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	Abstract: Background: Assessment plays a central role in teaching and learning, particularly in foreign language education, where it is used to monitor student progress and inform instructional practices. Within the International Baccalaureate Middle Years Programme (IB MYP), teachers are expected to balance formative assessment, which supports ongoing learning, with summative assessment, which serves reporting and accountability purposes.
Aim: This study explores how Arabic B teachers in the IB MYP balance formative and summative assessment and examines the perceived impact of these practices on student engagement and learning.
Method: A qualitative case study design was employed. Data were collected through semi-structured interviews and classroom observations involving Arabic B teachers in an IB secondary school in Dubai, United Arab Emirates. The data were analysed using thematic analysis.
Results: The findings indicate that teachers highly value formative assessment because it provides continuous feedback, promotes classroom interaction, and reduces anxiety associated with formal assessment. Questioning, self-assessment, and peer assessment were identified as effective strategies for enhancing student engagement and confidence. However, teachers reported that reporting requirements, curriculum demands, and time constraints limited the consistent implementation of formative assessment practices. Summative assessment remained necessary for accountability and reporting purposes.
Conclusion: The study highlights the importance of balancing formative and summative assessment within the IB MYP Arabic B context. While formative assessment was perceived as beneficial for supporting learning, institutional requirements continued to shape assessment practices.
Recommendations: The study recommends greater alignment between formative assessment practices and institutional assessment policies, alongside continuous professional development to strengthen teachers’ assessment literacy and effective use of Assessment for Learning strategies.
Keywords: formative assessment, summative assessment, IB Middle Years Program, foreign language teaching, teacher perspectives.


الموازنةُ بين التّقييم التّكوينيّ والتّقييم الختاميّ في اللّغة العربيّة للنّاطقين بغيرها ضمن برنامج السّنوات المتوسّطة للبكالوريا الدّوليّة: دراسةُ حالة نوعيّة لممارسات المعلّمين ووجهات نظرهم. 
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	الملخص: خلفية البحث: يشكّل التقييم عنصرًا أساسيًا في عملّيتي التّعليم والتعلّم، ولا سيما في تعليم اللّغات، حيث يُستخدم لمتابعة تقدّم الطّلبة وتوجيه الممارسات التّدريسيّة. وفي برنامج السّنوات المتوسّطة للبكالوريا الدّولية  (IB MYP)، يُطلب من المعلّمين الموازنة بين التّقييم التّكويني الدّاعم للتّعلّم المستمرّ والتّقييم الختاميّ المرتبط بالتّقارير والمُساءلة الأكاديمية.
الهدف: هدفت الدّراسة إلى استكشاف كيفيّة موازنة معلمي اللّغة العربيّة للنّاطقين بغيرها في برنامج السّنوات المتوسّطة للبكالوريا الدّولية بين التّقييم التكوينيّ والتّقييم الختاميّ، ودراسة أثرِ هذه الممارسات في تفاعل الطّلبة ودعم التعلّم.
المنهجيّة: اعتمدت الدّراسة منهج دراسة الحالة النّوعيّة، وجُمعت البيانات من خلال مُقابلات شبه منظّمة وملاحظات صفّيّة مع معلّمي اللّغة العربيّة للنّاطقين بغيرها في مدرسة ثانويّة تطبّق برنامج البكالوريا الدّولية في دبي، الإمارات العربيّة المتّحدة. وتمّ تحليل البيانات باستخدام التّحليل الموضوعاتي.
النّتائج: أظهرت النّتائج أنّ المعلّمين يقدّرون التّقييم التكويني لما يوفّره من تغذية راجعة مستمرّة، وتعزيز التّفاعل الصّفّي، وتخفيف للقلق المرتبط بالتّقييمات الرسمية. كما تبيّن أنّ استراتيجيّات طرح الأسئلة، والتّقييم الذّاتي، وتقييم الأقران تسهم في تعزيز مشاركة الطّلبة وثقتهم بأنفسهم. وفي المقابل، حدّت متطلبات التّقارير المدرسية ومتطلّبات المنهج وضيق الوقت من التّطبيق المستمرّ لبعض ممارسات التّقييم التّكويني، في حين ظلّ التّقييم الختاميّ ضروريًا لأغراض المساءلة والتقارير.
الاستنتاجات: تؤكد الدّراسة أهمّية تحقيق التّوازن بين التّقييم التّكوينيّ والتّقييم الختاميّ في سياق اللغة العربيّة للنّاطقين بغيرها ضمن برنامج السّنوات المتوسّطة للبكالوريا الدّوليّة.
التّوصيات: توصي الدّراسة بمواءمةٍ أكبر بين سياساتِ التّقييم المؤسّسيّة وممارسات التّقييم التّكوينيّ، وتوفير برامج تطوير مهنيّ مستمرّة لتعزيز كفايات المعلّمين في تطبيق استراتيجيّات التّقييم من أجل التعلّم.
الكلمات المفتاحيّة: التّقييم التّكويني، التّقييم الختامي، برنامج السّنوات المتوسّطة للبكالوريا الدّوليّة، تعليم اللّغات الأجنبيّة، وجهات نظر المعلّمين.
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Background
Assessment plays a central role in guiding both teaching and learning, as it provides insight into students’ understanding, progress, and overall performance (Brooks, 2002; Scarino, 2013). Research has demonstrated that high-quality assessment practices are closely intertwined with effective teaching, shaping instructional strategies and influencing students’ learning experiences (Eckhout et al., 2005; Garrison & Ehringhaus, 2007; Mertler, 2009). Yet, debates continue regarding the primary purpose of assessment and the most effective methods for its implementation in diverse educational contexts.
This study examines assessment practices within the International Baccalaureate (IB) framework, focusing on Arabic as a second language. Using a qualitative case study conducted in a secondary school in Dubai, United Arab Emirates, the research explores how assessment supports teaching and learning while addressing the varied needs of students. The study specifically investigates the International Baccalaureate Middle Years Programme (IB MYP), which aims to develop critical thinking, essential skills, and knowledge transfer (IB MYP Guide, 2014).
The study seeks to answer the following research questions:
1. How do Arabic B teachers in the IB MYP conceptualise formative (Assessment for Learning, AfL) and summative (Assessment of Learning, AoL) assessment?
2. What formative and summative assessment strategies do Arabic B teachers report using and actually implement in their classrooms?
3. How do teachers perceive the impact of formative assessment practices—such as questioning, self-assessment, and peer assessment—on student engagement and learning?
4. What institutional or contextual factors influence teachers’ ability to balance formative and summative assessment in the IB MYP?
Literature Review
The understanding of assessment has evolved considerably over time. Traditionally, assessment was viewed primarily as a means to evaluate student performance (Sumner, 2002). Early theories emphasized identifying students’ strengths and weaknesses, providing teachers with data to adjust instruction accordingly (Heaton, 1990). Stiggins (2002) and Garrison and Ehringhaus (2007) similarly highlight that assessment is not merely evaluative but also a tool for measuring teaching effectiveness while tracking student comprehension and progress. Black and Wiliam (1998a) further argue that well-designed assessment, particularly formative assessment, can enhance student outcomes by fostering more interactive and responsive learning environments.
Formative assessment (AfL) is an ongoing process embedded within everyday teaching activities, allowing educators to adapt instruction in response to student needs (Black & Wiliam, 2003). Garrison and Ehringhaus (2007) note that continuously collecting data on student progress helps teachers refine strategies and optimize learning outcomes. Nicol and Macfarlane-Dick (2006) emphasize that formative assessment encourages self-regulated learning, empowering students to monitor goals, track progress, and identify areas requiring improvement. In this way, formative assessment functions not only as an evaluative tool but also as a pedagogical and motivational mechanism that engages students actively in their learning (Wiliam, 2011).
In contrast, summative assessment (AoL) serves a different, more formal function. It is typically used to judge student achievement at specific points, such as the end of a term or academic year, and is often aligned with institutional or standardized requirements (Dixon & Worrell, 2016). Harlen (2007) notes that while summative assessment is important for documentation and accountability, it may offer limited opportunities for students to reflect on their learning in ways that foster growth. Summative assessment, particularly in high-stakes settings, can influence important academic and career outcomes, but it is sometimes criticized for not promoting deeper learning or skill development (Harlen & Deakin Crick, 2003; Maki, 2002).
Psychological factors associated with summative assessment have also been highlighted. Boud (2006) observes that high-pressure evaluation can affect self-esteem and increase stress, especially for students struggling academically. Harlen (2007) recommends that assessment practices consider student well-being, suggesting that minimizing explicit grades in some contexts may reduce anxiety while still promoting learning. Supporting this view, Miller and Lavin (2007) advocate for formative assessment as a lower-stress alternative that can enhance both learning outcomes and mental health. Bennett (2011) further indicates that carefully designed formative assessments boost engagement, build confidence, and improve academic performance. Through ongoing feedback, students can gradually improve, strengthening both academic skills and emotional resilience (Andrade & Cizek, 2010).
Finally, establishing clear and consistent assessment policies is crucial. Black and Wiliam (1998b) argue that well-defined guidelines reduce student anxiety by clarifying expectations, which in turn can improve motivation and achievement. Transparent and standardized assessment practices help students understand what is required of them, reducing stress while fostering a sense of direction and purpose. By combining clarity with supportive classroom practices, educators can create environments that promote both academic growth and personal development (Sadler, 1998).
Learning in Modern Foreign Languages
In recent years, the teaching of modern foreign languages has experienced notable changes, driven by three main factors: growing teacher expertise in assessment, the influence of targeted professional development, and heightened awareness of assessment practices, particularly in relation to testing and resource creation (Vahid & Nasreen, 2019). Inbar-Lourie (2008) emphasizes that assessment literacy—teachers’ understanding of assessment goals, tools, and methods—is essential for effective language instruction. Teachers who develop this literacy are better equipped to engage in reflective practices and to understand how assessment shapes student learning outcomes.
Within the British curriculum, especially at Key Stage 3, language instruction aims to develop students’ proficiency across the four core skills: listening, speaking, reading, and writing. Foundational grammar and essential vocabulary provide the scaffolding for communication beyond immediate needs, fostering students’ ability to express themselves clearly in both written and spoken forms (Department for Education, Languages Programmes of Study: Key Stage 3). Similarly, the International Baccalaureate (IB) emphasizes a comprehensive approach to language learning, aiming to nurture multilingualism and intercultural understanding. In contrast to traditional grammar-centred instruction, the IB Middle Years Programme (MYP) focuses on holistic language proficiency across all skills, while also supporting students’ native languages.
Assessment plays a pivotal role in the MYP language acquisition program, combining formative and summative approaches to strengthen students’ linguistic development. Formative assessment is implemented continuously to inform and adapt teaching to student needs, whereas summative assessment occurs at multiple points during the year to measure progress against clearly defined learning objectives. The assessment system relies on rubric-based evaluation, classifying students into three proficiency levels: emergent, capable, and proficient (IB MYP Language Acquisition Guide, 2020). Moreover, the IB encourages multimodal assessment, employing diverse methods to accommodate different learning styles. Introduced in early 2020, this approach aligns with 21st-century educational priorities, emphasizing accessibility, flexibility, and inclusivity.
In the United Arab Emirates (UAE), the Ministry of Education has developed a framework for teaching Arabic as an additional language, which partially aligns with international assessment standards. The UAE model emphasizes regular summative assessment across the four language skills. However, its proficiency classification is based on the number of years a student has studied Arabic rather than their demonstrated language abilities, creating challenges for teachers, especially within the MYP context where assessment is designed to reflect varying student proficiency levels (UAE Ministry of Education, Framework for Learning Arabic as an Additional Language, 2017). Addressing these challenges requires educators to balance international best practices with the specific linguistic and educational context of the UAE.
Using Questioning as an Assessment Strategy in Modern Foreign Language Education
Questioning is a cornerstone of Assessment for Learning (AfL), offering teachers a practical way to assess students’ understanding and adjust instruction in real time. Black and Wiliam (2003) emphasize that effective questioning is central to formative assessment, creating a classroom environment that is both interactive and responsive. Likewise, Chin (2007) notes that well-crafted questions can stimulate higher-order thinking, enabling learners to engage more deeply with language concepts. In Modern Foreign Language (MFL) classrooms, questioning serves a dual purpose: it functions as an assessment tool while simultaneously supporting language acquisition, reinforcing grammar, pronunciation, and the ability to articulate thoughtful, detailed responses. Evidence suggests that systematic questioning enhances student engagement, critical thinking, and active participation (Good Assessment Practice in Modern Foreign Languages, 2003).
Well-designed questioning practices allow teachers to monitor learning closely and address misconceptions as they arise. By prompting students to reflect on and expand their answers, questioning fosters an adaptive, growth-oriented learning environment. Strategic questioning helps students develop precision and confidence in their use of the target language, encouraging them to think in that language rather than relying on translation from their native tongue. This approach aligns with communicative language teaching principles, which prioritize meaningful interaction and the contextual use of language (Lightbown & Spada, 2013).
Types of Questions in MFL Classrooms
1. Closed Questions – Useful for quickly checking comprehension, vocabulary recall, or grammar accuracy. While limited in depth, they help establish foundational understanding.
2. Open-ended Questions – Allow learners to produce detailed, structured responses, encouraging natural expression of ideas.
3. Probing Questions – Encourage students to justify their answers, explore alternatives, or expand on initial responses, deepening critical thinking.
4. Reflective Questions – Promote metacognition and self-assessment, enabling learners to evaluate their own progress and identify areas for improvement.
Best Practices for Effective Questioning
· Wait Time: Giving students enough time to consider their responses improves answer quality (Rowe, 1986).
· Scaffolded Questioning: Starting with simpler questions and gradually increasing difficulty helps accommodate varying proficiency levels (Vygotsky, 1978).
· Student-led Questioning: Encouraging students to pose their own questions fosters engagement, ownership of learning, and authentic participation (King, 1994).
· Formative Feedback through Questioning: Teachers can use responses to provide immediate, targeted feedback, reinforcing strengths and guiding improvement in language use.
Integrating effective questioning strategies in MFL classrooms strengthens student engagement, linguistic competence, and overall learning outcomes. By bridging the gap between passive learning and active language use, questioning ensures that students not only understand linguistic structures but can also apply them meaningfully. Refining questioning practices allows educators to cultivate a student-centered, interactive, and reflective learning environment, ultimately enhancing the depth and effectiveness of language learning.
Self-Assessment and Peer Assessment in Language Learning
Self-assessment has become an increasingly valued aspect of formative assessment, as it empowers students to take an active role in their own learning. By engaging in self-assessment, learners reflect on their progress, monitor their development, and take responsibility for their growth. Research indicates that this practice fosters self-regulated learning, an essential skill for academic achievement and lifelong learning (Brown & Harris, 2014). According to Black and Wiliam (2018), self-assessment is a potent metacognitive tool, helping students identify both their strengths and areas requiring improvement. For self-assessment to be effective, however, it must occur in a supportive environment that promotes academic integrity, encourages reflection, and provides clear criteria for evaluating performance.
Closely related to self-assessment, peer assessment provides another pathway for engaging students in collaborative learning. By evaluating each other’s work, students develop analytical skills, enhance communication, and gain a deeper understanding of linguistic structures and effective language use (Sadler & Good, 2006). Peer assessment encourages learners to actively participate in their learning by recognizing quality work in language production and providing constructive feedback. Topping (2013) emphasizes that peer assessment nurtures responsibility and cooperative learning, as students evaluate peers against clearly defined learning objectives. For this approach to be meaningful, it must be carefully structured with explicit guidelines that focus students’ attention on specific learning goals (Gielen et al., 2010).
Despite its benefits, peer assessment can initially cause hesitation, as students may feel unsure about evaluating peers or believe assessment should remain the teacher’s role (Butt, 2010). Teachers can address this by introducing peer assessment gradually, beginning with structured activities where students provide feedback on targeted aspects of language use—such as grammatical accuracy or clarity of expression—before progressing to more independent evaluations. With consistent practice, students gain confidence in assessing language performance and giving constructive feedback that is objective and supportive. Over time, this cultivates a classroom culture in which feedback is valued as a tool for improvement rather than criticism.
The successful integration of self- and peer assessment in Modern Foreign Language (MFL) classrooms relies on creating a learning environment in which assessment is perceived as a means of growth. Encouraging students to reflect on their own learning, understand assessment criteria, and engage in meaningful discussions about their progress strengthens their language proficiency. When implemented effectively, these strategies not only enhance linguistic skills but also develop critical thinking, self-regulation, and collaborative learning abilities, contributing to a more comprehensive language acquisition process.
Method 
Research Design: This study employed a qualitative case study design to examine how Arabic B teachers within the International Baccalaureate (IB) Middle Years Programme (MYP) understand and implement both formative and summative assessment. A case study approach was chosen because it allows for a detailed, context-sensitive exploration of educational practices within a real-world school setting, making it particularly well-suited for investigating teachers’ beliefs, classroom behaviours, and the institutional factors that shape assessment (Merriam, 2009). Unlike quantitative or mixed-method designs, a qualitative case study enables in-depth insight into teachers’ perceptions and the meanings they attach to assessment practices, which cannot be fully captured through numerical data alone.
Methodological rigor was ensured through multiple data collection methods, specifically semi-structured interviews and classroom observations. This combination provided complementary perspectives on assessment: teachers’ verbalized understandings of their practices and their actual implementation in classroom settings. Aligning these sources of data allowed for a richer interpretation of how assessment operates within the IB MYP Arabic B context.
The study took place in an IB secondary school in Dubai, United Arab Emirates, focusing on two Arabic B teachers teaching non-native speakers in the MYP Language Acquisition programme. Participants were selected through convenience sampling, based on availability and willingness to participate. While this sampling limits generalizability, it is appropriate for qualitative case studies aimed at producing context-specific insights (Patton, 2002). To maintain confidentiality, pseudonyms were assigned to participants, and the school was anonymized. Additional limitations include potential researcher bias, as the researcher’s prior professional experience and familiarity with participants could influence data interpretation. Furthermore, the researcher’s presence during classroom observations may have affected teacher behaviour (observer effect), despite efforts to remain unobtrusive. These considerations are crucial for understanding the context and applicability of the findings.
Data Collection Methods
To gain a comprehensive understanding of assessment strategies in language learning, semi-structured interviews and classroom observations were employed. These methods allowed the study to capture both teachers’ perspectives and their enacted classroom practices.
Semi-Structured Interviews
Interviews were the primary tool for eliciting in-depth reflections from the two teachers. An interview protocol was prepared in advance, containing ten open-ended questions grouped under three main themes: teachers’ definitions and beliefs about assessment; preferred assessment strategies and tools; and perceptions of how assessment affects student learning. Examples of questions include: “How do you define assessment for learning in your teaching?” and “What forms of assessment do you regularly use, and why?” Each interview lasted approximately 45 minutes and was conducted face-to-face in a quiet school environment, providing participants with the opportunity to elaborate on their experiences and philosophies regarding assessment.
Classroom Observations
To complement interview data, lessons were observed to document how assessment strategies were enacted in practice. Observations focused on formative assessment practices such as classroom questioning, peer and self-assessment, teacher feedback, and student engagement. An observation framework adapted from Wellington (2015) guided note-taking, including categories like type of assessment, delivery mode (oral, written, digital), student interaction, and teacher-student feedback. Field notes were taken during the lessons, with expanded reflective notes written immediately afterward.
The combination of interviews and observations provided methodological triangulation, enhancing the study’s credibility. Interviews captured teachers’ intentions and beliefs, while observations revealed actual practices, offering a well-rounded and contextually grounded understanding of assessment in the IB MYP Arabic B classroom.
Data Analysis and Findings
The data collected from interviews and classroom observations were analysed using thematic analysis. Transcripts and observation notes were manually coded through an iterative process. Deductive coding was applied based on pre-determined themes linked to the research questions (e.g., feedback, student engagement, assessment alignment), while inductive coding allowed new themes to emerge naturally from the data. Themes and patterns were refined through repeated readings and triangulated across interviews and observations to ensure credibility. The researcher maintained reflexivity throughout the analysis to minimise bias and document analytic decisions.
Theme 1: Teachers’ Conceptualisations of Formative and Summative Assessment
The first theme explores how Arabic B teachers understand formative assessment (Assessment for Learning, AfL) and summative assessment (Assessment of Learning, AoL). When asked about the concept of AfL, Teacher A described it as an ongoing, informal process that supports student learning:
“Assessment for learning is a type of informal, continuous formative assessment… I use it to help my students learn, provide feedback, and evaluate their progress throughout the year. It differs from summative assessment, which takes place at the end of a term or academic year and helps me measure how much my students have learned.”
This distinction aligns with existing literature (Black & Wiliam, 2003; Bennett, 2011; Dixon & Worrell, 2016), highlighting AfL’s developmental and feedback-oriented purpose, contrasted with AoL’s role in measuring learning outcomes at specific points. Teacher A emphasized that formative and summative assessments are complementary, rather than opposing, components of a balanced system, echoing Garrison and Ehringhaus’s (2007) argument that effective assessment integrates both approaches to provide a comprehensive understanding of student learning. These findings directly address Research Question 1 by clarifying teachers’ conceptualisation of assessment in the IB MYP context.
Theme 2: Enacted Formative and Summative Assessment Strategies
This theme focuses on the specific strategies teachers reported using and those observed in practice. Teacher A highlighted questioning, self-assessment, and peer assessment as commonly applied formative strategies:
“I frequently use questioning and self-assessment, as well as peer assessment in my lessons… I believe questioning is one of the most common AfL strategies as it helps engage students and enhances comprehension.”
Peer and self-assessment were particularly applied in spelling and dictation tasks, where students reviewed their own or peers’ work using correct answers provided afterward. This approach promoted collaboration and shared responsibility for learning. Despite literature noting potential challenges with peer assessment (Butt, 2010), Teacher A reported smooth implementation, suggesting that classroom context and teacher guidance play a key role in its success.
Classroom observations of Teacher B further illustrated how formative strategies were enacted. In a Grade 7 Arabic as an Additional Language lesson, open-ended and closed-ended questions were used to activate prior knowledge and introduce new vocabulary related to professions and future goals. Sufficient wait time was provided for responses, particularly during group discussions, supporting deeper engagement (Bartlett, 2015).
Peer assessment occurred through paired speaking exercises, where students exchanged questions and offered corrective feedback. Self-assessment was evident when students reviewed vocabulary independently on the digital platform Wordwall, identifying and correcting errors without direct teacher input. These observed practices closely mirrored teachers’ descriptions in interviews, reinforcing the credibility of the findings. This theme addresses Research Question 2 by showing how reported strategies are consistently implemented in IB MYP Arabic classrooms.
Theme 3: Perceived Impact of Formative Assessment on Student Engagement and Learning
The third theme examines teachers’ perceptions of AfL’s impact on engagement and learning. Teacher A emphasized that formative assessment fosters a supportive, low-pressure learning environment:
“It would be much easier for our students if we relied solely on formative assessments. Summative assessments can be stressful for students.”
This concern reflects literature on the emotional effects of high-stakes assessments (Boud, 2006; Miller & Lavin, 2007). AfL was perceived as a strategy that reduces anxiety, encourages participation, and promotes incremental improvement through feedback rather than grades.
Observational data supported this view. During Teacher B’s lessons, students were actively engaged in questioning, peer discussions, and self-assessment tasks. The use of formative strategies enhanced confidence, particularly in speaking activities, and promoted active participation. These findings align with Black and Wiliam (1998), who note that repeated formative assessment can significantly enhance learning outcomes. Together, interviews and observations address Research Question 3, illustrating how teachers perceive formative strategies as positively influencing engagement, confidence, and learning.
Theme 4: Contextual and Institutional Constraints on Assessment Practices
The final theme highlights the institutional and contextual factors that affect teachers’ ability to balance formative and summative assessment. Teacher A acknowledged the necessity of summative assessment despite their preference for formative approaches:
“We cannot simply eliminate summative assessments; we still need them… for school objectives, student learning, achievements, and parental expectations.”
Summative assessments were required for grading, reporting, and accountability, reflecting broader institutional expectations (Harlen, 2007; Garrison & Ehringhaus, 2007). These requirements limited flexibility in prioritizing formative assessment, even when it was seen as more beneficial for student learning. This theme directly addresses Research Question 4, showing how policies, reporting structures, and stakeholder expectations shape assessment practices in the IB MYP context.
Summary of Findings
The findings reveal that Arabic B teachers’ beliefs about assessment, their classroom practices, and institutional constraints interact to shape the implementation of formative and summative assessment. By linking teachers’ responses with observed practices, the study provides a transparent, coherent, and contextually grounded account of assessment in IB MYP Arabic classrooms, illustrating how teachers navigate and balance competing assessment demands to support student learning.
The Observation Lesson
The observed lesson focused on the topic “Professions and the Future” in Grade 7 Arabic as an Additional Language. Teacher B began by activating students’ prior knowledge, asking them about professions they were familiar with and their future aspirations. Next, a slide displaying various professions was presented, and students were asked to categorize them into those that require university degrees and those that do not. This activity enabled students to engage with the content meaningfully and allowed the teacher to gauge prior knowledge, demonstrating an effective use of Assessment for Learning (AfL). This strategy illustrates the role of questioning in promoting understanding, particularly within a digital learning environment.
During the lesson, Teacher B used a mix of open-ended and closed-ended questions, providing students with additional thinking time for group responses. Bartlett (2015) notes that allowing wait time after questions enhances the quality of student responses and encourages active participation.
An inquiry-based approach was also used to improve speaking skills. Students read sentences about professions, which the teacher then transformed into questions. Students responded individually, and later in pairs, they exchanged questions and offered peer corrections. This approach highlighted AfL through guided questioning and peer assessment, fostering an interactive learning environment. Teacher B repeatedly reinforced formative assessment strategies throughout the session, keeping students engaged while monitoring their progress. This practice aligns with Black and Wiliam (1998b), who argue that formative assessment can be embedded multiple times within a single lesson.
Self-assessment was incorporated at several points. Students spent five minutes reviewing newly introduced vocabulary related to professions, writing definitions, and then checking answers using the interactive platform Wordwall. Activities included matching exercises and fill-in-the-blank tasks, allowing students to independently identify and correct errors without direct teacher intervention. Teacher B acted as a facilitator, offering guidance as needed. This approach reflects best practices highlighted by Ofsted (2003), which emphasize student involvement in assessing their own language learning to understand success criteria and encourage progress.
Conclusion
This section discusses the findings of the study in relation to existing research, interprets their significance within the IB MYP context, and highlights implications for classroom practice and policy.
Overall, assessment practices have undergone significant development over the years, with improvements in guidelines, content, and implementation strategies. These enhancements have positively impacted both teachers and students by enabling educators to adopt more diverse assessment methods while encouraging students to engage with learning content in more interactive and stimulating ways. However, challenges still hinder the effective implementation of Assessment for Learning (AfL), particularly because school policies and institutional guidelines often prioritize summative assessments as the primary means of measuring academic achievement. These assessments are commonly used for grading, reporting, data collection, and evaluating institutional performance. 
Although Teacher A recognizes the importance and benefits of formative assessment compared to summative assessment, he expressed concerns about the limitations imposed by school policies, which require frequent summative testing. This highlights a gap in assessment policy design, as teachers—who interact directly with students and oversee their learning—are often not consulted in decisions related to assessment systems. This lack of input may limit their ability to apply more effective and adaptable assessment strategies that cater to their students' needs.
The findings of this study align with recent research highlighting the complex relationship between assessment practices, teacher perceptions, and contextual constraints. For example, a mixed-method study examining medical students’ evaluation of online assessment found that while participants recognised the potential of alternative and formative assessment approaches, their effectiveness was often limited by institutional expectations, assessment literacy, and practical constraints (Al-Kumaim et al., 2021). Similarly, Arabic B teachers in the present study expressed positive attitudes towards formative assessment strategies such as questioning, peer assessment, and feedback, yet reported challenges in sustaining these practices alongside summative requirements within the IB MYP framework. These results are consistent with broader research showing that teacher beliefs, institutional pressures, and accountability structures play a critical role in shaping the application of formative assessment in classrooms (Bennett, 2011; Black & Wiliam, 2018).
Furthermore, research on alternative authentic assessment in Palestinian fourth-grade mathematics classrooms demonstrated that assessment tasks grounded in real-life contexts significantly enhanced student engagement and conceptual understanding (Abu-Alruz et al., 2021). This finding resonates with the present study, where teachers emphasised the value of communicative and task-based assessment activities in supporting language use and learner engagement. However, as in the Palestinian context, the effectiveness of such approaches was influenced by curriculum demands, time constraints, and accountability structures. These patterns suggest that while formative and authentic assessment strategies have clear pedagogical benefits, their successful implementation requires alignment with institutional frameworks and professional support.
Taken together, these studies reinforce the argument that while formative and authentic assessment practices are widely recognised as pedagogically valuable, their implementation is shaped by institutional, curricular, and assessment policy frameworks. Within the IB MYP Arabic B context, this tension highlights the need for sustained professional development and clearer alignment between formative assessment practices and summative assessment expectations.
In contrast, Teacher B successfully implemented AfL strategies, utilizing questioning, self-assessment, and peer assessment to enhance student engagement and active participation. These methods proved effective in empowering students to take responsibility for their learning, aligning with the International Baccalaureate (IB) principles, which emphasize independent learning and critical thinking. This supports findings from prior research indicating that formative assessment not only improves engagement but also fosters self-regulated learning and student autonomy (Nicol & Macfarlane-Dick, 2006; Wiliam, 2011).
As a result, there is a growing need to develop more balanced assessment policies that integrate both formative and summative assessments, allowing teachers to measure student progress in a more comprehensive and flexible manner. Additionally, continuous professional development programs should be provided to enhance teachers’ skills in applying AfL strategies effectively while maintaining academic standards.
In the future, broader studies involving different schools and curricula could be beneficial in exploring more integrated approaches to embedding formative assessment into educational policies. This would help improve teaching quality and enhance students’ learning experiences while maintaining institutional assessment standards. Achieving this balance between formative and summative assessments not only supports students' skill development and knowledge acquisition but also fosters a more dynamic and adaptable learning environment that promotes deep and sustainable learning.
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