 4 4.3% 5 5.4% 71 77.5%

RQ 2: What are the major challenges that impede such
practices?

Table 7 shows that there are several challenges
that hamper formative assessment practices. Teachers
reported some of them to be major such as teachers’
outclass commitments (77.5%), the inability of learners
to understand the assessment criteria (66.4%), the lack of
preparation time to plan activities that integrate Formative
assessment practices (47.8%), and inadequate training on
formative assessment (40%). It has also been observed
that students’ motivation to be engaged in the assessment
process does not constitute a challenge.

Data from the interviews also revealed a number of
constraints that affect the implementation of formative
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assessment practices negatively. These constraints were
gathered, analyzed and then arranged into the following
categories.

Table 8
The major challenges that undermine teachers’
implementation of formative assessment practices

The main challenges

Teacher workload

Time factors

Large classes

High-stakes testing/curriculum pressure
Limited teacher training

Students low level

Discouraging school culture

10



As regards teacher workload, participants reported
that one of the disadvantages of formative assessment is
that it leads to an extra burden. Teachers implementing
formative assessment are required to keep track with
students’ learning throughout the whole academic year
through the provision of detailed feedback and monitoring
learners’ work.

With respect to the challenge of large classes,
participants reported that formative assessment activities
are being affected by large classes. The latter do interfere
with any effort to implement educational innovations such
as extracurricular activities. A large number of students
per classroom would make it hard for the teacher to
monitor each individual learner. Teachers need to spend
more time and attention in order to provide feedback. It
is very stressful and sometimes impractical for teachers
within the very limited time.

Participants, in particular, those who teach the second
year baccalaureate, reported that the need to finish the
curriculum and prepare students for high-stakes national
exam affects their application of formative assessment
practices. They expressed that such pressure causes them
to take control of their students’ learning experiences and
deprive them from a wide range of learning opportunities.
Addedly, participants revealed that every classroom
exhibits a wide range of learners’ differences. While some
learners have a high proficiency level in English, others
can barely speak and write it. This, subsequently, affects
teachers’ initiatives of using innovative ways of assessing
learners.

It was also indicated by some participant interviewees
that the testing culture that prevails in schools affects
learners’ academic performances. For example, school
authorities do not actually uphold teachers’ efforts to
employ formative assessment strategies, which could
eventually affect students’ performance on summative
tests. Furthermore, there is a very limited, if not absent
interaction, among high school EFL teachers. They rarely
exchange assessment-related knowledge and tools.

Teachers, in this study, find it quite hard to practice
teacher feedback, self-assessment, and peer assessment.
As it was indicated, there is an apparent tendency towards
finishing the curriculum from the part of teachers that is
simulated by high-stakes testing. This is very consistent
with the results of (Bailey, 1999; Cheng, 1997; Feldman
& Beatty, 2012) who demonstrated that preparing
learners for accountability assessments hinders the use
of formative assessment . Sometimes, the pressure put
on teachers to finish curriculum leads to the reduction of
feedback provision.

Limited teacher training in formative assessment, in
particular, and educational assessment, in general, was
identified as being an inhibiting factor. This finding is very
consistent with that of (Shumba & Kuze, 2011; Stiggins,
2006) who pointed out that teachers have a limited
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preparation of classroom assessments. The lack of teacher
training in assessments makes teachers unable to design
or identify activities that promote deep understanding.
In addition to this, practices such as self-assessment and
peer assessment require teachers to be assessment literate.
Typically, a trained teacher is supposed to know how to
design rubrics, quizzes, questions and tests that can yield
evidence on students’ learning and progress. Yet, being
untrained teacher, so many learning opportunities will be
lost in vain.

Teachers’ out of class commitments was further
explored qualitatively among high school teachers,
PhD and MA holders, some of whom work in different
institutions at the same time and overly overloaded with
work which puts extra-burden on their shoulders. This
had reduced the time that should be spent on formative
assessment to the minimum. This finding is in consistence
with that of Irons (2008) and Feldman & Beatty (2012),
who pointed out that teachers have commitments, which
are most of the time done at the expense of formative
assessment activities and remedial work. This fact has
to be reconsidered to grant formative assessment its
pedagogical status and hence lead students’ achievements
towards positive conclusions.

The inability of learners to understand the assessment
criteria was also reported to be a barrier, though teachers
explain the assessment criteria. This probably explains the
low frequency of peer assessment and self-assessment.
This result amounts to that of Fontana & Fernandez (1994)
and Iron (2008). This, in many respects, implies that
learners lack basic training in peer assessment and self-
assessment or that classroom subsumes a large number of
low-achievers with a very low proficiency level which,
as a consequence, make it difficult to implement such
practices.

It was also reported that some schools do not
encourage and promote teachers’ cooperation as regards
formative assessment in particular and assessment in
general. This outcome is somewhat similar to that of
Black & Wiliam (2005) who previously mentioned that
the social setting of classroom, the community it forms,
and the quality of interactions within that community,
all have a powerful effect in such innovations as better
classroom discourse and peer assessment and self-
assessment. Based on the findings, it was revealed that
there is no encouragement from the part of school staff
(administrators, school managers, counselors, and other
teachers) to enlighten teachers on how to effectively put
formative assessment into practice. This questions the
state of action research practice, discussion, experience
sharing among professional language communities to help
teachers exchange and get inspired as engaged practicing
instructors.

The most notably and tremendously perplexing
result is over-crowdedness. All participant interviewees
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reported this challenge and the inhibition it creates when
implementing formative assessment. Shah & Inamullah
(2012) indicated that crowded classrooms not only make
it difficult for students to concentrate on their lessons but
inevitably limit the amount of time teachers spend on
innovative teaching methods such as cooperative learning
and group work. Even though Shah & Inamullah (2012)
studied the effect of overcrowded classrooms on academic
performance, it is apparent that this affects formative
assessment use, as well.

CONCLUSIONS & RECOMMENDATIONS

This section puts forward a number of pedagogical
recommendations that aim at enhancing the previously
existing formative assessment practices and raise
Moroccan high school EFL teachers’ awareness on the
importance of formative assessment and suggesting ways
of providing a systematic feedback to students.

To fairly maximize the expected outcome of formative
assessment, EFL teachers need to consider the provision
of immediate feedback. The latter helps learners quickly
remedy their problems. The provision of delayed
feedback, in formative activities, may decrease the
efficiency of such assessments and demotivate learners to
overcome their mistakes (Black & Wiliam, 1998b; Shute,
2008).

The provision of feedback is inevitable; as the majority
of teachers have reported that sound implementation of
effective feedback is sometimes impeded by contextual
factors such as over-crowdedness. Therefore, EFL
teachers can alternatively draw on techniques such as
peer, public and oral feedback.

Under particular circumstances, the provision of
written feedback should be considered as well though
learners may vary in terms of aptitude, learning styles
and cognitive skills. It is very likely that some students
outperform others in the acquisition of knowledge. In
this respect, EFL teachers, every now and then, have to
draw on individualized written feedback to scaffold low-
achievers and help them meet their needs.

There should be a shift to or at least a combination
of teacher-centered and student-centered assessment
approaches. Peer assessment and self-assessment have to
be used by teachers because they are authentic formative
assessment activities that help learners develop different
psychological and social constructs such as co-operation,
responsibility, self-reliance, self-regulation skills. Such
constructs will definitely be needed in particular contexts
outside the classroom. Bachman & Palmer (1996) label
this context as TLU domain and it refers to the range of
situations learners are expected to perform particular skills
outside the test itself.

The role of EFL teachers should not be circumscribed
to the provision of feedback, but also educating learners
on how to assess themselves, their peers, use evidence
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from self-assessment and peer assessment to adapt
learning, use rubric, and teach students how to share their
thinking in a collaborative way.

Teacher training on formative assessment is highly
recommended. There should be a shift from the focus on
the theoretical assumptions to the practice of assessment
inside the training centers. Sufficient opportunities must
be given to teachers to enable them acquire a practical
knowledge of assessment. It is critical to develop teachers’
assessment literacy, and efforts must target developing
teachers’ knowledge of the theoretical constructs that
define assessment tasks, their design, their purpose and
their implementation before undertaking any professional
work. Even in-service teachers, who have not had the
chance to be trained, should be engaged in professional
development, short-term trainings and practical workshops
on the theoretical grounding of assessment, its standards,
standardized practices, internal mechanisms, impacts
on the teacher’s practices and accountability, students’
achievements and accountability and the system and
societal accountability measures.

RESEARCH IMPLICATIONS

Based on the current study, multiple issues further
emerged and which are worth investigating. Such
issues are related to formative assessment literacy and
knowledge. The current research has investigated high
school EFL teachers’ Formative assessment practices and
challenges. However, it is highly recommended to study
teachers’ knowledge, understanding and conceptions of
formative assessment. Further research in this area would
yield significant data about whether EFL teachers are
knowledgeable and have a microscopic understanding of
Formative assessment practices or not.

Furthermore, to assure that formative assessment is
used by all EFL teachers, and to ascertain its efficacy
on students’ learning. It would also be so useful to study
teachers’ formative assessment practices on a large scale.
The current research addressed these issues within a
limited geographical space. This, in effects, yielded space-
based data. However, more informative data would have
been elicited and taken into account if a large area was
investigated.

CONCLUSION

Whilst current educational research continually inform
instructional practices through implementing different
formative assessment activities to uphold and monitor
students’ learning, this study has actually revealed that
not all Formative assessment practices are frequently
used by Moroccan high school EFL teachers. First, while
the majority of teachers reported to always give specific
and clear feedback, they reported they sometimes give




immediate feedback. Second, it has shown that effective
questioning is being affected by limited wait-time.
Third, it has shown that the use of self-assessment and
peer assessment was quite limited, not all of teachers
always implement them. It has also shown that teachers
experience a number of restrictions (time, limited training,
out-class commitments, inability of learners to explain
the assessment criteria, teachers’ workload, students’
low level, large classes, discouraging school culture,
high stakes tests and curriculum pressure) that render
the implementation of formative assessment somewhat
difficult. The vast implication is that formative assessment
is being affected by unnumbered challenges, which
requires an urgent interference from policy makers,
educational officials and other stakeholders. A number
of suggestions were put forward to optimize formative
assessment practices in high school EFL context.
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