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ABSTRACT

The way in which public examinations influence teaching and learning is
commonly described as washback in applied linguistics. Washback influences a
variety of teaching and learning areas directly and indirectly, either positively or
negatively, or both. The key objectives of the study were to examine washback as a
phenomenon relating to those areas that were most likely to be directly affected by
the HSC examination in English. The study set out a number of research questions,
and answered them to achieve the objectives of the study. The whole study is
presented in this thesis divided into six chapters, each chapter incorporating specific

issues of the present study.

Chapter One outlines the background information on the general context of
the research and identifies the various components of the problem to be studied such
as relationship between teaching and testing, statement of the problem, significance
of the study, objectives of the study, research questions, definition of terms,
limitations of the study, structure of the thesis, etc. Chapter Two covers the
theoretical framework of washback relating to the significant areas of the present
study. The central issues include the philosophical and empirical bases of testing and
washback. Chapter Three presents the literature review of a number of empirical
studies carried out on washback in different countries and cultures. The review
reveals that washback is a complex phenomenon and has negative or positive
relations to teaching and learning EFL. The findings of those studies have shown
that, in most of the cases, tests narrow down the syllabus and curriculum, influence
the selection of lesson contents, alter teaching methods and materials, but some have
indicated that tests have limited or no impact on those areas. Chapter Four discusses
the research design and methodology employed in this study. It focuses on how the
different types of data were collected, analysed, and presented. A mixed methods
(MM) approach was used for data collection and data analysis. The questionnaire
(quantitative method), in-depth interview, classroom observation (qualitative
method), and analysis of documents were used to collect data. Five-Grade Likert
Scale (1932) was used in the questionnaire to elicit responses from the respondents.

The subjects, 500 HSC students and 125 English language teachers, were selected
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from 20 higher secondary colleges by using the simple random sampling method.
Chapter Five presents the findings, and their interpretation. The Statistical Package
for the Social Sciences (SPSS 18.0) was used for quantitative data analysis.
Qualitative analysis involved the use of the constant comparative method and
inductive logic while quantitative analysis in this study involved descriptive
statistics (e.g., frequency counts, means, standard deviations, skewness, kurtosis,
median, mode, etc.). The results are sectioned and discussed with reference to the
research questions. Chapter Six presents the answers to all the research questions,
the findings of the study in brief, recommendations and implications, and the

conclusion.

The study indicates that the curriculum corresponds to the textbook, while
the EFL public examination does not represent the curriculum and textbook that
there is a negative washback of the HSC examination on EFL teaching and learning.
The areas mostly influenced by washback were found to be those related to the
immediate classroom contexts: (i) teachers' choice of materials, (ii) teaching
methods, (iii) classroom tasks and activities, (iv) perceptions of teachers and the
learners on the examination, (V) teaching strategies, and (vi) learning outcomes.
Based upon the findings, this study put forwards some recommendations for
promoting positive washback on EFL teaching and learning at the HSC level. Some
of the major recommendations are to: (1) provide testers, examiners, curriculum
designers and teachers with extensive professional development opportunities, (2)
monitor the teaching and learning activities in the classroom, and check the test
related materials whether they enhance EFL learning, (3) align the curriculum and
syllabus with the content of the test to assure that students have studied the required
contents of the syllabus before taking the tests, and (4) discourage commercially

produced clone tests materials.

The study is potentially significant in that it offers educators and
policymakers insights into English language teaching and learning at the HSC level.
Most importantly, it highlights the voices of teachers and students, the very
important people at the centre of the teaching and learning process. It finally

advocates the needs for further research on the potential areas of washback.
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Chapter One
Introduction

The first chapter offers an introduction to the context of the whole study by
giving a brief account of the underlying problems that generated this research study.
This chapter consists of nine sections and provides an overall introduction to the
study. It incorporates a number of issues, and identifies various components of the
problem to be studied including the background information on the general context
of the research, relationship between testing, teaching and learning, testing at the
higher secondary level in Bangladesh, importance of studying washback, statement
of the problem, objectives of the study, significance of the study, research questions,

definition of terms, limitations of the study, structure of the thesis, and a conclusion.

1.1 The General Context of the Research

The Bangladesh education system is characterised as being examination-
driven. Under this system, examinations are of exaggerated importance. At various
levels of education, be they secondary, higher secondary or tertiary, it is a common
practice that teachers teach to the test. Not only are most courses tailored to
examinations, but the teachers’ and students’ attention is also correspondingly
directed at the skills which will be tested in the examination. Furthermore, test
scores are viewed both as a marker of students’ academic success and as the premise
to their future career. Testing is generally accepted as an integral part of teaching
and learning. It is one of the basic components of any curriculum, and plays a
pivotal role in determining what learners learn. Tests also play a central role in
deciding on what to teach, and how to teach. Candlin and Edelhoff (1982) assert that
learners learn most when they are quite precisely aware of how their efforts are to be

judged and evaluated.

It has long been widely recognised that a high-stakes test such as the HSC
public examination can have a major impact on educational systems and on the
societies. Pearson (1988) points out that “public examinations influence the

attitudes, behaviours, and motivation of teachers, learners and parents, and because
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examinations often come at the end of a course, this influence is seen working in a
backward direction, hence the term ‘washback’” (p. 98). In addition, washback has
been generally perceived as being bipolar — either negative (harmful) or positive
(beneficial). The research investigated washback of the HSC examination on

teaching and learning English as a foreign language.

In this study, the terms assessment and test are used interchangeably with
examination, as has also been done in educational literature. Although assessment
has also come to include the evaluation of schools or education systems, this aspect
will not form a part of the following discussion. Here, the primary focus of the
discussion will be on what is commonly termed, “high-stakes examinations”.
Assessment is often called “high-stakes” if it has real or perceived effects on the life
or academic opportunities of students and consequences for teachers and schools.
The term “public examination” is synonymous with an external examination or a test
that is administered by external agencies or forces to evaluate learning products or
results with a decisive consequence or influence on test-takers (Alderson, 1986;
Shohamy, 1992).

Generally, public examinations are held at the state level at the end of
academic years, and controlled and administered by external examining boards.
These are academic achievement tests. Examination boards are designated for
conducting the examinations and issuing certificates through assessment of answer
scripts. Education boards are formed with the main objectives of maintaining
standards of education. The Higher Secondary Certificate (HSC) examination in
Bangladesh, the subject of the present study, is a high-stakes test. It is an external
test because it is administered by an external body, an education board. It can also be
termed as a standardized test because of its nature; it is a criterion-reference test in

characteristics as well.

Traditionally, the HSC examination can be termed as an achievement test.
The relationship between testing and teaching has long been a matter of interest in
both educational and applied linguistics. In applied linguistics, the influence of
testing on teaching and learning has been referred to as washback. A "high-stakes"
test can directly and powerfully influence how teachers teach and students learn.
Testing is often seen as both a necessary evil and a vehicle for effecting educational

change, especially when the educational system is driven by tests or examinations.
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High-stakes tests influence the contents and methodology of teaching
programmes, attitudes towards the value of certain educational objectives and
activities, the academic employment options that are open to individuals, and may
have significant long-term implications for education systems and the societies in
which they are used. In Bangladesh, English language is taught compulsorily as a
study subject in the higher secondary education. It is taught as a foreign language
(EFL), and practiced within a context-restricted environment in which the
determiners of language learning phenomenon depend on classroom activities,
determined by the classroom teacher. HSC level students study English subject
comprising two papers carrying 200 marks; and they sit for the public examination
at the end of two years of study. It is often assumed that washback exists to
influence teaching and learning to a certain extent. So, it needs to examine whether
this public examination influences English language teaching and learning. This
influence is termed as washback which may be positive or negative towards
language teaching and learning. Hence, it is very crucial to find out which aspect of
washback dominates English as a foreign language (EFL) teaching and learning at
the HSC level in Bangladesh.

1.1.1 Teaching and Testing EFL at the Higher Secondary Level

The HSC English is based on the communicative approach to teaching a
foreign language, and emphasises students’ communicative competence. The course
is supposed to prepare students for real-life situations in which they may be required
to use English. The selection of the course content has been determined in the light
of students’ present and future academic, social, and professional needs. The HSC
examination is an achievement test. Although it refers to the syllabus, it seldom
takes teaching contents into consideration. This causes the separation of tests from
teaching the syllabus, which, in turn, causes students to value tests more than regular
class performance. Many students think that so long as they can pass the test it does
not matter whether they attend the regular classes or not; this results in students’

high rate of absence from classes in some colleges, especially in the rural areas.

The major part of the present HSC examination is mainly composed of
vocabulary items, matching, rearranging, grammatical, cloze test questions, and

restricted composition items. It has been proved by evidence that students who take
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these types of tests can significantly increase their scores “artificially” (Alderson et
al., 2001, p.45). This encourages both teachers and students to work over test skills
and countermeasures in preparing for the test, which interferes in regular classroom
teaching, leads to test-oriented teaching, and consequently affects students’
systematic mastery of the fundamental knowledge and integrated skills of English,

and hinders students’ development of communicative competence.

Those who set question papers may be academically highly qualified, but
hardly have any training in question paper setting and modern approaches to
assessment. The examiners do not receive any formal guidelines for
scoring/evaluation of the answer scripts; they prefer to check scripts as quickly as
possible. The question papers are hardly representative of the entire curriculum.
Teachers and students mostly rely on guidebooks, model questions, and suggestions
book for the preparation for the examination. The prescribed textbooks are hardly
followed. Examination questions are repeated in at least every two or three years,
and hence questions can be predicted. There are ‘model question papers’, or ‘guide
books’ available in the market with ready-made answers based on recently past
years’ questions. Teachers and students tend to rely on such guides and put their
content to memory. The HSC examination, thus, has become a dreadful thing and
an end in itself rather than a means to achieve educational objectives of improving
teaching and learning and raising standards and quality of education. Students are

fearful of examination, and at times unsuccessful students commit suicide.

In the twenty-first century, many countries are increasingly confronted with
rapid social, economic and political changes that take place in their societies as a
result of technological innovations and the process of globalisation. These nations
often turn to their educational system to help prepare their youth and citizens for the
challenges that they must face. As a result, the authorities are becoming increasingly
aware of the needs to reform educational practices to bring them in line with the
realities and demands of a new age. In Bangladesh, education is regarded as a vital
tool in the task of social advancement, preparation of human resources and social

engineering.

The education system in Bangladesh is presently undergoing a reform that
includes syllabuses and curriculums, examinations, textbook materials,

organisational and responsibility changes. The HSC English curriculum and syllabus
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developed in 1990 had been under serious criticism for not providing an adequate
level of basic oral-aural communication competences for the higher secondary
students though they had studied English for twelve years. The government,
therefore, undertook initiatives for the revision of the old HSC English syllabus and
curriculum, and initiated for the writing of new textbooks with communicative view

of teaching and learning.

The new curriculum for the HSC EFL education was introduced in 2000,
following by the issuance of the new textbooks to be used by the students from
2001. Under the present syllabus and curriculum, the first HSC examination in EFL
was held in 2003. English second paper was modified in 2007 (examination was
first held nationally in 2009) introducing more grammar, composition (subjective
question) and some textual items based on the new requirements. However, the idea
that the reform can encourage student learning in a qualitative way has yet to be
attested empirically. The foreign language test was designed to replace the old
elective test that was mainly oriented towards the evaluation of grammatical aspects
of the foreign language education. The new test seeks to evaluate the communicative
competence of the students, which means observing those aspects in which they can
use the knowledge they possesses of that foreign language to act in specific
situations which demand their making use of that knowledge. The new English
curriculum developed by the NCTB as a framework for the examination makes
explicit opportunities of the Communicative Language Teaching (CLT) approach as
the official orientation of the teaching of languages in the country based on
Littlewood (1981), Widdowson (1978), Brumfit and Johnson (1979), Halliday
(1970), Hymes (1972), Canale and Swain (1980), and Canale (1983) among others.

It is widely believed that when designing a language test or evaluating its
potential usefulness, two critical measurement qualities are needed to give
consideration to: reliability and validity. Validity relates to the extent to which
meaningful inferences can be drawn from test scores (Bachman, 1990). In contrast,
reliability concerns the consistency of measurement. Of the validity considerations
for a language test, construct validity is viewed as pivotal. It is often used to refer to
the extent to which one can interpret a given test score as an indicator of a test
takers’ language ability. The term can be interpreted to mean that if a test has good

construct validity, it is a good indicator of test takers’ language ability and vice-
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versa. Bachman and Palmer (1996) place special emphasis on test tasks claiming
that they should be carefully selected and their characteristics should be adequately
described. Construct definition is given by Chapelle (1998) as a theoretical
description of the capacity that a test is supposed to measure. Bachman and Palmer
(ibid.) seem to suggest that the more the test tasks reflect the construct definition, the
higher the construct validity. From their perspective, construct validity is affected to
some extent by the characteristics and content of the test tasks. In this regard, there
is an obvious need to examine the task characteristics of the HSC examination in
English. Despite the present syllabus being communicative, it is observed that, there
is not sufficient evidence of teaching the two important skills: listening, and
speaking. Testing of listening and speaking are ignored in the examination.
Therefore, teachers of English consider teaching listening and speaking simply
waste of time. The contents of the HSC examination in English can hardly assess
students’ communicative competence. Therefore, the validity of the HSC

examination in English is doubtful in term of testing communicative competence.

Eight general secondary and higher secondary education boards are
designated to administer the examinations and issue certificates. Different education
boards conduct the examination with separate sets of question papers under the same
syllabus and textbook. The question format, pattern, contents of test, and the
distribution of marks for the tasks and items are same in nature in all boards. In the
field of communicative language testing research and practice, the framework
proposed by Bachman and Palmer (1996) is often taken as a theoretically grounded

guideline for analysing the characteristics of a test.

The HSC examination in English does not correspond to the curriculum
objectives. They contain little reference to the knowledge and skills that students
need in their everyday life outside the class, and they tend to measure achievement
at a low taxonomic level. As can be seen from the discussion above on the purposes
for which examinations are used in educational systems and the support or critique
surrounding it, this is an issue that is still widely debated. Be that as it may, as
Cheng (2004) points out, teaching and testing will probably become more closely
linked in more complex manners in the future. In Hong Kong, Andrews et al. (2002)
have found that during the last four years of secondary schooling, the focus is still

on preparing students to pass the mandatory public examinations; in fact, the
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developmental work on the new English Language syllabi in Hong Kong
deliberately targets a positive washback effect of the examination on classroom
teaching. Therefore, it is important to conduct studies that examine what is actually
happening in schools and classrooms, because, as mentioned in Wall (1997) and
Bailey (1996), the claims about test consequences are sometimes based more on
assumptions than on empirical evidence. As such, studies which provide empirical
evidence showing how innovations in exams or testing affect teaching and learning

in classroom are crucial to validating these claims.

While HSC examinations have promoted the college English teaching, they
have also led to the test-oriented teaching in colleges and hindered the development
of students’ communicative competence. To eliminate the negative washback effect
of the HSC examination in English, subjective questions are increased. However, it
is found that teachers still mainly adopt traditional methods to teach writing and tend
to ignore the intention of reform. Teachers’ beliefs and experiences in language
teaching are found to be one of the contributing factors. Another factor is that the
status of teachers in Bangladesh is very much related to the test scores achieved by
their students. Teachers’ perceptions of an examination can be as significant as the
test itself. It was a pressing need to examine how the HSC examination in English
influenced the academic behaviours of both the teachers and the students. Therefore,
the present study attempted to investigate the influence of the HSC examination on

EFL teaching and learning.

1.1.2 Importance of Studying Washback

The strong influence of high-stakes tests on teaching and learning processes
has long been accepted in the field of education. In the field of applied linguistics,
the concept of a test influencing teaching and learning in the language learning
classroom was rarely discussed until the early 1990s (Andrews, 2004; Bailey, 1996;
Cheng, 1997; Elder & Wigglesworth, 1996; Wall, 2000). The term washback
became used in the field to refer to the power that high-stakes tests could have on
language teaching and learning, although impact or consequences are more
commonly used in the field of education (Rea-Dickins & Scott, 2007). While the
concept of washback was earlier only asserted based on anecdotal evidence

(Burrows, 2004), the pioneer evidence-based washback research was carried out by
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Alderson and Wall (1993). They investigated the effects of the introduction of new
tests in Sri Lanka on the teaching of English as a foreign language by secondary
school teachers. Implementing the tests was expected to reinforce innovations in
teaching materials and to encourage communicative language teaching while
discouraging traditional grammar focused teaching. They found, however, that
teachers’ lessons remained teacher-centred over the period of two years and students
still had little chance to use English in a practical way — although language learning
activities and the design of classroom tests were influenced by the new textbooks.
They concluded that the effects of the implementation of new tests were much more
limited than expected and that the mechanism of washback was not as

straightforward as previously thought.

When studying washback, it is also possible to focus on participants
(teachers, students, material developers, publishers), process (actions by participants
towards learning), and products (what is learned and the quality of learning), as
suggested in Hughes’s trichotomy model (Hughes, 1993 as cited in Bailey, 1996).
Watanabe (2004) proposes disentangling the complexity of washback by
conceptualizing it in terms of: Dimension (specificity, intensity, length,
intentionality and value of the washback), aspects of learning and teaching that may
be influenced by the examination, and the factors mediating the process of washback
being generated (test factors, prestige factors, personal factors, macro-context-
factors). Usually researchers focus on one aspect or type of washback. In Alderson
and Wall’s study in Sri Lanka (Alderson & Wall, 1993; Wall, 1996), the
introduction of a test of English as a foreign language proved to produce faster
changes in the content of teaching than changes in teaching methodology. Cheng
(1997), in the preliminary results of a study of the washback effect of the Hong
Kong Certificate of Education Examination in English in Hong Kong secondary
schools, reports that washback effect “works quickly and efficiently in bringing
about changes in teaching materials [...] and slowly and reluctantly and with
difficulties in the methodology teachers employ” (p.1). Cheng introduces the term
‘washback intensity’ to refer to the “degree of washback effect in an area or a

number of areas that an examination affects most” (p.7).

Andrews et al. (2002) finds out in their study that the impact of a test can be

immediate or delayed. According to these researchers, washback seems to be
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associated primarily with ‘high—stakes’ tests, that is, tests used for making important
decisions that affect different sectors., for example, determining who receives
admission into further education or employment opportunities (Chapman and
Snyder, 2000). Madaus (1990 in Shohami, Donitza-Schmitdt & Ferman, 1996)
identifies as ‘high’ such situations when admission, promotion, placement and
graduation are dependent on the test. Cheng (2000) reports on how tests are often
introduced into the education system to improve teaching and learning, especially in
centralised countries including China, Taiwan, Japan, and Hong Kong where tests
are considered an efficient tool for introducing changes into an educational system
without having to change other educational components. In some countries these
tests can be considered “the engine for implementing educational policy” (Cheng,
2000, p. 6).

In recent years, researchers have been making significant inroads into
investigating this phenomenon in different social and educational contexts. As a
result, the definition as well as the nature and scope of washback have been
extensively discussed, and a number of different perspectives have emerged in
language testing and ELT research area. Despite the strong link between testing,
teaching and learning discussed in the field of education, the assertion that a test
influences what teachers and students do in the classroom is often based on
anecdotal evidence, and did not receive much attention from researchers until the

early 1990s in the field of applied linguistics.

Of the various patterns or themes that have emerged from studies on
washback, the most prominent one is the gap that exists between teachers’ beliefs
about innovation and the beliefs held by innovators. There is sufficient evidence
indicating that teachers’ perceptions of washback seldom overlap the perceptions of
test designers or policy. Though some research studies have been carried out on
washback studies in different countries, no formal research has been carried out in
Bangladesh to investigate how the HSC examination has been influencing EFL
teachers and students. So, it was important to carry out a study in Bangladesh on this
topic. Furthermore, though a good number of washback studies have been carried
out during recent years in different countries, the washback effect is still to be

adequately defined and analysed.
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1.1.3 Relations of Testing to Teaching and Learning

There is an in-depth relation between testing, teaching and learning. Test
objectives determine the teaching objectives. Testing strongly influences the
classroom activities. Tests are assumed to be powerful determiners of what happens
in classrooms; and it is commonly claimed that tests affect teaching and learning
activities both directly and indirectly. As mentioned earlier, washback, a term
commonly used in applied linguistics, refers to the influence of language testing on
teaching and learning. The influence of a test on the classroom is, of course, very
important; washback effect can be either beneficial or harmful. Teachers as well as
their students tailor their classroom activities to the demands of the test, especially

when the test is very important for the future of the students.

A high-stakes test is a type of test whose results are seen- rightly or wrongly
by students, teachers, administrators, parents, or the general public as the basis upon
which important decisions that immediately and directly affect the students are
made. A test can be considered as high-stakes if the test results are perceived by
stakeholders (e.g., teachers, students, parents and schools) to have serious
consequences, such as graduation, comparison or placement of students, the
evaluation of teachers or schools, and/or the allocation of resources to schools
(Madaus, 1988). High—stakes tests can be norm or criterion—referenced, and internal
and external in origin. They offer future academic and employment opportunities
based upon the results. They are usually public examinations or large-scale
standardized tests. The HSC public examination, the subject of the study, is such a
high-stake test. It is given to the students at the end of their 12" year of education.
Students either proceed to further studies or leave school, and seek employment after

passing the HSC examination.

Washback is the power of examinations over what takes place in the
classroom (Alderson and Wall, 1993, p.115). Numerous explanations of the term
‘washback’ can be found throughout the published research and literature on
language testing. One of the most common definitions sees the concept referred to as
the influence of testing on teaching and learning (e.g. Alderson & Wall, 1993; Gates
1995; Cheng & Curtis 2004). Brown (2000) defines washback as “the connection
between testing and learning” (p.298). Gates (1995) explains washback simply as
“the influence of testing on teaching and learning” (p.101). Messick (1996) refers to
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washback as “... the extent to which the introduction and use of a test influences
language teachers and learners to do things they would not otherwise do that

promote or inhibit language learning” (p. 241).

Pierce (1992) states that the washback effect is sometimes referred to as the
systemic validity of a test. Bachman and Palmer (1996, p.29-35) have discussed
washback as a subset of a test's impact on society, educational systems, and
individuals. Alderson and Wall (1993) consider washback as the way that tests are
perceived to influence classroom practices, and syllabus and curriculum planning.
Cohen (1994) describes washback in terms of how assessment instruments influence
educational practices and beliefs. Public examinations are often used as instruments
to select students as well as a means to control a school system, and are commonly
believed to have an impact on teaching and learning. Given that external tests or
public examinations have exerted an influence on teachers and students with an
associated impact on what happens in classrooms, such a phenomenon is denoted as
“washback” or “backwash” (Alderson, 1986; Morrow, 1986; Pearson, 1988;
Hughes, 1989; Morris, 1990). As tests have the power to select, motivate and

reward, so too can they de-motivate and punish.

Language tests have become a pervasive part of education system and
civilization. They play a significant socio-economic role in modern societies. A test
is an experience that the teacher creates to serve as a basis for grading a learner in
order to group them according to a laid down standard by a government or an
institution. A test is a method that generally requires some performance or activity
on the part of either the testee or the tester, or both. There is a set of techniques,
procedures, test items that constitutes an instrument of some sort. Such a type of
external test is commonly believed to have an impact on teaching and learning.
Every test does not carry the same weight and importance. High stakes tests
influence the way students and teachers behave, the content and methodology of
teaching programmes, attitudes towards the value of certain educational objectives
and activities, the academic employment options that are open to individuals, and
may have significant long-term implications for education systems and for the

societies in which they are used.

According to Alderson and Wall (1993), the notion that testing influences

teaching is referred to as ‘backwash’ in general education circles, but it has come to
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be known as ‘washback’ in applied linguistics (p. 11). Washback and backwash are
now interchangeably used in both EFL and ESL research of applied linguistics
(Bailey, 1999). Washback or backwash has been defined as “a part of the impact a
test may have on learners and teachers, on educational systems in general, and on

society at large” (Hughes, 2003, p. 53).

In recent years, there has been growing interest among the testers in the field
of education, in the effects, both desirable and undesirable, of tests and the concepts
of “test impact’ and “test washback’. Impact is the consequence of a test on
individuals, on educational systems and on society in general. The term ‘washback’
or ‘backwash’ as it is sometimes refers to, can be broadly defined as the effect of
testing on teaching and learning, and is therefore a form of impact. It is then a
concept which includes several specialised areas in the field of applied linguistics

such as communicative language teaching and testing.

The term “Communicative language teaching and testing” has emerged as a
much-talked issue in the worldwide English language education arena. In
communicative language teaching, the purpose of testing is to evaluate how far
learning and teaching are taking place, or in other words, how far the students have
attained the ability to use the language in certain span of time. Testing
communicative competence means testing the ability to use language for
communication. This also includes the testing of four basic skills of language —
listening, speaking, reading, and writing. There are some distinctions between the
traditional examination and the communicative language test. The purpose, in
traditional examination, is that of promoting or detaining a student, or awarding
degree. In language tests, how far the learners have attained language proficiency

has to be measured.

There is a natural tendency for both teachers and learners to tailor their
classroom activities to the demands of the test, especially when the test is very
important for the future of the learners, and the pass rates are used as a measure of
teachers’ success. There is a consensus among the educators that the contents of
classroom instruction should be decided on the basis of clearly understood
educational goals, and examinations should try to ascertain whether these goals have
been achieved. The influence of examinations on second/foreign language (SL/FL)

teaching and learning has become an area of significant interest for testers and
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teachers alike. Negative washback is said to create a narrowing of the curriculum in
the classroom so that teachers and learners focus solely on the areas to be tested. On
the other hand, there have been attempts to generate positive washback by means of
examination reform to encourage teachers and learners to adopt more modern
communicative approaches to language learning. When the examination does that, it
forces learners and teachers to concentrate on these goals; and the washback effect

on the classroom is very beneficial.

Testing has been used for decades, but concerns about its influence have
recently increased. Davies et al. (2000) define ‘impact’ by as “the effect of a test on
individuals, on educational systems and on society in general” (P. 79). With this
increased concern, the influence of tests has been officially termed as ‘washback’ or
‘backwash’, and used as an impact in the field of language testing. Washback
appears to be a concern in education in general. This study, however, focuses on
washback on SL/FL education. Specifically, the EFL test in the Higher Secondary

Certificate (HSC) examination is the subject matter of the present study.

1.2 Statement of the Problem

Examinations play an important social and educational role in Bangladesh;
the promotion of an effective English testing system has thus been of great
importance. It is now widely believed that the phenomenon of how external
tests/public examinations influence teaching and learning is commonly described as
“washback” in language instruction. Literature indicates that testing washback is a
complex concept that becomes even more complex under a variety of interpretations
of the washback phenomenon on teaching and learning. Some studies conclude that
no simple washback effect occurs (Alderson and Hamp-Lyons, 1996; Watanabe,
1996), whereas others find powerful determiners of language testing towards

classroom teaching (Hughes, 1988; Khaniya, 1990; Herman and Golan, 1991).

Testing and teaching are strongly correlated; testing determines the teaching
and the learning. Testing objective is determined by teaching objectives. Teaching
and learning in Bangladesh are test-driven. The classroom activities are
overwhelmingly guided by the contents of the examination. The teachers remain
very selective to the classroom activities. They teach those items which are likely to

be tested, and ignore the ones that may not be tested. They narrow down the syllabus
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for the benefit of the test. They directly teach to the test to attain the immediate goal
of scoring high in the examination. There exist mismatches between the curriculum
objectives and examination objectives. There is strong disagreement on whether all
the skills of English language are properly tested in the public examinations. These

are all problems to be addressed in the present study.

Most recently, policy makers, educators and researchers in Bangladesh have
devoted much effort to the nature and outcomes of the examination and its washback
on EFL teaching and learning. Though considerable amounts of washback studies
have been conducted in various contexts of English language teaching and learning
through out the world during the last decade, a little research has been carried out
within Bangladesh context. Therefore, the present study was designed to examine
the washback of the Higher Secondary Certificate (HSC) examination on EFL

teaching and learning.

The present study may be taken as a pioneer formal research on the
washback of the public examination on EFL teaching and learning at all levels in
general, and the HSC in particular. The study investigated the relationships between
the EFL curriculum and examination, the textbook materials and EFL test, teaching
method and EFL examination, classroom activities and test, etc. Then the study
examined whether any washback of the HSC examination existed, and how much
and in what way teaching and learning English were influenced by the HSC

examination.

1.3 Objectives of the Study

The present study entitled Washback of the Public Examination on Teaching
and Learning English as a Foreign Language (EFL) at the Higher Secondary Level
in Bangladesh was designed to examine whether the washback of the HSC public
examination influenced teaching and learning English as a foreign language as a
whole. The study investigated the phenomenon of the washback effect in the light of
measurement driven instruction. The present study tried to understand how the main
participants in the Bangladesh educational context react to the HSC examination- a
major public examination. It attempted to explore the nature and scope of the

washback effect on the aspects of institutional policies, teachers’ and students’
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perceptions, and teachers’ behaviours, within the context of the HSC examination in

English.

Testing and standards appear to be a permanent part of today's educational
arena; and, since teachers are obliged to work under these guidelines, it is important
for educational research to examine if testing and standards influence teachers'
activities in the classroom. Teachers are at the center of this debate, and have a
vested interest in its outcomes. Therefore, the purpose of this study was to determine
the existence and the degree of this influence. The study hoped to learn whether
testing changed the teachers’ teaching methods; whether the teachers were

influenced to change their beliefs, strategies and activities to align the test.

The present study explored the possible answers to all the research questions
posed in the present study. This study attempted to find out whether the EFL
teachers are truly teaching to the test and the potential reasons involved. The broad
purpose of this study was to investigate how those were involved, directly and
indirectly, in teaching and learning English. The purpose of this study was also to
determine in what ways the teachers followed the syllabus and curriculum and
teaching method to impact test results, to what degree, and in what specific way it
was done. On the whole, all the conclusions were drawn based on what the teachers,
the students, and the other participants said in the present study. Thus, the

objectives of the present study can be summarised as follow:
General objective

The study was designed to generally investigate how the HSC examination
in English directly and indirectly influenced teaching and learning English as a

foreign language (EFL).
Specific objectives
The study specifically:

a. explored the nature and scope of the washback effect on the aspects of
teachers” and students’ perceptions and behaviours within the context of the HSC
examination in English;

b. tried to understand how the main participants (e.g. students, teachers,
examiners, curriculum specialists and materials writers, and the like) within the

Bangladesh education context react to the examination in EFL;
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c. intended to determine the ways teachers and students follow the syllabus

and curriculum, textbook, materials, etc;

d. attempted to investigate whether the objectives of the syllabus and

curriculum are achieved through classroom teaching and learning; and

e. endeavoured to learn whether the examination influence changes teachers’

teaching methods, teaching strategies and activities to align the test or curriculum.

1.4 Significance of the Study

The strong influence of high-stakes tests, such as the HSC examination, on
teaching and learning process has long been accepted in the field of education. The
study proved to be highly significant in many respects: the study examined the
influence of public examination on teaching and learning English as a foreign
language; the findings of this study would provide educational parties involved in
English language education with important information to help improve the policy,
practice and implementation of English language teaching and learning. Most
importantly, the study highlighted the voices of teachers and students, the very

people at the centre of the teaching and learning process.

Despite testing being a very important activity in the teaching learning
situation, a little formal research (e. g. Maniruzzaman and Hoque, 2010;
Maniruzzaman, 2011) has been carried out in the field of washback effect till today
in Bangladesh. Though some research studies have been carried out on washback
studies in different countries, to my knowledge, no research has been carried out in
Bangladesh to investigate how the HSC examination has been influencing EFL
teachers and students. So, there were ample scope of study in this filed. It was
expected that the study would bring a quality change in the present examination
system at the higher secondary level in Bangladesh. The study may help teachers
and students consider the examination as ‘servant’ to the learning, not the ‘master’,

‘lever’, not the ‘barrier’.

One of the main strengths of this study is its research design. The study used
a mixed- methods (MM) approach to both data collection and analysis. The results
were relatively greater in breadth and depth, not only in terms of the data collection

but also in terms of the interpretation. Therefore, the results may be considered
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reliable. This was an empirical study; and it was one of the few washback studies
that employed both quantitative and qualitative data to explore the washback effect
on teaching and learning. Based on both quantitative and qualitative data, this study
provided solid research evidence to describe and explain the washback effect of the
HSC examination in English subject on various aspects of teaching and learning, and
on the Bangladesh education system as a whole. Although this investigation
provided data on and evidence of the washback effect in a specific educational
context, it should also contribute to the understanding of education in Bangladesh, in

general.

The questions asked in the various instruments- questionnaires, interviews
and the classroom observation scheme, have drawn on theoretical considerations in
the areas of language teaching and learning along with interviews with relevant
stakeholders in Bangladesh. The instruments are, therefore, easily applicable to
future studies conducted at other levels of education in Bangladesh. It is believed
that the study provides a starting point for future researchers to find the most
appropriate method for their own contexts. It would facilitate further research on

washback, and allow easier comparison of the results between the studies.

The study was potentially significant as it offers educators and policymakers
insights into English language teaching and learning at the HSC level. The study;,
first, investigated the relationships among the curriculum, the textbooks and
materials, the EFL teaching and learning, and the HSC examination in English; the
study then tried to explore whether the HSC examination exerted any washback on
the EFL teaching and learning. This study further discerned the nature of washback
and the variable(s) influenced by the washback effect. The findings of this study
may provide important information to help the educational parties involved in
English language education modify the policy, practice and implementation of any

innovations for the improvement of English language teaching and learning.

The results of the study may enormously contribute to the area of marking
and grading of the students in the examination. The findings of the study may
contribute to the literature on general education, EFL teacher education, and

cognitive psychology.
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1.5 Research Questions

Washback is a very complex notion. It does not only refer to the effect of an
examination in the classroom, but also in the school, in the educational system and
in the society. It is simplistic to believe that a test can result in all desired changes in
teaching and learning. In the public examination system in Bangladesh, some
language elements (vocabulary, grammar, etc.) and the two literacy skills: writing
and reading comprehension are tested in the examinations, while the other two
language skills: listening and speaking remain entirely untested. It is now a proven
belief that activities in schools are dictated by examinations (Wong et. al. 2000).
When examinations are high-stakes tests, their impact is maximised. Moreover,
changes in education, particularly in teaching can be facilitated by tests (Davies,
1985).

Based on the research purposes, the study looked at the washback effect of
the HSC examination on EFL teaching and learning both at the macro level with
respect to major parties within the Bangladesh educational context and at the micro
level with regard to different facets of classroom teaching and learning. It is
important to emphasise that both teaching and learning were studied in this project,
as both of these constructs occur interactively in the classroom. Therefore, the
teachers and the students were included in the study. However, aspects of learning
and learners were studied only when they related to classroom teaching. Washback
researchers in the field of applied linguistics have rarely communicated with those in
the field of education, although the power that a test has on teaching and learning is
now well recognised and has been extensively investigated in both fields (Rea-
Dickins, 2004). Therefore, the current research aimed to incorporate theories of test
impact or washback available in the two fields (education and applied linguistics). It
can be argued that identifying the role of contexts and beliefs can contribute to a

model of washback which shows further understanding of its mechanism.

The study focuses on observing what happens in language classes for
preparing the students for the HSC examination. Due to the scarcity of similar
studies of washback, the objectives of the study were methodological as well as
substantive. Students tend to be influenced by their teachers in terms of the
relationships between teaching and learning; nevertheless, students’ views may be

different from, or independent of, their teachers’. For this reason, the present
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researcher focused on both teacher and student perception, and compared both of
them in order to look at how differently they think and feel about the influence of
the HSC examination on teaching and learning. Therefore, the study posed the

following research questions:

RQ1. Does washback of the HSC examination influence EFL teaching and

learning?

RQ>. Does the HSC examination have any washback effect on the syllabus

and curriculum?
RQs. To what extent does the test content influence teaching methodology?

RQa4. What are the nature and scope of testing the EFL skills of the students

at the higher secondary level?

RQs. What are the effects that an examination preparation process can have

on what teachers and learners actually do?

RQs. What is the effect of the HSC examination on the academic behaviour,

feelings, perception and attitudes of teachers and students?

1.6 Definition of Terms

A number of key terms are defined as follows in order to establish a

consistent and common meaning for them as they are used in this thesis.

Achievement Test: An achievement test measures what a learner knows
from what he/she has been taught. This type of test is typically given by the teacher

at a particular time throughout the course covering a certain amount of material.

Alternative Assessment: Alternative assessment refers to a non-
conventional way of evaluating what students know and can do with the language. It
is informal and usually administered in the class. Examples of this type of

assessment include self-assessment and portfolio assessment.

Analytical scale: Analytical scale is a type of rating scale that requires
teachers to allot separate ratings for the different components of language ability

such as content, grammar, vocabulary, etc.
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Assessment: Assessment is a term that refers to a thorough but constant
appraisal, judgement and analysis of students' performance through meticulous
collection of information. Assessment is a systematic method of obtaining
information from tests and other sources, used to draw inferences about
characteristics of people, objects, or programmes; the process of gathering,
describing, or quantifying information about performance; an exercise such as a
written test, portfolio, or experiment that seeks to measure a student's skills or

knowledge in a subject area.

Authenticity: Authenticity refers to evaluation based mainly on real-life
experiences; students show what they have learned by performing tasks similar to

those required in real-life contexts.

Communicative Language Teaching (CLT): In this research, the definition
of Communicative Language Teaching (CLT) correlates with that provided by
western ELT theorists (e.g. Breen & Candlin, 1980; Ellis, 1990; Savignon, 1991,
2003, 2005; Larsen-Freeman, 1986; Stern, 1992; Brown, 1994; Richards & Rodgers,
2001; Wesche & Skehan, 2002). It refers to a teaching methodology or an approach
that focuses primarily on communicative competence comprising both receptive and

productive skills (listening, reading, speaking and writing).

Computer-based testing (CBT): Computer-based testing (CBT) is
programmed, and then administered to students on computer; question formats are
frequently objective, discrete-point items. This type of test is subsequently scored

electronically.

Computer-adaptive testing (CAT): Computer-adaptive testing (CAT)
presents language items to the learner via computer; subsequent questions on the

examination are "adapted™ based on a student's response(s) to a previous question(s).

Content validity: When the test accurately reflects the syllabus on which it
is based, it can be termed as having content validity. This kind of validity depends
on a careful analysis of the language being tested and of the particular course

objectives.

Construct validity: Construct validity is the degree to which an instrument
measures the construct it was designed to measure; how well an instrument can be

interpreted as a meaningful measure of some characteristic or quality.
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Cornerstones of good testing practice: Cornerstones of good testing
practice are the guidelines of effective test writers. They include the concepts of

validity, reliability, practicality, transparency, authenticity, security and washback.

Criterion-referenced Tests: Criterion-referenced tests are often referred to
as standards-referenced tests or proficiency tests. These tests measure how well a
student measures up to a certain criterion or standard. Scores tell the test taker how

close he or she is to meeting the standard in a given subject.

Curriculum: A curriculum refers to a formal course of study. It is a focus on
study consisting of various courses all designed to reach a particular proficiency or
qualification. Curriculum is designed to prepare a student for the rigors of a study.
The term "curriculum™ in this study is seen to include "“the entire teaching/learning

process, including materials, equipment, examinations, and the training of teachers.

Descriptive statistics: Descriptive statistics describe the population taking
the test. The most common descriptive statistics include mean, mode, medium,
standard deviation and range; they are also known as the measures of central

tendency.

Discrete-point test: A discrete-point test is an objective test that measures
students' ability to answer questions on a particular aspect of language. Discrete-
point items are very popular with teachers because they are quick to write and easy

to score.

Diagnostic test: Diagnostic test is a type of formative evaluation that
attempts to diagnose students’ strengths and weaknesses vis- a -vis the course

materials. Students receive no grades on diagnostic instruments.

Evaluation: Evaluation is described as an overall but regular judgment and
analysis of teaching, learning, as well as curriculum through systematic collection of
data. Assessment looks at the individual language learners, but evaluation checks the
whole language-learning programme. In assessment data is collected by
concentrating on students' moment-by-moment performance in the classrooms,
"emanating from alternative activities" (Genesee, 2001, p.149) while evaluation
involves the gathering of data by focusing on teaching performance and learning

outcomes.

Language in India www.languageinindia.com 16:9 September 2016 Md. Enamul Hoque Ph.D. <Pages 288-786>
21



High-stakes tests: A high-stakes test is one of such quantitative measures
that “occasionally pepper” the subjectivity of school organizations to generate
objectivity in education. It has four interrelated components: (1) goals, (2) measures,

(3) targets, and (4) incentives (Hamilton et al., 2002).

Holistic scoring: Holistic scoring is based on an impressionistic method of
scoring. An example of this is the scoring used with the TOEFL of Written English
(TWE).

Face validity: Face validity refers to the overall appearance of the test. It is

the extent to which a test appeals to test takers.

Feedback: Feedback helps students reflect on the process of learning as well
as the product of that process, and provides specific comments on and specific
suggestions for improvement, and encourages students to focus their attention on

understanding the task rather than producing a product.

Formative Assessment: Formative assessment is assessment that provides
feedback into an on-going academic programme to be used to modify the
programme to improve student learning. Assessment is formative when the evidence
of learning is actually used to adapt to learning to meet the needs of students, or by
students themselves to change the way they work at their own learning. Formative

assessment improves learning.

Integrative testing: Integrative testing goes beyond discrete-point test items

and contextualized language ability.

Inter-rater reliability: Inter-rater reliability attempts to standardize the
consistency of marks between raters. It is established through rater training and

calibration.

Item Analysis: Item analysis is a procedure whereby test items and
distractor are examined based on the level of difficulty of the item; and the extent to
which they discriminate between high-achieving and low-achieving students.

Results of item analyses are used in the upkeep and revision of item banks.

Likert Scale: It is a semantic deferential scale that requires subjects to
respond to the statements by using a numerical indication of the strength of their

feeling towards the object or position described in the statement.
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Low-stakes schools: Low — stakes school refers to a school with high-test

scores each year.

Mean: Mean is known as the arithmetic average. To obtain mean, scores are
added together, and then divided by the number of students who took the test. The

mean is a descriptive statistic. In the present study, mean score is expressed as M.
Mode: Mode is the most frequently received score in a distribution.

Norm-referenced tests: A norm-referenced test indicates how the pupil’s
performance compares with that of other pupils in some appropriate reference group.
A test is considered norm-referenced if the test scores are compared with the scores
of a "norming group,"” which is a representative cross-section of all those taking the

test, for example, all eighth-graders taking an eighth-grade math test.

Objective test: An objective test can be scored solely on the basis of an

answer key. It requires no expert judgment on the part of the scorer.

Outcomes-based assessment: Outcomes-based assessment focuses on what
the student knows and can show. Students compare the outcomes with their learning
goals and reflect on the processes that might be changed so that more learning

results.

Performance-based test: A performance-based test requires students to
show what they can do with the language as opposed to what they know about the

language. They are often referred to be task-based tests.

Piloting: Piloting is a common practice among language testers. Piloting is a
practice whereby an item or a format is administered to a small random or
representative selection of the population to be tested. Information from piloting is

commonly used to revise items and improve them. It is also known as field-testing.

Portfolio assessment: Portfolio assessment is one type of alternative
assessment. They are a representative collection of a student's work throughout an
extended period of time. The aim is to document the student's progress in language

learning via the completion of such tasks as reports, projects, artwork and essays.

Practicality: Practicality is one of the cornerstones of good testing practice.
It refers to the practical issues teachers and administrators must keep in mind when

developing and administering tests, such as time, and available resources.
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Proficiency test: A proficiency test is not specific to a particular curriculum,
and it assesses a student's general ability level in the language as compared to all
other students who study that language. An example of the proficiency test is the
TOEFL.

Range: Range is one of the descriptive statistics or measures of central

tendency. The range or min/max is the lowest and highest score in a distribution.

Rating scales: Rating scales are instruments that are used for the evaluation

of writing and speaking. They are either analytical or holistic.

Reliability: Reliability is one of the cornerstones of good testing practice. It

refers to the consistency of examination results over repeated administrations.

Rubric: Used in the context of assessment, rubric (often scoring rubric)
refers to a scoring guide for some demonstration of student learning. It comes from
Latin rubrica meaning red earth and Middle English rubrike red ocher, heading in
red letters of part of a book. It is a set of scoring guidelines (criteria) for assessment

work and for giving feedback.

Self-assessment: Self-assessment asks students to judge their own ability

level in a language. It is a type of alternative assessment.

Standard Deviation: Standard Deviation is a generally used measurement
of variability or diversity used in statistics and probability theory. It shows how
much variation or "dispersion” there is from the average (mean or expected value).
A low standard deviation indicates that the data points tend to be very close to the
mean, whereas high standard deviation indicates that the data are spread out over a

large range of values. In the present study, standard deviation is expressed as STDV.

Standardized test: A standardized test measures language ability against a
norm or standard. It is a test that is constructed in accord with detailed
specifications, one for which the items are selected after tryout for appropriateness
in difficulty and discriminating power, one which is accompanied by a manual
giving definite directions for uniform administration and scoring, and one which is

provided with relevant and dependable norms for score interpretation.

Subjective test: A subjective test requires knowledge of the content area
being tested. It frequently depends on impression and opinion at the time of the

scoring.
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Syllabus: A syllabus is simply an outline and time line of a particular
course. It typically gives a brief overview of the course objectives, course
expectations, a list of reading assignments, and examination dates. The purpose of
the syllabus is to allow the student to work their schedule for their own maximum

efficiency and effectiveness.

Institutional curricula and syllabi, generally seen as indispensable units of
second/foreign language programmes, can take various forms, can represent various
theories of learning, and can be realised in various ways. It is necessary to address
confusion in the literature between the terms ‘curriculum' and ‘syllabus’, since these
can at times be very close in meaning, depending on the context in which they are
used (Nunan 1988, p.3).

In the present study, the HSC English syllabus and curriculum are used as a
“single” term because the HSC English syllabus corresponds and represents the HSC

English curriculum, and they are inseparable in the Bangladesh context.

Summative test: A summative test refers to a test that is given at the end of
a course. The aim of summative evaluation is to give the student a grade that

represents his/her mastery of the course content.

Teachers’ beliefs: The term here refers to teachers' pedagogic beliefs (Borg
2001), which are related to convictions about language and the teaching and learning
of it. These beliefs are manifested in teachers' teaching approaches, selection of

materials, activities, judgments, assessment and behaviours in the classroom.

Testing: Test and assessment are both forms of measuring student's language
learning ability, but differ in many respects. Tests refer to specific instruments that
measure the achievement and proficiency of students whereas assessment refers to a

more general concept of scrutinizing students' learning progress.

Validity: Validity is one of the cornerstones of good testing practice. It

refers to the degree to which a test measures what it is supposed to measure.

Washback: Washback refers to the influence of testing on the curriculum,
teaching, learning, etc. For the purposes of this study, the definition of washback
offered by Cheng, Watanabe, and Curtis (2004) in the preface to their book
Washback in Language Testing, served as the foundation. They state, “Washback
(...) refers to the influence of language testing on teaching and learning” (Ibid. p.
Xiii).
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1.7 Limitations of the Study

A limitation identifies the potential weaknesses of a study. The present study
has some limitations with regard to available relevant data in the Bangladesh
context. Since no intensive study in this particular area had been carried out in
Bangladesh before, the present study suffered from the lack of necessary guidelines
and clues that might help it. Another limitation of the study was that it dealt with
only the EFL test at the higher secondary level in Bangladesh. It concentrated on
investigating how the washback of the HSC examination worked on teaching and
learning English as a Foreign Language (EFL) including the syllabi, teaching
materials, teaching methods, contents, tasks and activities, and classroom
assessment. Since the respondents involved in the investigation were mainly
confined to the English teachers and the HSC level students in Bangladesh, this
study had no attempt to investigate washback caused by a different types of

examination in a different context.

The number of subjects was limited to students, teachers, some examiners
and a few curriculum specialists who voluntarily participated in answering and
completing the research instruments. Therefore, the results of this study cannot be
generalized to a larger population. Data collected in this study was only adequate for
describing perceptions of the washback effect of the HSC examination on EFL
teaching and learning. Thus, the results would be inappropriate to be generalized to
other contexts or other examinations and for other subject areas. Moreover, as the
findings in the conclusion were based on the respondents’ opinions, further empirical
data (e.g., classroom observations), especially from longitudinal studies, should
eventually be collected and analysed to add up insight into the nature of this

phenomenon, i.e., the HSC examination washback.

Shohamy et al. (1996) reported that washback can evolve over time, so a
longitudinal study would perhaps be better able to capture and monitor the ebb and
flow of the test impact. However, this would have been impossible in view of the
time limitations associated with the current research. Even so, the findings would
have been more interesting if the same number of students from different study years
had been involved in the study. As it was, only HSC second year students were able
to participate. The data for this study were collected over just in nearly 10 months,

so follow-up studies are indispensable for observance of long-term washback.
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1.8 Structure of the Thesis

The thesis is constituted of six chapters as follows:

Chapter One “Introduction” offers an introduction to the context of the
whole study by giving a brief account of the underlying problems that generated this
research study. The chapter incorporates a number of issues, and identifies various
components of the problem to be studied including the background information on
the general context of the research, relationship between testing and teaching,
statement of the problem, objectives of the study, significance of the study, research
questions, definition of terms, limitations of the study, structure of the thesis, and a

conclusion of this chapter.

Chapter Two “Washback of Public Examinations: Theoretical Framework”
incorporates concepts and definitions of washback, its background and origin, its
influences on teaching and learning, its connection to impact, its positive and
negative connotations, strategies of promoting positive washback and avoiding

negative washback, and possible models of the washback process.

Chapter Three “Literature Review” sets out to review of related literature
that provides with background knowledge and research insight. This chapter reviews
and summarises a good number of washback related research studies with emphasis

on the washback effects of tests.

Chapter Four “Research Methodology” deals with the research methods
used in the study. It delineates the sampling procedure, development of instruments
including the procedures for validating the instruments and building reliability of the
instruments, data collection procedures, and analysis of data. This chapter also

describes the observation schedule used for classroom observation.

Chapter Five “Presentation and Discussion of the Findings” presents the
findings yielded by document analysis, informant interviews, classroom
observations, and survey questionnaires. It includes the discussion and interpretation
of the findings by synthesizing, integrating, and triangulating the results from
different data sets. The findings in this chapter are organised and outlined by themes

and patterns.

Chapter Six “Conclusion” is the last chapter of this dissertation. It

summarises the findings, answers the research questions, provides theoretical
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implications for the study, proposes a washback model, and suggests some possible
directions and recommendations for future research. This chapter presents the
findings from both research instruments organised into the pattern established in the
previous chapter. It reviews the whole study bringing together themes and results
from the earlier chapters. It revisits the concept of washback of the HSC
examination in light of the findings of the research. The final section draws

conclusion of the thesis based on the findings of the study.

1.9 Conclusion

“Teaching to the test’ has become one of the biggest indictments facing the
education system at present. It has always been heresy to educators and linguists.
Teaching to the test puts too much emphasis on standardized tests that are poorly
constructed and largely irrelevant. It stifles creativity and encourages cheating. But
today, a new perspective is emerging; it is called curriculum alignment, and means
teaching knowledge and skills that are assessed by tests designed largely around
academic standards set by the country. Although educators frequently claim that
they do not want to teach to a test, the reality is that every educator wants his/her
students to be successful with quantitatively high scores. Decision makers, teachers
and students equate this success in large part with high-test scores, resulting in

classroom instruction that is reflective of test practices and/or expectations.

In this chapter, first, the general context and research problem of this study
have been explained. Following that, the significance of and the rationale for the
study are presented; the objectives of the study are articulated and some terms are
clarified. Then, the organization of the thesis is outlined and the research questions
are focused. The following chapter (Chapter Two) clarifies the basic concepts, and
explores the theoretical and methodological advances pertaining to washback
research. An extensive discussion of the studies in other research areas that influence

and shape the present study is also included in the next chapter.
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Chapter Two

Washback of Public Examinations: Theoretical
Framework

This chapter focuses on the theoretical underpinnings that shaped and guided
this study. It begins with an exploration of the concept of washback by discussing
various terms that have been used to describe this educational phenomenon. It then
illustrates the mechanism of washback followed by a discussion of the washback
phenomenon in different educational contexts such as teaching, learning, syllabus
and curriculum, materials, etc. The sections explore how and why washback works
to influence other components within the language educational system, trace the
rationale behind the use of tests, and examine their power to change teaching and
learning. The chapter also presents a review of washback models of teaching and
learning in the context of the theoretical and practical considerations of washback.

This chapter will guide the research in designing the upcoming chapters.

2.1 Public Examinations: Definitions and Concepts

As defined in the first chapter, public examinations are synonymous with
external tests which are administered and scored by external agencies or forces to
evaluate learning outcomes or results with a decisive consequence or influence on
test-takers. Public exams are often used as instruments to select students as well as a
means to control a school system, especially when the educational system is driven
by tests or exams (Cheng and Falvey, 2000; Herman, 1992; Smith et al, 1991). That
is, public examinations are commonly believed to have an impact on teaching and
learning. Given that external tests or public examinations have exerted an influence
on teachers and students with an associated impact on what happens in classrooms,

such a phenomenon is denoted as washback or backwash.

The origin of public examinations is to be found in the school entrance and
civil service examinations of China, which go back at least to the period of the Sui
emperors (589-618) (with a prehistory going back much further) and which achieved
their most complex form towards the end of the Ch'ing dynasty (1644-1911)

(Miyazaki, 1976). Inspired by the Chinese systems, examinations in written format
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began to appear in European schools in the 16th century, though it was not until
some two hundred years later that public examinations of the type found in China
were instituted in Europe for selection to universities, the civil service, and the
professions. Public examinations are now a major feature of the educational systems
of most European countries, which, in turn, passed them on to their former colonies
in Africa, Asia, and the Caribbean, where they still flourish (Kellaghan 1992). The
United States, with some exceptions (e.g. the Regents' examinations in New York),
has so far not adopted a public examination system. However, during the 1980s and
1990s, a number of proposals contained in reform reports, policy statements, and
legislation have advocated a national system or systems of examinations for the
country (Madaus & Kellaghan, 1991).

Although there is considerable variation in the form and administration of
examinations from country to country (Madaus & Kellaghan 1991; Noah &
Eckstein, 1992), they generally share a number of characteristics (Kellaghan 1993).
First, the examinations are controlled to varying degrees at national or regional level
(and sometimes also administered) by an agency or agencies outside the school (i.e.
education board), usually a state department of education, an examinations council
closely related to the state department, or regional examining boards. Second, the
examinations are geared to syllabi which are usually defined by an agency outside
the school, sometimes the same agency as administers the examinations. Third,
examinations are usually provided in the traditional areas of the curriculum (such as
science, languages). Fourth, examinations are often formal terminal procedures,
taken on fixed days under controlled conditions by all candidates taking the
examination in a country or region at the end of a course of study. There is a little
teacher involvement in assessing students for public examination certification in
developing countries. Fifth, examinations are largely written, very often using the
essay format, but sometimes making use of multiple-choice items, either in

conjunction with other formats or on their own.

There may also be provision for oral and practical assessments in different
countries. Finally, as a result of performance on the examination, the student is
awarded a grade or mark in each subject examined. Public examinations normally
are intended to serve a number of functions. The most obvious is to assess the

competence of students' learning relative to some agreed standards. The results are

30
Language in India www.languageinindia.com 16:9 September 2016 Md. Enamul Hoque Ph.D. <Pages 288-786>



then frequently used to discriminate among students with regard to their preferred
futures: further education, admission to professional preparation, or employment.
While certification is important, particularly for students who are leaving the
educational system, there is often a danger of losing sight of this function because of
the strong emphasis on selection. Examination results are also often used, formally
or informally, to provide evidence of school effectiveness, and schools and teachers
may be held accountable for their students' achievements as reflected in examination
performance. This use becomes more obvious when results for individual schools

are published.

In Bangladesh, examination is the only method used for educational
measurement. The British Administration imported the public examination here
from England. Final External Examination, named Entrance Examination, was
started in British India. It was conducted under the rules and regulations of the
London University. A student could appear in this examination after completing
high school education. This public examination was fit for getting a job under the
British Administration. Afterwards, in 1857, the management and controls of this
examination was handed over to three universities, i.e., University of Calcutta,
University of Bombay, and University of Madras. The system got its full momentum
under the Calcutta University up to 1947. Subsequently, it was entrusted to the East
Bengal Secondary Education Board at Dhaka and the Dhaka University in respect of
the SSC and the HSC examination respectively which were earlier called the

Matriculation and Intermediate Examinations.

In 1961, as per the National Education Commission, the then Government of
Bangladesh transferred the management and controlling of these two examinations
to the Board of Intermediate and Secondary Education of East Bangladesh, from the
Dhaka University. The number of education boards was increased in 1963 to cope
with the increase in number of schools, colleges and students. At present, ten general
education boards, one Madrasha Board, and one Technical Education Board are
conducting the public examinations up to XII Grade. Graduate and Postgraduate
levels public examinations are being conducted by the National University. Other
public and private universities offer undergraduate and postgraduate courses, and
conduct examination under the rules and regulations set by the government. The

Boards of Intermediate and Secondary Education conduct these examinations.
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Students of public, most private, schools sit for these exams. There also exist a
different system of public examination at parallel grade levels run by Cambridge
International Examinations (CIE) and Edexcel International London Examinations

for O’ Level (Ordinary level) and A’ Level (Advanced level).

In these days, with the widespread adoption of communicative language
teaching (CLT) principles, language tests tend to include more practical tasks
predicting the real-world settings. During the 1960s and 1970s, language testing
techniques were heavily influenced by structural linguistics (Chew, 2005). The
analysis of language favoured by behaviourist approaches (e.g. Skinner) led to
discrete point testing, that is to say, tests were designed to assess learners' mastery of
different areas of the linguistic system in isolation [e.g. grammatical knowledge,
vocabulary, pronunciation etc.). Although language testing has been influenced by

social changes, there are certain fundamental aspects which remain widely accepted.

Language tests have been used to measure students’ achievement for many
years. The first book-length discussion of testing English as a foreign language was
found in Robert Lado’s Language Testing in 1961. Language tests from the distant
past to the present are important historical documents. They can help inform
researchers about attitudes to language, language testing and language teaching
when little alternative evidence of what went on in the bygone language classroom
remains. In recent years, there has been a trend towards improving subject matter
teaching through the implementation of examinations, especially those defined as
“high-stakes” assessment. These efforts are usually part of attempts to introduce
changes into the educational system by putting novel pedagogical theories and
practices in place; they are related to educational innovation and contribute to
building theories on how such innovation occurs. Spolsky (1975) identifies three
periods of language testing: the pre-scientific, the sychometric-structuralist and the

psycholinguistic-sociolinguistic.

Traditionally, most language tests aim at testing knowledge about the
language, such as testing knowledge about vocabulary and grammar. However,
according to Brown (2003), “By the mid-1980s, the language testing field had begun
to focus on designing communicative language-testing tasks” (p. 10). This means
that the need for communicative language test has been recognized, and much

research on communicative language tests has been done since then. It was
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Chomsky (1965) who first rejected such approaches and proposed an underlying

rule-based knowledge system.

From the early 1970s, however, communicative theories were widely
adopted among linguistics and they began to focus on "communicative proficiency
rather than on mere mastery of structures” in language teaching (Richards 2001,
p.153). This trend significantly influenced the methods of language teaching and
roles of language testing, although it is highly possible to assume that some social
changes induced new theories at first, and then the theories might be modified to
support practice more closely. Hymes takes Chomsky's work further, but also reacts
against some aspects of it. For Hymes (1972), the social context of language is
considered essential and appropriateness was viewed as important as grammatical
correctness. Discrete-point teaching and testing models were gradually replaced by
models which aimed to integrate the various elements of language learning. A theory
of communicative competence has been developed further by Canale and Swain
(1980). They also raise two controversial issues related to second language teaching

and testing which is explored later:

1. whether communicative competence and linguistic competence are mutually

inclusive or separate,

2. whether one can usually distinguish between communicative competence

and performance (Spolsky 1985, p.183)

According to the new trends mentioned above, since the 1970s language
testers have been seeking more pragmatic and integrative questions for assessment,
such as cloze tests and dictations. McNamara (2000) points out the need by stating
that the necessity of assessing the practical language skills of foreign students led to
a demand for language tests which involved an integrated performance on the part of
the language user. The discrete point tradition of testing was seen as focusing too
exclusively on knowledge of the formal linguistic system for its own sake rather

than the way such knowledge is used to achieve communication.
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2.2 Washback: Background and Origin

Washback is a new but very complex phenomenon in the field of education
research. It is rarely found in the dictionaries published before 1990s. However, the
word ‘backwash’ can be found in certain dictionaries and is defined as “the
unwelcome repercussions of some social action” by the New Webster’s Dictionaries,
and “unpleasant after-effects of an event or situation” by the Collins Cobuild
Dictionary. However, before 1982, no washback study can be traced out either in the
field of general education or in the applied linguistics. Washback or backwash, as it
is sometimes called, is now a term that is commonly used in the assessment in
applied linguistics literature. Although washback is a relatively common term in our
field, it is rarely found in dictionaries (Cheng & Curtis, 2004). Because of the
importance of the study of Alderson and Wall (1993), as a landmark and milestone
in the field of washback research, their study may be considered as an unavoidable

work in the washback history.

Kellaghan et al. (1982) are the first who used the term in their work, “The
effects of standardized testing” which has extensive potentials for the future
researchers. After the work of Kellaghan et al. (1982), other researchers have taken
interest to study test washback and to examine how it works on teaching and
learning. Between 1980 and 1990, very little empirical research has been carried out
to investigate the washback effect of examinations either in the field of general
education or in the field of language education. The other earlier studies in this area
are those carried out by Wesdorp (1982) and Hughes (1988).

It should be pointed out that the former (Kellaghan, et al., 1982) was a
general education study and not specific to language education. In their ensuing
discussion, it is clear that evidence of either beneficial or harmful was often tenuous
remaining unproven or, at best, inconclusive. For example, the study of Kellaghan et
al. (1982) looks at the impact of introducing standardised tests in Irish schools as a
case in point. As early as 1984, Frederiksen publishes a paper called “The Real Test
Bias”, in which he suggests that because test information is important in attempting
to hold schools accountable, the influence of tests on what is taught is potentially
great (Gipps, 1994). Nearly 20 years ago, Alderson (1986) identified washback as a
distinct and emerging area within the field of language testing. Around the same

time, earlier to Alderson, Davies (1985) asked whether tests should necessarily
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follow the curriculum. He suggested that perhaps tests ought to lead and influence

the curriculum.

Although Alderson (1986) first recognises the potential use of language tests
as a tool to bring about positive effects on language teaching and learning about two
decades ago, it took almost another 10 years for the concept of tests influencing
teaching and learning to become an established research topic. McNamara (2000)
argues that this is because applied linguists tend to focus heavily on investigating
individuals’ language skills and abilities, rather than on the consequences of tests.
Wigglesworth and Elder (1996) also point out that the concept of tests influencing
teaching and learning is under-researched probably because the huge number of
variables involved have made it very difficult for researchers to identify a causal

relationship between the test and what went on in the classroom.

Afterwards, Washback on learners was a topic seldom discussed in 1990s,
and has gotten more attention from the researchers since the 21st century. The Sri
Lankan Impact Study, the first empirical research on washback conducted by
Alderson and Wall (1993) is often cited as a landmark study in the investigation of
washback. They conducted a two-year investigation of the effects of the
implementation of the revised O-Level English examination in Sri Lanka on
teaching methodology. The revision of the examination was made to reinforce the
innovations in textbooks and teacher training, which were intended to promote
communicative English language teaching with its emphasis on practical speaking,
reading and writing skills, while discouraging traditional teacher-dominant,
grammar focused lessons. The observations of English lessons in 14 secondary
schools before and after the implementation of the revised examination revealed that
language learning activities and the design of classroom tests were influenced by the
new textbooks or tests. However, Alderson and Wall (1993) found that there was
basically no difference in the way the teachers taught over the two years of the study
as the English lessons remained teacher-centred with little chance for the students to
use English in a practical way. They concluded that the positive and desired

washback effects were much more limited than expected.

Much of the literature on this subject has been speculative rather than
empirically based. The first scholars to suggest that the washback effects of

language tests were not as straightforward as had been assumed by Alderson and
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Wall (1993). It was Alderson and Wall who pointed out the problematic nature of
the concept of washback and the need for carefully designed research. In their article
“Does Washback Exist?”, they questioned existing notions of washback and
proposed a series of washback hypotheses. Within this article they identified 15
hypotheses which may potentially play a role in the washback effect, and must

therefore be considered in any investigation (1993, p. 120-121).

Since the publication of the seminal work of Alderson and Wall in 1993, a
number of researchers have sought to obtain evidence as to whether washback exists
by means of empirical research in language classrooms. With regard to length and
duration, the washback studies can be classified in two broad terms: the first kinds
have been by definition longitudinal in nature, since they have required the
collection of data over a period of time — perhaps two or three school years in the
case of revisions to secondary school examinations; and by contrast, studies of the
second type have been cross-sectional involving comparisons of teachers, classes,
courses and/or schools over a short period of time. Let us look at each kind of

research in turn.

2.3 Washback: Definition and Scope

The term *washback’ is commonly used in applied linguistics to refer to the
influence of language testing on teaching and learning. In the literature (both in
applied linguistics and in general education), the terms *backwash’ and ‘washback’,
are used, and invariably considered as interchangeable. The way standardized tests
affect teaching and learning is usually called backwash in educational arena and
washback in Applied Linguistics (Karabulut, Aliye, 2007). It has long been affirmed
that tests exert a powerful influence on language learners who are preparing to take
examinations, and on the teachers who try to help them prepare. It is common to
claim the existence of washback (the impact of a test on teaching) and to declare that
tests can be powerful determiners, both positively and negatively, of what happens
in classrooms (Alderson and Wall, 1993, p. 41). The various influences of tests are
often referred to as washback (or backwash). “Washback is the power of
examinations over what takes place in the classroom” (Alderson and Wall, 1993, p.
115). Swain (1985, p. 43) succinctly states the prevailing opinion: "It has frequently
been noted that teachers will teach to a test: that is, if they know the content of a test
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and/or the format of a test, they will teach their students accordingly". Washback
can have an individual (micro-level) impact and a social (macro-level) impact. It

involves actions and perceptions, influences learners and programmes.

Washback or backwash has been defined as a part of the impact a test may
have on learners and teachers, on educational systems in general, and on society at
large (Hughes, 2003; Biggs, 1995, 1996; Cheng, 2004). It can generally be
understood as the effect of an examination on teaching and learning (Cheng, 2003,
Chen, 2002, Hughes, 2003), but all scholars have not agreed to its definition.
Alderson and Wall (1993) restrict the use of the term *washback’ to “classroom
behaviors of teachers and learners rather than the nature of printed and other
pedagogic material” (p. 118). They also consider washback as what teachers and
learners do that “they would not necessarily otherwise do” (p. 117). Messick (1996)
states that in order to be considered washback, good or bad teaching has to be

“evidentially linked to the introduction and use of the test” (p. 16).

Moreover, Wall (1997 in Cheng and Curtis, 2004) makes a clear distinction
between washback and test impact. The latter refers to the effect of a test on
“individuals, policies or practices, within the classroom, the school, the educational
system or society as a whole. Other researchers (Andrews et al., 2002) do not make
that distinction, and consider that narrow and wider effects can be included under
the term washback. For the purposes of this study, washback was understood in the
wider sense including what some scholars call ‘impact’. Although being universally
used for various purposes, testing is considered by scholars and researchers to

induce mostly detrimental washback on teaching.

Tests are often perceived as exerting a conservative force which impedes
progress. Andrews and Fullilove point out, "Not only have many tests failed to
change, but they have continued to exert a powerful negative washback effect on
teaching” (Andrews and Fullilove, 1994, p. 57). These authors also note that
"educationalists often decry the 'negative' washback effects of examinations and
regard washback as an impediment to educational reform or 'progressive’ innovation
in schools” (ibid., p. 59-60). Heyneman (1987) has commented, "It's true that
teachers teach to an examination. National officials have three choices with regard to

this 'backwash effect': they can fight it, ignore it, or use it" (p. 260).
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Pierce (1992) states “the washback effect, sometimes referred to as the
systemic validity of a test (p.687). In recent years, washback has become a very hot
topic among many linguistic and educational experts, and who admit that washback
does exist and plays an importance role in language teaching and learning. “There is
a natural tendency for both teachers and students to tailor their classroom activities
to the demands of the test, especially when the test is very important to the future of
the students, and pass rates are used as a measure of teacher success. This influence
of the test on the classroom (referred to as washback by language testers) is, of
course, very important; this washback effect can be either beneficial or harmful”
(Buck, 1988). Bachman and Palmer (1996) consider washback to be a subset of a
test’s impact on society, educational systems and individuals. They believe that test
impact operates at two levels: the micro level, that is, the effect of the test on
individual students and teachers; and the macro level or the impact of the test on

society and the educational system.

Cohen (1994) describes washback in terms of” how assessment instruments
affect educational practices and beliefs" (p. 41). The problem is that while washback
is widely perceived to exit, there is little data to confirm or deny these perceptions.
This is neatly summarized by Alderson and Hamp-Lyons (1996) in the rationale for
their study of TOEFL preparation classes in the United States: "Much has been
written about the influence of testing on teaching; however, little empirical evidence
is available to support the assertions of either positive or negative washback™ (p.
281). Andrews (1994) concurs: "Although a great deal has been said and written
about washback, there is in fact relatively little empirical evidence for its existence™
(p. 44). Similarly, Shohamy (1993) acknowledges, "while the connection between
testing and learning is commonly made, it is not known whether it really exists and,

if it does, what the nature of its effect is"(p. 4).

Brown (2000) defines washback as “the connection between testing and
learning” (p. 298). Gates (1995) defines washback simply as “the influence of
testing on teaching and learning” (p. 101). Alderson and Wall (1993) define
washback as the way that tests are (...) perceived to influence classroom practices,
and syllabus and curriculum planning (p.17). The influence of the test on the
classroom is washback. This influence of the test on the classroom (referred to as

washback by language testers) is, of course, very important; this washback effect
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can be either beneficial or harmful. Thus Buck's definition stresses the impact of a
test on what teachers and students do in classrooms (p.17). Washback is the extent to
which the test influences language teachers and learners to do things that they would
not necessarily otherwise do (Messick, 1996). The influence of testing on teaching
and learning is referred to as washback (Bailey, 1996). Shohamy (1993) summarises

four key definitions that are useful in understanding the washback concept:

1. Washback effect refers to the impact that tests have on teaching and learning.

2. Measurement driven instruction refers to the notion that tests should drive
learning.

3. Curriculum alignment focuses on the connection between testing and the
teaching  syllabus.

4. Systemic validity implies the integration of tests into the educational system
and the need to demonstrate that the introduction of a new test can improve

learning (p. 4)

Andrews (1994) sees washback as "an influence on teachers, learners, and
parents, with an associated impact on what happens in classrooms"(p. 45).
Washback sometimes referred to as backwash. Hughes (1989) states “the effect of
testing on teaching and learning is known as backwash" (and this term, as he uses it,
is synonymous to washback) (p.1). As can be seen, washback is a very complex
notion. It can refer to the effect of an examination in the classroom, but also in the
school, in the educational system and also in the society. Bailey (1996) states,

“washback is the influence of testing on teaching and learning” (p.5).

Pearson (1988) states “Public examinations influence the attitudes,
behaviours, and motivation of teachers, learners, and parents, and because
examinations often come at the end of a course, this influence is seen working in a
backward direction, hence the term, washback” (p. 7). Cheng (2005) concurs that
washback indicates “an intended or unintended (accidental) direction and function of
curriculum change on aspects of teaching and learning by means of a change of

public examinations” (p.112).

Numerous explanations of the term ‘washback’ can be found throughout the
published research and literature on language testing. One of the most common
definitions sees the concept referred to as the influence of testing on teaching and

learning. Definitions of washback are nearly as numerous as the people who write
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about it. These definitions range from simple and straightforward to very complex.
Some take a narrow focus on teachers and learners in classroom settings, while
others include reference to tests' influences on educational systems and even on
society in general. Some descriptions stress intentionality while others refer to the
apparently haphazard and often unpredictable nature of washback. From the above
illustrations of the definitions of washback, it can be concluded that washback is a

subset of a test's impact on society, educational systems, and individuals.

2.3.1 Longitudinal Studies of Washback

A Longitudinal study uses time as the main variable, and tries to make an in
depth study of how a small sample changes and fluctuates over time. The present
study is a synchronic/cross-sectional Study by nature. A longitudinal study is a
correlational research study that involves observations and collecting data of the
same items over long periods of time. The reason for this is that unlike cross-
sectional studies, longitudinal studies track the same people, and therefore the
differences observed in those people are less likely to be the result of differences.
Longitudinal studies of washback have generally monitored the impact of
innovations in high stakes examinations in particular societies. In some cases, the
innovations are revisions to existing examination papers; in others; the examination
reform was more radical. This kind of research design requires the gathering of data
before the innovation has been implemented, to act as a baseline for the
identification of changes in subsequent years as a result of the new or revised exam.

Some of the longitudinal studies are stated below.

Li (1990) conducts a longitudinal study of a secondary school leaving
examination administered in China — the Matriculation English Test (MET). This
high stakes examination had been introduced to replace an older, less valid and less
reliable English test. Her methodology involved analyzing 229 questionnaires
completed by teachers and teaching-and-research officers. She also analyzed test
results and student writing. Her findings were that there was positive washback from
the Matriculation English Test (MET) in three areas: (i) a greater use of imported
and teacher designed materials which matched the examination requirements; (ii)

more classroom time was given to practising the four skills of listening, speaking
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reading and writing instead of phonetics, grammar and vocabulary; and (iii) students

showed more interest in after-class learning of English.

Shohamy (1993) reported on three longitudinal washback studies she
conducted concerning the implementation of three different language tests in Israel
and the impact each had on its respective educational system. The first study
involved the introduction of an Arabic test by the Ministry of Education. Her
research focused on finding out if the test changed teaching practices or student
attitudes, and also if there was a long-term impact on teaching. She reviewed
teaching materials, interviewed teachers and analyzed student questionnaires and
observed lessons. The findings show that there were bigger differences in the initial
period of test implementation in terms of materials, class activities, use of mother
tongue during teaching and the atmosphere in class. These effects were far less after

four years of implementation.

The second study looked at the introduction of an EFL oral test. Shohamy
observed and interviewed fifteen teachers. These teachers were divided into two
groups: experienced (five years and more) and novice (three years or less). Her
results show that experienced teachers were more likely to teach to the test, basing
their teaching of oral language on the test, while novices found that the test
permitted them to be more creative with activities. The final study examined the
introduction of an L1 reading comprehension test towards which teachers had
reacted negatively. Shohamy interviewed teachers and analyzed materials produced
after the introduction of the test. She found that new materials tended to resemble
the test and more time was spent on reading comprehension across the curriculum.
Teachers were bitter about the manner in which implementation of the test had
occurred, and bitter because they feared that the system would punish them for poor

results.

The overall findings, according to Shohamy, indicate that teaching materials
and methods cater to the test, and that teachers who have been in the system longer
will tend to use the test as teaching guide and curriculum. Cheng (1997) studied the
washback associated with a revision of the English Language examination of the
Hong Kong Certificate of Education Examination. The study took place from
January 1994 to November 1996 and consisted of three phases: general observation

and interviews with participants from decision-making bodies, textbook publishers,
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principals, department heads, teacher and learners; large scale surveys of teachers
and students that occurred in 1994 and 1995; baseline case studies that consisted of
classroom observations of nine teachers followed by main case studies of three
teachers. Follow up interviews were also conducted with the three teachers.
Although the Hong Kong Examinations Authority intended to create a positive
washback effect through the innovation, Cheng’s findings indicate that changes
occurred mainly at a superficial level: the content of teaching and the materials used
changed rapidly but there was not much evidence of fundamental changes in

teaching practices and student learning.

Wall (1997, 2005) reported on the results of a four-year project in Sri Lanka.
The study looked at the effects of implementing a new curriculum and reinforcing
the changes by having a new O-level examination (This is the exit level examination
for Sri Lankan secondary schools). Wall and the team of designers collected data at
three different stages of implementation: (i) prior to the implementation-
information was obtained through analysis of official documents, interviews and
questionnaires; (ii) during initial implementation — data collection involved
classroom observations, examination results and questionnaires; and (iii) full
implementation — classroom observations and group interviews with teachers
provided the data for this phase of the study. Wall found that although teachers liked
the match between curriculum and testing, many other factors, such as the teachers
understanding of the requirements of the new curriculum, lack of resource materials,
level of difficulty of the examination vis-a-vis the ability levels of the students and
prior teaching practices, hindered implementation of certain aspects of the

curriculum.

Turner (2002, 2005, 2008) investigated high-stakes test impact at the
classroom level in the province of Quebec. She looked at the implementation of a
new ESL speaking exam at the Secondary Five level. She wanted to find out
whether (1) the introduction of provincial ESL speaking exam procedures affected
teacher beliefs, (ii) the introduction of provincial ESL speaking exam procedures
affected teaching practices, (iii) there would be a change or pattern in the
relationship between teacher beliefs and behavior over time, and (iv) the

introduction of provincial ESL speaking exam procedures affected student beliefs
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The methodology involved obtaining baseline evidence and evidence after
implementation through interviews and classroom observations. Data collection
lasted for six months and happened over three time periods. By triangulating the
data from the three periods, she found that there was evidence of predictable
washback for individual teachers. This evidence, both on the conceptual (beliefs)
and instrumental (behavior or practice) level varied across teachers depending on

their initial beliefs and practices.

The teachers in this study did not resist the proposed changes implemented
via the speaking exam. Instead, they sought to align the required curriculum with
classroom teaching and assessment. However, this could partly be attributed to the
fact that some of the teachers had participated in prior efforts to develop a rating
scale and therefore felt a certain sense of ownership in the ongoing innovations. As a
result, feedback and critique was of a more constructive nature. On the other hand,
teachers were selective about the changes they elected to adopt — these were chosen
with regard to their own established classroom practices and professional stances or
beliefs. This reaction seemed to be part and parcel of their professional repertory.
The teachers did, however, have difficulties coping with the different goals of
classroom-based assessment as opposed to those of the high-stakes provincial exam.
She suggests that the results point to the need for better alignment between
assessments and the different purposes they are used for. The study also found that
student beliefs were affected by the changes.

These longitudinal studies confirm the complex nature of Alderson and
Wall’s washback hypotheses (1993), which highlight the variable nature of the
effect of tests on the various stakeholders. They showed that in some cases there was
evidence that over time tests can have a positive impact on classroom activities and
materials (Shohamy, Donitsa-Schmidt and Ferman, 1996). However, the
implementation of changes to tests in other contexts showed little or no evidence of
pedagogic shift (Cheng, 1999, Cheng and Falvey 2000, and Qi, in press). The
benefit of a longitudinal study is that researchers are able to detect developments or
changes in the characteristics of the target population. The key point here is that
longitudinal studies extend beyond a single moment in time. As results, they can

establish sequences of events.
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2.3.2 Synchronic/Cross-Sectional Studies of Washback

A cross-sectional study takes a snapshot of a population at a certain time,
allowing conclusions about phenomena across a wide population to be drawn. This
approach to washback research has involved a focus on existing tests or
examinations, using a comparative design. This kind of study is conducted over a
relatively short period of time, making it more practical for many researchers than
the more extended, longitudinal types. Watanabe conducted several studies on
examinations within the Japanese context (1996a, 1996b, 2004a, 2004b). In his first
study (Watanabe 1992), he hypothesised that Japanese students who had sat the
university entrance examinations would have more restricted learning strategies than
those of a control group of students who were able to enter university via a system

of recommendation rather than examination.

Andrews (1995) conducted a study on the addition of an oral component to
the Hong Kong Use of English Examination (UE). Alderson and Hamp-Lyons
(1996) examined TOEFL preparation classes for evidence of washback. They were
interested in finding out more about how teachers describe the way they teach to
prepare their students for the TOEFL test. Snyder et al. (1997) investigated the
experience of Uganda in trying to change teachers’ classroom practices by
manipulating high-stakes testing. They looked at the extent to which a new version
of the Primary Leavers Examination, implemented by the Uganda Ministry of
Education, led teachers to change their teaching practices. Watanabe (1996, 2004)
conducted a washback study that focused on the high stakes English entrance

examinations for Japanese universities.

Greene (2007) looked at preparatory courses in the United Kingdom for
students taking the IELTS Academic Writing Component (AWC). He observed two
types of classes using a modified version of COLT: he noted and coded activities in
classes doing IELTS AWC preparation and regular English for Academic Purposes
(EAP) classes in UK institutions for a period of twelve weeks. He did not find a
significant washback effect — statistical analyses showed that the classes were
essentially similar in terms of time spent on specific writing activities. He postulates
that the test design of a high-stakes exam does not have strong washback effect in
these institutions; teaching in EAP courses could be influenced more by institutional

variables such as the teachers’ level of professional training, and teacher factors such
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as their beliefs about effective learning. Shih (2007) and Pan (2009) both examined
the effects of English exit certification in Taiwan. Shih (2007) focused specifically
on the General English Proficiency Test (GEPT) and was particularly interested in
the washback effect on learners. The results indicate that this test had various but

limited washback effects on the learning of participants.

W hat is clear from these studies is that a test dose not have the same effects
on all teachers preparing students to take it. The reasons for this seem to stem from
decisions, expectations and assumptions made by all stakeholders from test
developers, administrators, materials and syllabus designers, through to teachers and
students. The reasons why teachers teach the way they do, and in essence the fact
that they are teaching test preparation at all, seems inseparable from the other
elements which create the context that they teach within. The benefit of a cross-
sectional study design is that it allows researchers to compare many variables at the

same time. The present study is a cross-sectional study by nature.

2.4 Types of Washback

Generally, washback can be analysed according to two major types: positive
and negative, depending on whether it has a beneficial or harmful impact on
educational practices. For example, a test may encourage students to study more or
may promote a connection between standards and instruction. Washback from tests
can involve individual teachers and students as well as whole classes and programs.
Bachman (2000) terms washback as: macro contexts, and micro contexts. The micro
level, the effect of the test on individual students and teachers; and the macro level,

the impact the test may have on society and the educational system.

Some kinds of washback result from the effects of a test on the language
learners themselves, while other kinds of washback are more closely related to
effects of a test on personnel involved in language teaching (including influences on
teachers, administrators, course designers, and materials developers ultimately
influencing courses, programs and materials). Bailey (1996) calls two sorts of
washback: learner washback and program washback, respectively. This idea
overlaps, to some extent, Bachman and Palmer's (2000) micro and macro levels of
washback, although they have included the influences on individual teachers under

the micro category.
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2.4.1 Positive Washback

Hughes (1989) suggests, ‘If you want to encourage oral ability, then test oral
ability’ (p. 44). Positive washback is said to result when a testing procedure
encourages ‘good’ teaching practice. For example, an oral proficiency test is
introduced in the expectation that it will promote the teaching of speaking skills.
Positive washback would result when the testing procedure reflects the skills and
abilities that are taught in the course, as, for instance, with the use of an oral
interview for a final examination in a course in conversational language use.”
Therefore, when there is a match between the activities used in learning the
language and the activities involved in preparing for the test, we say that our test has
positive washback. The following figure shows how a washback works on syllabus

and curriculum.

Positive washback can be used to influence the language syllabus and
curriculum. As Davies (1990) mentions, washback is inevitable and it is foolish to
pretend that washback does not happen. Therefore, in order to prepare students for
the examination, the communicative way of teaching will be adopted in our classes
and this positive washback helps us change the curriculum the way we want.

Positive washback can be summarised as below:

Firstly, teachers and learners will be motivated to fulfill their teaching and
learning goals (Anderson & Wall, 1993). Secondly, positive washback takes place
when tests induce teachers to cover their subjects more thoroughly, making them
complete their syllabi within the prescribed time limits. Thirdly, good tests can be
utilized and designed as beneficial teaching-learning activities so as to encourage a
positive teaching-learning process (Pearson, 1988). Fourthly, a creative and
innovative test can quite advantageously result in a syllabus alteration or a new
syllabus (Davies, 1990). Fifthly, examination achieves the goals of teaching and
learning, such as the introduction of new textbooks and new curricula (Cheng;
2005). Sixthly, tests induce teachers to cover their subjects more thoroughly, making
them complete their syllabi within the prescribed time limits. Seventhly, tests
motivate students to work harder to have a sense of accomplishment and thus
enhance learning. Eighthly, good tests can be utilized and designed as beneficial
teaching learning activities so as to encourage positive teaching-learning processes.

Finally, decision makers use the authority power of high-stakes testing to achieve
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the goals of teaching and learning, such as the introduction of new textbooks and

new curricula.

2.4.2 Negative Washback

Negative washback is said to occur when a test’s content or format is based
on a narrow definition of language ability, and so constrains the teaching/learning
context. If, for example, the skill of writing is tested only by multiple choice items
then there is great pressure to practice such items rather than to practice the skill of
writing itself’. As Brown (2002) states washback becomes negative washback when
there is a mismatch between the content (e.g., the material/ abilities being taught)
and the test. Washback is harmful:

a) when training for a particular test comes to dominate classroom work;
b) when teachers teach one thing and the test then concentrates on another one; and

c) when teachers end up “teaching to the test”.

Actually, much teaching is always directed towards testing and much time of
the class is spent on materials that appear in the test. Sometimes, the objectives and
contents of the test do not appeal to students and teachers. For example, some
students like and need to learn English communicatively, but the test they have to
undergo is discrete-point. Both positive and negative washback work at both level:
micro-level (classroom settings), and at macro-level (educational and societal
system). Some of the reasons as well as the outcomes of the negative washback are
illustrated below:

a)  Test comes to dominate classroom work,

b)  There is no correlation between test objectives and curriculum objectives.

¢)  Teachers teach one thing and the test then concentrates on another one,

d)  Teacherstend to ignore subjects and activities that are not directly related to
passing the exam, and tests accordingly alter the curriculum in a negative
way.

e) Students may not be able to learn real-life knowledge, but instead learn
discrete points of knowledge that are tested.

f)  Tests bring anxiety both to teachers and students and distort their

performance.
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g)  Teachers tend to ignore subjects and activities that are not directly related to
passing the exam, and tests accordingly alter the curriculum in a negative
way.

h)y  The tests fail to create a correspondence between the learning principles
and/or the course objectives.

i) Anincreasing number of paid coaching classes are set up to prepare students
for exams, but what students learn are test-taking skills rather than language
learning activities.

i)  Test narrow down the curriculum, and put attention to those skills that are
most relevant to testing.

k) Decision makers overwhelmingly use tests to promote their political agendas

and to seize influence and control of educational systems.

Likewise, Shohamy (1992) identifies some of the conditions that may lead to

negative washback:

a) When reliance is on tests to create change,

b) When emphasis is mostly on proficiency and less means that lead to it,

c) When tests are introduced as authoritative tools, are judgmental, are
prescriptive, and dictated from above, and

d) When the writing of tests does not involve those who are expected to carry
out the change- the teachers.

The question is how to promote the intended washback of a test and
minimise the possible counterproductive reactions. First, the test must accurately
reflect course objectives and the principles of mastering the knowledge need. This
will lead teachers and learners to appropriate teaching and learning styles and enable
beneficial washback to operate. If the test is at variance with the course objectives, it
will require teachers to focus their teaching on the test alone and cause harmful
washback. Secondly, teachers, administrators and others involved should be trained
and provided with information concerning the test, such as the aims, item type,

scoring systems, specimen papers, etc.

Competence and familiarity will help teachers and administrators to work
properly toward the test, and limit misuse of test and its results (Swain, 1985). Next,

test consequences play an important role in enabling either beneficial or harmful
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washback to operate. The more profound the consequence, the greater washback
effect is. Educational settings would help to balance beneficial and harmful
washback in reducing test pressure toward teachers and students by appropriate
continuous assessment. Furthermore, apart from the test itself there are many factors
within a society, particularly the educational environment with its typical conditions
all influence the behaviours of teachers and students. Nevertheless, to what extent
these factors operate much depend on how they interact with each other in a specific

circumstance.

2.5 The Mechanism of Washback

Washback is not as straightforward as it was previously thought. Its
mechanism is complicated. Mechanism of washback refers to how washback works
on macro and the micro level, positively and/or negatively. Tests have often been
used at the end of the teaching and learning process to provide a diagnosis of the
effects of teaching and learning. However, testing may well be considered before the
teaching and learning, in order to influence either or both processes. This view of
testing is derived from the realisation of test power and its manifestations with
regard to high-stakes decisions based on test results for individuals, educational
systems and society as a whole. This section looks at the functions and mechanisms

by which washback works in relation to other educational theories and practices.

Understanding of washback mechanism can be more deepened by the
observing the different models of washback. Unlike the Washback Hypothesis,
which only proposes a linear relationship between tests and teaching or learning,
Bailey’s (1996) model emphasises the importance of the interaction among the
different components. Washback variables influencing various aspects of learning
and teaching can be divided into “washback to the learner” and “washback to the
programme” (Bailey,1996, 1999); the former refers to the impact of the test on test
takers, while the latter is concerned with the impact of the test on teachers,
administrators, and curriculum developers. The washback effect, however, is not
solely confined to teaching and learning. Variables such as materials, curriculum and
research are encompassed, making the mechanisms of washback more intricate and
comprehensive. The methodologies used in this area have mainly been surveys,

interviews and observations. In this respect, Watanabe (2004a) has pointed out, there
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are perhaps effects on teaching and learning that interviews and observations alone

or combined may not be able to capture.

Cheng (2002, 2004) mentions the importance of considering factors such as a
society’s goals and values, the educational system itself, as well as approaches to
teaching and learning within the system in washback analyses. Watanabe (2004a)
and Cheng (2004) both suggest that ethnographic, triangulation methods should be
carried out to push the boundaries of what can be discovered about the washback
effect. Empirical evidence from these types of data collection efforts should provide
stronger, more comprehensive bases on which to theorise washback models. Efforts
in this direction have already begun. Over the past two decades, several models have
been proposed concerning washback. In the next section, some of the models are

presented.

2.5.1 Washback Models

There have been few attempts to describe a model of how a test can
influence teaching and learning. This may indicate the difficulty of finding patterns
of the way tests influence teachers and students. The impact of an assessment seems
to depend not only on the quality of the assessment itself and the way the results are
used, but also the context in which the assessment is introduced and administered,

and the beliefs held by stakeholders such as teachers and students.

During recent years, though a good number of washback studies have been
carried out, the washback models are still to be adequately defined and analysed. In
the field of applied linguistics, there seem to have been some attempts to create a
model which might illustrate the mechanism of washback. The models of washback
discussed below evolve as more research findings became available and a clearer
picture of the nature of washback emerged. Thus, the models illustrate the shift in
views of washback over the past nearly 20 years. The traditional model of washback
emerges in the early 1990s prior to the study by Alderson and Wall (1993). It is
characterised as the trichotomy model proposed by Hughes (1993).

Washback models, in general, have been adapted from models or
frameworks suggested in language testing, EFL and educational innovation

literature. A common characteristic of these washback models is that they tend to
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highlight what washback looks like and who is affected, but do little to address the
factors that contribute to the phenomenon. In other words, “process” is less
understood than “participants” and “products”. Besides, the products in these
models/hypotheses refer mainly to teaching and learning washback, not to the
aspects of washback that might impact society. Some specific models that have been
proposed in washback literature, and how these they have been developed, are

discussed in this section

2.5.1.1 Hughes’s Washback Model

Hughes’s (1993) model is a pioneer washback model in applied linguistics.
In discussing the complex mechanisms through which washback occurs in actual
teaching and learning environments, Hughes (1993) introduces a concept of
trichotomy and argues for distinguishing between participants, processes and
products in both teaching and learning, recognising that all three may be affected by
the nature of a test. In the Hughes’s model (Table 2.1), “participants’ are students,
teachers, administrators, materials developers and publishers, whose perceptions and
attitudes towards their work may be affected by a test. In his unpublished paper cited
by Bailey (1996), and Cheng and Curtis (2004), Hughes (1993) made a distinction

between participants, process, and products:

Table 2.1: Hughes’s trichotomy of backwash model

(a) | Participants — students, classroom teachers, administrators, materials
developers and publishers, whose perceptions and attitudes toward their work

may be affected by a test

(b) | Processes — any actions taken by the participants which contribute to the

process of learning

(c) | Products — what is learned (e.g., facts, skills, etc.) and the quality of the

learning (e.g., fluency)

Hughes uses the term “processes’ to cover any actions taken by the
participants which might contribute to the process of learning, such as the
development of materials, syllabus design, and teaching methods. Finally, ‘products’
refer to what is learned (facts, skills, etc.) and the quality of the learning (fluency,
etc.). The trichotomy into participants, process and product allows planners to
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construct a basic model of backwash. Hughes (1993) suggests that the nature of a
test may first affect the perceptions and attitudes of the participants towards their
teaching and learning tasks. These perceptions and attitudes in turn may affect what
the participants do in carrying out their work (process), including practicing the kind
of items that are to be found in the test, which may affect the learning outcomes, the
product of the work. As a pioneer model, it attempts to clarify how test works to
desired outcomes. However, the model does not sufficiently clarify the term

‘processes’. As a first model of washback, it received worldwide recognition.

2.5.1.2 Bailey’s Washback Model

Based on Hughes’ (1993) tripartite distinction between participants,
processes and products, Bailey (1996) develops and illustrates a model in which a
test not only affects products through the participants and the processes they engage
in, but where the participants and processes also in turn provide feedback and
thereby also has an impact on the test, as dotted lines in Figure 2.1 represent. This

model is an early attempt at theorising washback, but is not empirically grounded.

This model incorporates ideas from Hughes (1993) in describing a
trichotomy of test effects in terms of “participants”, “process”, and “product”. Her
model, however, is innovative in that it is grounded in empirical research evidence
from educational change taking place in the Hong Kong context. Bailey points out
participants include students, teachers, materials writers, curriculum designers, and
researchers. Here, the participants refer to the stakeholders who directly participate
in the teaching, learning, and testing process. Processes refer to the ways teaching is
executed. Processes, according to Hughes (1993), refer to material development,
syllabus design, changes in teaching methodology, and testing strategies among
others. The products in a washback study refer mainly to what are learned and
achieved. Products include learning, teaching, new materials and curricula, research

results. Here, the focus is the development of communicative competence:
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Figure 2.1: Bailey’s washback model (1996)

PARTICIPANTS PROCESESS PRODUCTS
—_—y :
DR e . Pl
‘ TEST & Students ; Learning e :
y :
F e ;
. . L]
- > .
T T Teachers — Teaching U
; ’ - :
: T :
; '
Pommmmee - Materials, " :
] writers > New materials [7="~ ﬂ =
™ and and
curriculum new curricula
designers >
™ Research
Researchers P results
—

Bailey’s model is designed on the basis of suggestions of Hughes (1993);
however, she does not clarify the process herself. Bailey’s model (Figure 2.1) shows
and describes the participants and products, but it does not give any information of
process. An apparent shortcoming in this figure was that it showed a test directly
influencing the participants, without articulating the role of beliefs held by the
participants. In other words, the model did not explain why the participants did what
they did. In addition, the model proposed by Bailey (1996) no longer finds strong
support among researchers as a model of washback because it includes wider test
effects such as those on teaching materials which can be referred to as impact, rather
than being restricted to the effects that a test has only on teacher and learner
behaviour (i.e., washback) as defined by Hamp-Lyons (1997) and Wall (1997).
However, her model has immensely contributed to the washback studies during the
last decade. Her model can be considered as a gateway and one of the pioneer

washback models for future researchers.
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2.5.1.3 Burrows’s Washback Models

Another set of simpler models is presented by Burrows (1998). She seeks
empirical evidence of the washback effect on the attitudes and practices of teachers
on the Adult Migrant English Program in New South Wales in Australia (Figure
2.2). Her study looks at the impact of the implementation of the Certificate in
Spoken and Written English. Her conclusions are that there is evidence of washback,
but that different teachers react to the changes in assessment differently. She also
feels that in her case, where testing and the curriculum were closely interwoven, the

changes were not easy to separate.

Burrows (1998.) identifies three models of washback: one traditional pre-
dating Alderson and Wall (1993); a second model, relating to current writing about
washback (e.g. Shohamy et al., 1996); and she proposes a third model relating
washback to curriculum innovation and teachers' beliefs, assumptions and

knowledge (BAK) as shown in the following diagrams (Figure 2.2):

Figure 2.2: Burrows’s washback models (1998)
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Burrows (ibid.) has argued that the models imply that a uniform and

consistent washback effect would always be expected by the introduction of any test

because the washback depends on the quality of the test rather than on the

participants. She suggests that this early model is not based on objective evidence

such as observation, but on teachers’ anecdotal evidence. However, Burrows’s

models lack of discussion on the role of participants and teaching methodology. The

models fail to draw wide attention of researchers due to their limitations.

2.5.1.4 Cheng’s Washback Models

Cheng (1999) proposes a model of washback and identifies three levels of

washback effect of the 1996 Hong Kong Certificate of Education Examination

(HKCEE) in terms of curriculum change. Agencies of the three levels are (1)

decision-making agencies, (2) the intervening agencies, and (3) the implementing

agencies (Figure 2.3). The HKEA makes the decisions with its subject committee,

which consists of persons nominated by the Director of Education, English subject

examination officer, language experts from tertiary institutions and school teachers.

The HKEA piloted the revised syllabus and went to schools to get opinions from

teachers:

Figure 2.3: Cheng’s explanatory washback model (1999)
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The model suggests that the textbook publishers revise textbook materials,
and also inform tertiary institutions about further teacher education. Cheng (1999)
points out that it is up to the schools and teachers to decide how they are going to
carry out their teaching according to the syllabus. Such a process usually signifies a
cycle of a curriculum change. Cheng (1999), in her model, suggests that teachers
and principals redefine and reinterpret the messages about policy that they receive;
they then act - adapt, teach, learn, and evaluate - according to their own definitions
of the situation . Therefore, the identification of the gaps noted in Figure 2.3 would
greatly improve the knowledge and understanding of how and in what areas a public
examination change can actually influence the Hong Kong school curriculum. Her
model proves to be significant in that she describes three levels of agencies and their
responsibilities. It is assumed that her model would be more powerful if she would
suggests any teaching methodology and teacher training

Cheng (2002) comes up with another model (Figure 2.4) of washback based
on her study of the Hong Kong Certificate of Education Exam (HKCEE). Her model
is specifically for the Hong Kong educational context. A diagram of the model she

has proposed is shown in figure below (Figure 2.4):

Figure 2.4 Cheng’s washback model (2002)
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Cheng (2002) has obtained empirical data from a longitudinal study using a
mixed methods approach that emphasised the importance of context, setting and
subject frames of reference to examine the washback effect of the new Hong Kong
Certificate of Education Examination in English HKCEE. She looks at changes to
the public examination system in Hong Kong, specifically to the HKCEE and the
impact on teacher as well as student behaviours in the classroom. Her model shows
that there are levels of participants, processes, and products as delineated by Hughes
(2003). In addition, Cheng’s (2002) model describes the role of participants. The

model also shows the activities under process.

Three major research questions were explored over three phases of this
study. These questions are: (1) What strategies did the Hong Kong Examinations
Authority (HKEA) use to implement the examination change? (2) What were the
nature and the scope of the washback effect on teacher and learner perceptions of
aspects of teaching for the new examination? (3) What were the nature and scope of
the washback effect on teacher behaviour as a result of the new examination?
Cheng’s both two models are based on curriculum innovation and language
teaching. Her models (Figures 2.3 and 2.4) are praiseworthy and can be modeled for

other researchers.

2.5.1.5 Chapman and Snyder’s Test Impact Model

Chapman and Snyder (2000) attempt to describe a model how a test can
influence teaching and learning. Based on the international educational development
literature, Chapman and Snyder (2000) devise the model which illustrates what they
call “logical paths” through which policy makers assume that the use of high-stakes

assessments may bring about improved student learning.

Four possible uses of tests are shown on the left of the model and the
intended outcome (i.e., improved learning) is shown on the right. The paths linking
them have intermediate events which may include community pressure, but all
include providing extra resources and improvement of instructional practice. All
arrows point to assumed direct consequences. They (ibid.) argue that the model is
very simplistic as it does not take into account the complexity of the teaching and

learning process, or that teaching and learning may not be easily altered just by
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washback proposed by Chapman and Snyder (ibid.):

manipulating single factors. The figure below (Figure 2.5) presents the model of

Figure 2.5: Chapman and Snyder’s test impact model (2000)
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They (ibid., 2000) have stressed that policy makers were responsible for
clarifying and elaborating the link between testing and improved teaching and
learning. The model discussed above presents teachers as rather passive, as if their
beliefs have no part to play in the process. Although They (ibid, 2000) do not
articulate the role of beliefs in the model, it can be argued that one of the embedded
assumptions is belief change as Fullan (2001) suggested that it would play an
important role in promoting desired test impact. The model (Figure 2.5) is a complex

and ambitious one. The linkage, they try to establish is hardly possible to happen.
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Green’s Washback Model

Green (2003) proposes a predictive model of test washback set out in Figure
2.6. In considering the mechanisms of washback, a growing body of theory relates
test design, test use, and classroom behaviours. These embrace both contexts for test
use and technical qualities of the test instrument. Green (2003) tries to draw together
these two elements in washback theory by introducing the model. The model starts
from test design characteristics, and relates validity issues of construct
representation identified with washback. In the proposed model, test design issues
are most closely identified with the direction of washback—whether effects are

likely to be judged beneficial or damaging to teaching and learning.

The model below (Figure 2.6) relates design issues to contexts of test use,
including the extent to which participants (including material writers, teachers,
learners, and course providers) are aware of and are equipped to address the
demands of the test and are willing to embrace beliefs about learning embodied
therein:

Figure 2.6: Green’s washback model (2003)
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In this model, these features are most closely related to washback variability
(differences between participants in how they are affected by a test) and washback
intensity. Green (2003) suggests that washback may be most intense—have the
most powerful effects on teaching and learning behaviours— where participants see
the test as challenging and the results as important (perhaps because they are
associated with high stakes decisions, such as university entrance). The model also
indicates that the conditions for intense washback to a majority of participants would
seem to be in place. The model seems to be very complex because it tries to relate
theory, test design, test theory, and classroom behaviours. It is a washback model of

direction, variability, and intensity.

2.5.1.7. Manjarrés’s Washback Model

Manjarrés (2005) designs a model of washback to show how it works in the
context and the type of washback that the different factors seem to be generating.
Manjarrés (2005) suggests that test produces general awareness of the importance of
English, reduced class size and seems to contribute to the generation of ideal goals
in line with the communicative competence construct. These are in themselves part
of the general positive washback effect, which was perceived here as ‘strong’ and
‘positive’. The figure below (Figure 2.7) displays how participants, processes, and

products are coordinated to promote students’ level of communicative competence.

Figure 2.7: Manjarres’s washback model (2005)
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However, since it is “‘general’ washback, as a factor for the outcome of the
test in terms of learning, its effect shows to be rather weak. What seem to be crucial
are the teacher and the decisions he/she makes (syllabus, activities, evaluation, etc.).
These decisions, however, cannot evidentially be linked to the examination because
nothing in the class or in the interviews can uncontroversially show such a direct
relation, but there appears to be, nevertheless, a strong correlation. The model
depicts different factors meditating washback, but it does not include teacher
training and teaching methodology which are very influential factors in generating

washback.

2.5.1.8 Nguyen’s Washback Models

Nguyen (2005) proposes two models of washback on the teacher-level and
student-level. The figure below (Figure 2.8) displays the circle of testing effects on
teacher-level. In the model, the double directional arrow from one factor to the other
factor indicates the direction of the influence from the determining factor to the
dependent one. The other directional arrow shows in turn interaction, the dependent
factor becomes the determining one. These interrelationship forms a circle of the

causal links:
Figure 2.8: Nguyen’s test washback model - effect on teachers (2005)
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Examining the model (Figure 2.8) from left to right, it is seen that testing
policy is the primary determining factor that can be intervened to enable either
positive or negative washback on types of assessment, teachers’ perception of
testing and its’ consequences, teachers’ behaviours, consequences of the test results
and curriculum and resources. Furthermore, next, types of assessment play a very
important role that together with the testing policies may influence teachers’
perception of testing and test types. They enhance changes in teachers’ behaviours
that lead to changes in attitudes and motivations and teaching content and method.
The model (Figure 2.8) reflects that curriculum, resources, and teachers’ behaviours
interact with each other in two ways that indicate by two arrows in opposite way.
The model suggests that the curriculum and resources also directly influence
students’ actual performance. The model highlights that the outcomes of the changes

and interactions lead to change in students’ actual performance then consequences.

Nguyen (2005) also proposes another washback model. In the model below
(Figure 2.9), the double directional arrow from one factor to another factor indicates
the direction of the influence from the determining factor to the dependent one. The
other directional arrow shows in turn interaction, as the dependent factor becomes

the determining one. These interrelation forms a circle of the causal links:

Figure 2.9: Nguyen’s test washback model - effect on students (2005)
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Nguyen (2005) suggests that testing policy is the primary determining factor
that influences students’ perception of testing and its consequences, types of
assessment and the consequences of test results. The two models (Figures 2.8 and
2.9) suggest that test washback effects, or more specifically content and method
washback, pressure washback, and innovations in education can primarily be
promoted by the testing policies and types of assessments, then teachers’ perception
of the testing policies and of the type of assessment in use. Hence, to enhance
beneficial and minimise harmful washback, testing policies and types of assessment

are the two primary factors that should be the first to intervene.

At student-level, content and method washback and pressure washback are
also promoted greatly by the change in testing policies, and teachers’ behaviours.
So, to promote beneficial washback and minimise harmful ones testing policies,
types of assessment and teachers behaviours are the factors that should be given
priority. The models discussed above have tried to rationalise that the testing
policies, types of assessments, curriculum and resources play concerted role to
generate beneficial washback on language teaching and learning. However, Nguyen
(ibid.) shows teacher-level washback and student- level washback separately.
Though the models seem to be potential in term of washback generation, they are

highly ambitious in term of teachers’ actual behaviour in the class.

2.5.1.9 Saif’s Washback Model

Saif (2006) proposes a model of washback (Figure 2.10) to show how
different phenomena such as needs, mean, and consequences work to generate
washback on learning. The components of the model systematically represent the
major focus areas grouped under three categories of ‘needs’, ‘means’, and
‘consequences’. The proposed model would allow the inclusion of certain areas of
potential impact on the participants of this particular context thereby facilitating the
‘washback to the program’ (Bailey, 1996). The model illustrates two major lines of
connection to be pursued with respect to the test: first, the needs and objectives of
the population and the educational context in question, which directly or indirectly
affect the type, purpose, and content of the test, its development and
implementation; and, second, the potential effects of test use on classroom teaching

and learning activities:
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Figure 2.10: Saif’s washback model (2006)
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For example, the model suggests that the test be developed with respect to a
theoretical framework in conformity with the test objectives so that the same
theoretical line of thought can be followed (for example, by teachers and material
developers) in all future decisions made with respect to material development and
teaching methodology. Moreover, to enhance desirable learning effects, the model
suggests that such factors as learners’ motivation and background knowledge —
previous experience with the target language as well as their topical knowledge — be

taken into consideration in the development of the test.

The two-way relationship between the components of the model further
allows for what Shohamy (1992) calls the involvement of “the ones expected to
carry out change’ (in this case, the teacher) in the test development and/or
administration process. Empirical research — with the purpose of examining the
possibility of creating washback through the introduction of a new test based on the
specific needs of the learners — was then carried out in three different phases each of
which corresponded to one of the different levels of the model described above.
Saif’s model (2006) displays how needs, means, and consequences work in a
systematic way under theories of testing and teaching, however, the model does not

depict how positive washback can be maximized.
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2.5.1.10 Shih’s Washback Models

CHIH-MIN SHIH is a researcher in applied linguistics and one of the
recognised experts in testing and washback. He proposes two well-known washback
models which draw attention of worldwide washback researchers. Shih (2007)
proposes a model that describes the roles that both beliefs and contextual factors
play in the process of washback (Figure 2.11). The model describes contextual
factors as Extrinsic factors which include Socio-economic factors, School and
educational factors, Family, friends, and colleagues, and Personal factors. The
influence of beliefs appears to be labeled as Personal perceptions of the test under
Intrinsic factors. The model below (Figure 2.11) depicts the different roles that both

beliefs and contextual factors play:

Figure 2.11: Shih’s washback model (2007)
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The model includes the Test factors as the mediating factors for washback. In
the model (Figure 2.11), solid line arrows indicate the impact that has been
empirically established and dotted line arrows represent the possible effects which
have yet to be investigated. Shih’s model (2007) describes not only the direct
influence of Extrinsic, Intrinsic, and Test factors on washback, but also their indirect
influence on washback. For example, Extrinsic factors can influence washback via
Intrinsic factors or Test factors. Test factors can influence washback via Extrinsic
factors. One interesting feature of this model is that Shih (2007) includes a time axis
to indicate time as a variable, a concept also discussed by Shohamy et al., (1996)
who suggests that washback is likely to evolve over time. Shih’s model, based on
the washback of the General English Proficiency Test (GEPT) on teaching and
learning in Taiwan, covers adequate factors. It shows how the factors depend on

each other to generate washback.

One concern in Shih's model (2007) is that some items categorised as test
factors share similarities such as the content, and test structure, test skills, as well as
yet another distinguishing facet that Shih terms "the nature of the tested skills™
which are all thought to have some influence on test performance. A more detailed
explanation of how these items impact students’ learning is also provided. For
example, Shih states that test content influences students’ learning but does not
indicate in what way. It is unclear whether students at the school where the GEPT is
a graduation requirement spent more time listening to audio versions of test-
preparation materials or not. Another example regarding test impact is that Shih
states most students do not prepare for speaking test items because they do not know

how to prepare for them. However, he does not clearly reveal the reasons for that.

Shih (2009) has proposed another washback model that builds on that of
Bailey (1996). The model is also empirically developed, based on his study of the
implementation of the General English Proficiency Test (GEPT) in Taiwan. His data
comes from his interviews with participants and in-class observations in Institutions
of Higher Learning in that context. The figure below (Figure 2.12) shows that
contextual factors, test factors and teacher factors influence the degree of washback

on teaching:
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Figure 2.12: Shih’s washback model (2009)
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This model focuses only on the washback effect on student learning. In

Shih’s model (Figure 2.12), the dotted lines denote the impact of one category of

factors on another. The symbol (t) acknowledges that washback phenomena may

evolve over time, as Shohamy et al. (1996) point out. Factors in italics are either

derived from this study or have been reported by other empirical studies, and are

substantiated again in my study. Underlined factors have not been corroborated by

any empirical data, but it is believed that they are integral to understanding

washback. His models largely contribute to academic research though further

research is still needed to deepen the understanding of washback.
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2.5.1.11 Pan’s Washback Model

Pan (2008) proposes a model of washback which seems to be very relevant
to EFL education. Her model is generated from the previous analysis of washback
studies and the major washback models, and current leading theories such as
Alderson and Wall’s fifteen washback hypotheses, Bailey’s basic model of
washback, and Hughes’ trichotomy of washback. Her “Micro and Macro-
Washback” model is presented in Figure 2.13. This model incorporates ideas from
Hughes (1993, as cited in Bailey, 1999) in describing a trichotomy of test effects in

terms of “participants”, “process”, and “product”.

Figure 2.13: Pan’s holistic washback model (2008)

Washback
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Teaching Learning | Scoregain M aterial Effects on Social
effects effects effects selection innovaticn Consequences
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Products Products
& &
Process Process
(Investigations of data from tests {Investigation of data from
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perceptions toward the test.) perceptions toward the test.)

Like other washback researchers, Pan (2008) believes that tests can affect
teachers, students, administrators, materials writers, and publishers in terms of their
perceptions, activities they engage in, as well as the amount and quality of learning
outcomes. Bailey (1996) has combined the fifteen hypotheses from Alderson and
Wall (1993) within the trichotomy of the backwash model proposed by Hughes
(1993), and created the “basic model of washback” (see figure 2.1). Bailey
distinguishes between “washback to the learner” (what and how learners learn and

the rate/sequence and degree/depth of learning) and “washback to the program”
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(what and how teachers teach and the rate/sequence and degree/depth of teaching) to
illustrate the mechanism by which washback works in actual teaching and learning
contexts. A common characteristic of these washback models is that they tend to
highlight what washback looks like and who is affected, but do little to address the
factors that contribute to the phenomenon. In other words, “process” is less
understood than “participants” and “products”. Besides, the products in these three
models/hypotheses refer mainly to teaching and learning washback, not to the

aspects of washback that might impact society.

The proposed model in Figure 2.13 aims to strive to represent a holistic
balance of both micro-and-macro levels. Washback at the micro level is postulated
to consist of teaching, learning, teaching material and score gain effects, while
washback at the macro level is postulated to consist of innovation and social
dimension features. The different aspects of both levels are viewed as “products”, in
Hughes’s (1993) term. “Tests + Participants”, the first item in Figure 2.13,
represents participants’ (applying Hughes’s terms) interactions with and perceptions
toward tests, while “process”, the second of Hughes’s terms and the second item
refers to the investigation of data derived from “Tests + Participants” intended to

explain those products.

The model investigates how three general phenomena interact on both the
macro and micro levels. In addition, this model advocates a well-rounded
investigation of washback that focuses not only on a given educational context but
also society at large. To gauge micro- and macro washback levels of washback, a
triangulation of questionnaires, interviews, observations, pre-and-post tests, and
document analysis need to be conducted. This process involves many different
stakeholders such as teachers, students, administrators, policy-makers, family
members and the general public. The model deserves appreciations as it contributes

to further research in applied linguistics.

2.5.1.12 Tsagari’s Washback Model

Tsagari (2009) offers a washback model to illustrate the complex ecology of
examination washback. In the model (Figure 2.14), washback is represented as an
open loop process identifying the number of stakeholders involved in the process

and attempting to portray the relationship between them. However, despite it being a
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multi-directional relationship among stakeholders, the model, in its visual

representation below, is ‘simplified’ to make it possible to represent it graphically.

Figure 2.14: Tsagari’s washback model (2009)
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In the above model, the nature of examination washback is circuitous and
interactive. The model shows that the examination washback is indirectly engineered
on teaching and learning that takes place in the examination-preparation classroom
through the understanding of the examination requirements. The model shows that
the examination washback is mediated through commercially produced materials
that are shaped by the perceptions of the needs of teachers and students by writers

and publishers of the materials.

The examination preparation materials mediate between the examination
intentions and the examination preparation class. The teacher’s role is also crucial in
the process as they mediate between material and students. Within this process,
washback is also mediated by the school and strengthened by the perceptions and
understanding of various other stakeholders operating in the wider local community,

such as parents, as well as by the local educational system and beliefs about the
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examination and the language tested. Tsagari’s model (2009) highlights the process
of meditation of washback through the use of materials. If he would in corporate the

role of teaching methodology, the model could be more acceptable.

2.5.1.13 Mizutani’s Washback Model

Mizutani (2009) proposes a washback model demonstrating that certain types
of washback effects are mediated by certain types of contextual factors and beliefs.
In her proposed model, beliefs are illustrated as having a direct influence on the way
the nature of washback is interpreted:

Figure 2.15: Mizutani’s washback model (2009)
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In the figure above, (Figure 2.15), the white block arrow shows that beliefs
that are positive are likely to bring about positive washback while the black block
arrow indicates that beliefs that are negative are likely to cause negative washback.
Furthermore, beliefs that are positive can mitigate negative washback, which is
indicated by a dot-shaded arrow in the model. Although these patterns were often
found in common among teachers and students, more opportunities to promote

positive washback and to cause negative washback existed for students.

The two grey block arrows signify the direct influence of contextual factors
of teachers and students on washback. For teachers and students direct effects are
more subject related, indicating the distinction between verbal or numeric subjects is
likely to determine the nature of washback. School decile and achievement expected
are also shown to have a direct influence on washback for students. Whether
students are from lower or higher decile schools and whether they consider
themselves as lower or higher achieving are further factors which are likely to

determine the nature of the washback.

Mizutani (2009) suggests that certain contextual factors are likely to
influence particular types of beliefs. The striped block arrows illustrate patterns of
these influences. For teachers and students, whether their subject is verbal or
numeric may influence a certain type of belief about assessment. For students,
whether they are from lower or higher decile schools or they are male or female may
also influence certain types of belief about assessment. For teachers and students,
whether their subject is verbal or numeric and whether they are from lower or higher
decile schools may also influence beliefs about learning. For students alone, their
beliefs about teaching are likely to be influenced by the subject. Teachers’ views
about their own efficacy are likely to be influenced by the length of their teaching
career. The nature of washback depends on whether these types of beliefs are
positive or negative. Thus, certain contextual factors arguably influence washback

indirectly via beliefs.

Mizutani’s (2009) washback model shows that washback and beliefs are
more context-dependent for students than for teachers, while demonstrating
similarities between teachers and students in the extent to which contextual factors
and beliefs play a role in the process of washback. She claims that it is possible to

promote intended positive washback where teacher’s and student’s beliefs are
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aligned with the intentions of the Ministry of Education, and where contexts are
supportive. She further confirms that the links established between teachers’ and
students’ beliefs, their contextual factors, and washback in the proposed model are
arguably useful to increase understanding of the mechanism of washback of an
assessment on teaching and learning. She believes that by clarifying the link
between assessment and desired outcomes, the model can potentially help promote
intended positive washback while minimising undesirable negative washback. The
present researcher finds that the model proposed by Mizutani (2009) seems to be
potential to large extent to generate beneficial washback on teaching and learning,
however, the proposed model would be more prospective if she could explain how

external pressure and test contents contribute to the generation of washback.

This section looks at the functions and mechanisms by which washback
works in relation to other educational theories and practices. Washback is a complex
phenomenon. Similarly, the models which have been proposed during last 20 years
are not clearly defined because of its variability. The washback models discussed
above have been designed in different educational context. The researchers have
proposed washback models on the basis of their own contexts. Thus, the current
research set out to develop a washback model which could describe the way
washback was mediated particularly by beliefs held by both teachers and students
and their contextual factors. Future washback research would probably benefit from

incorporating theories of test impact available in both fields.

2.6 Areas Affected by Washback

The view of testing is derived from the realisation of test power and its
manifestations with regard to high-stakes decisions based on test results for
individuals, educational systems and society as a whole. Many research studies
reveal that a test affects participants, processes, and products in teaching and
learning. Students, teachers, administrators, material developers and textbook
writers may be included under the term ‘participants’. Their perceptions and
attitudes towards their work are likely to be affected by a test. Process refers to any
action taken by the participants, which may contribute to the process of learning.
Material development, syllabus design, use of syllabus and curriculum, applying

teaching methodology, and the use of learning and/or test-taking strategies are
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included under processes. Product means what is learned (facts, skills, etc.) and the
quality of the learning (e.g. fluency, competence, etc.). Tests have an impact on the

learning outcomes as well.

As mentioned, washback affects various aspects of teaching and learning,
such as syllabus and curriculum, stakeholders, materials, teaching methods, testing
and mediating factors, learning outcomes, feelings, attitudes, and learning, etc. Tests
have impact on the lives of test takers, classrooms, school systems and even whole
societies (Hamp-Lyons, 1998). Wall & Alderson (1993) put forward the 15
hypotheses, highlighting more specifically some of the ways in which a test might
affect teaching and learning. The five of the hypotheses relate to washback to the
learners, six relate to washback to the programme, and four relate to syllabus,

curriculum, and teaching contents. Their hypotheses are:

Hypothesis Relates to:
1  Atest will influence teaching. Teachers
2 Atest will influence learning. Learners
3  Atest will influence what teachers teach; and Teachers
4 Atest will influence how teachers teach; and therefore by extension Teachers
from (2) above:
5 A test will influence what learners learn; and Learners
6 A test will influence how learners learn. Learners
7 Atest will influence the rate and sequence of teaching; and ------------- Teachers
8  Atest will influence the rate and sequence of learning. ------------------ Learners
9  Atest will influence the degree and depth of teaching; and -------------- Teachers
10 A test will influence the degree and depth of learning. ------------------- Learners
11 A test will influence attitudes to the content, method, etc. of teaching  Teachers &
and learning. learners
12 Tests that have important consequences will have washback; and conversely.  High stakes
tests
13 Tests that do not have important consequences will have no washback. Low stakes
tests
14 Tests will have washback on all learners and teachers. ------------------- Teachers &
learners
15 Tests will have washback effects for some learners and some teachers, Teachers &
but not for others. learners

The Washback Hypothesis seems to assume that teachers and learners do

things they would not necessarily otherwise do because of the test. Additionally, in
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order to study the washback effect, it is necessary to look at the people that
participate in the educational process, to the actual classroom events and activities,
and to the outcomes of these processes. Based on the various types of research

throughout the world, washback hypotheses may be summarised as:

Tests can affect curriculum and learning,

Tests can provide feedback on learning,

Tests can help implement content and performance standards,
Tests can influence the methodology that teachers use,

Tests can motivate teachers and students,

Tests can orient students as to what is important to learn,
Tests can help orient needed teacher training,

Tests can help implement articulation,

© ©° N o R~ W DN Ee

Tests can help implement educational reform.

A curriculum is a vital part of the EFL classes, and washback has deep
relation with the syllabus and curriculum. Test contents can have a very direct
washback effect upon teaching curricula. It provides a focus for the class and sets
goals for the students throughout their study. A curriculum also gives the student a
guide and idea to what they will learn, and how they have progressed when the
course is over. The test leads to the narrowing of contents in the curriculum. Tests
can affect curriculum and learning (Alderson & Wall, 1993). Shohamy et al. define
curriculum alignment as “the curriculum is modified according to test results”
(1996, P.6). The findings from the studies about washback onto the curriculum
indicate that it operates in different ways in different situations, and that in some

situations in may not operate at all.

Learners follow a ‘hidden’ syllabus, that is, the contents driven by the
contents of examination. Alderson and Wall (1993) conclude from their Sri Lanka
study that ‘the examination has had a demonstrable effect on the content of language
lessons’ (p, 126-127). This effect is that of the narrowing of the curriculum to those
areas most likely to be tested. This finding is similar to that of Lam (1994) who has
reported an emphasis in teaching on those parts of the exam carrying the most
marks. The findings of Read and Hayes (2003) are quite detailed and show
variations in washback on the curriculum depending on the course observed. The

studies discuss the effects of washback on various aspects of the classroom, which
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can be categorized as follows: curriculum, materials, teaching methods, feelings and

attitudes, learning. This section reviews the findings for each of these areas in turn.

2.6.1 Washback on Syllabuses and Curriculums

Many researchers (e.g. Bailey, 1996, 1999; Wall & Alderson, 1993, Wang,
2010; Hsu, 2009) of high-stakes tests attest that tests are responsible for narrowing
the school curriculum by directing teachers to focus only on those subjects and skills
that are included in the examinations. As a consequence, such tests are said to
“dominate and distort the whole curriculum” (Vernon, 1956: 166; see also Kirkland,
1971; Shepard, 1991). A test was considered to have beneficial washback, when
preparation for it did not dominate teaching and learning activities narrowing the
curriculum. When a test reflected the aims and the syllabus of the course, it was
likely to have beneficial washback, but when the test was at variance with the aims

and the syllabus, it was likely to have harmful washback.

Wall & Alderson (1993) put forward the 15 hypotheses, highlighting more
specifically some of the ways in which a test might affect teaching and learning. The
following are the hypotheses that relate to syllabus, curriculum, and teaching

contents:

(3) A test will influence what teachers teach; and

(5) A test will influence what learners learn; and

(7) A test will influence the rate and sequence of teaching (P); and

(11) A test will influence attitudes to the content, method, etc. of teaching and

learning (ibid).

Examination should reflect the syllabus and curriculum, and since not
everything in a curriculum can be tested in an examination, the areas that are
assessed should be ones that are considered important. It is also important that, same
items and contents should not be tested again and again. Insofar as possible, modes
of testing (e.g., written, practical, oral) should be diverse to reflect the goals of
curricula. The format and contents of the public examination should be reorganized
every year. The use of commercially produced clone tests materials in the class
should be discouraged. Teaching to the test universally occurs in either the practice

of frontloading or backloading. If a high match exists between the curriculum and
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the test, teaching to the test is inevitable and desired. Otherwise, the data produced
by the test is not useful in improving teaching and learning. In this case, using tests
as the source to develop curriculum runs the risk of accepting and defining learning

only in terms of what is tested in the test.

2.6.1.1 Alignment of Curriculums with Public Examinations

A curriculum provides a focus for the class and sets goals for the students
throughout their study. A curriculum also gives the student a guide and idea to what
they will learn, and how they have progressed when the course is over.
Examinations or high-stakes tests exert a considerable impact on what, and how,
teaching and learning are conducted in the classroom. Alderson and Wall (1993)
elaborate, saying that “for teachers, the fear of poor results, and the associated guilt,
shame, or embarrassment, might lead to the desire for their pupil to achieve high
scores in whatever way seems possible. They point out this might lead to ‘teaching

to the test’, with an undesirable narrowing of the curriculum” (ibid. p.118).

Alignment of the curriculum refers to the match between the content and
format of the curriculum and the content and format of the test. Curriculum
alignment is a process to improve the match between the formal instruction that
often occurs in the classroom and the instrument that is used to measure the
instruction outcomes. It is now proven fact that washback has a deep relation with
the syllabus and curriculum. Test contents can have a very direct washback effect
upon teaching curricula. Tests can affect curriculum and learning (Alderson & Wall,
1993). Shohamy et al. define curriculum alignment as “the curriculum is modified

according to test results” (1996, p.6).

A curriculum is a vital part of TEFL classes. It provides a focus for the class
and sets goals for the students throughout their study. A curriculum also gives the
student a guide and idea to what they will learn, and how they have progressed when
the course is over. Curriculum alignment focuses on the connection between the
testing and teaching syllabus (Andrews, 1994; Madaus, 1988; Shepard, 1993).
Systemic validity implies the integration of tests into the educational system and the
need to demonstrate that the introduction of a new test can improve learning (Cheng,
1997). Frederiksen & Collins (1989: 27) state that ‘A systematically valid test is one

that induces in the education system curricular and instructional changes that foster
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the development of the cognitive skills that the test is designed to measure’. Pierce
(1992) states “the washback effect, sometimes referred to as the systemic validity of

a test (p.687). The test leads to the narrowing of contents in the curriculum:

Figure 2.16: Washback on syllabus and curriculum by Saville& Hawkey (2004)
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Curriculum alignment is commonly regarded as a process to improve
instruction and tests. The process of curriculum alignment is usually established by
two ways, frontloading and backloading.

2.6.1.2 Curriculum Alignment by Frontloading

Frontloading alignment is commonly practiced in education. It is assumed
that frontloading can prevent teaching to the test, which may lead to an extremely
narrow and rigid view of the actual goals and objectives of any curriculum. In the
process of frontloading alignment, the curriculum is developed first and the test is
designed to measure or assess whether students have learned what the curriculum
includes. In this scenario, the test always follows and does not lead the curriculum
(Lindvall and Nitko, 1975). Given an inappropriate test, narrowing of curriculum
impedes teaching and learning (Smith, 1991).

78
Language in India www.languageinindia.com 16:9 September 2016 Md. Enamul Hoque Ph.D. <Pages 288-786>



2.6.1.3 Curriculum Alignment by Backloading

Opposite to frontloading, backloading refers to working from the test back to
the curriculum, in terms that the curriculum to be taught is derived from the test to
be given. (Table 2.2) It is assumed that backloading alignment can produce quick
results in improved test scores (Niedermeyer and Yelon, 1981). However, issues of
teaching to the test remain the most troublesome problem in the whole backloading
alignment process. One issue is whether anything on the instrument that ought not to
be taught is tested. The other issue, a local educator often asks, is whether anything
that a student should know is not tested or assessed. The table below (Table 2.2)
illustrates the process of Frontloading vs. backloading curriculum alignment (Steffy,
2001):

Table 2.2: Frontloading vs. backloading process of curriculum alignment

Frontloading | Design Delivery
Write the curriculum first and then | Teach the curriculum first and
develop a test to assess it. develop a test to assess it.
Backloading | Obtain publicly released test items | Obtain publicly released test
and create a curriculum based and create parallel classroom
upon them. structures in which content/ is
embedded.

It is common to claim the existence of washback (the impact of a test on
teaching) and to declare that tests can be powerful determiners, both positively and
negatively, of what happens in classrooms. One of its key characteristics is the
careful observation of teacher behavior. Swain (1985) says "It has frequently been
noted that teachers will teach to a test: that is, if they know the content of a test
and/or the format of a test, they will teach their students accordingly™ (p. 43). It is
generally accepted that public examinations influence the attitudes, behavior, and

motivation of teachers, learners and parents (Pearson, 1988).

Tests are often perceived as exerting a conservative force which impedes
progress. Andrews and Fullilove point out, "Not only have many tests failed to
change, but they have continued to exert a powerful negative washback effect on
teaching” (Andrews and Fullilove, 1994, p. 57). Heyneman (1987) has commented
that teachers teach to an examination. Alderson and Wall (1993) concluded from
their Sri Lanka study that ‘the examination has had a demonstrable effect on the
content of language lessons’ (p, 126-27). Lam (1994) finds that more curriculum
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time is given to exam classes, though Shohamy et al. (1996) suggest that this is true
only in the case of exams viewed as high stakes. Alderson and Hamp Lyons (1996)
note in their study that while extra time is given to TOEFL classes in some

institutions this is not the case in others.

The findings of Read and Hayes (2003) are quite detailed and show
variations in washback on the curriculum depending on the course observed. Pierce
(1992, p. 687) specifies classroom pedagogy, curriculum development, and
educational policy as the areas where washback has an effect. On the other hand,
Alderson and Hamp-Lyons (1996) take a view of washback which concentrated
more on the effect of the test on teaching. They has referred to washback as “... the
influence that writers of language testing, syllabus design and language teaching
believe a test will have on the teaching that precedes it” (ibid: p. 280). Washback
can be seen to have operation on teaching content, preparation for tests like training
in test taking strategies, doing exercises of past papers, teaching methods, assessing
students, and changing curriculum and materials used. Empirical findings are

summarised by flowchart in Figure 2.17 below:

Figure 2.17: Washback effect and the possible factors (Pan, 2009)
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Higher Secondary Learners in Bangladesh follow a ‘hidden’ syllabus (e.g.
past questions, guidebooks), that is, the contents driven by the contents of EFL
examination. Cohen (1994) describes washback in terms of” how assessment
instruments affect educational practices and beliefs" (p. 41). Bailey’s (1999)
extensive summary of the current research on language testing washback highlights
various perspectives and provides deeper insight into the complexity of this
phenomenon. But today, a new perspective (and a new education buzz phrase) is
emerging. It's called curriculum alignment, and it means teaching knowledge and
skills that are assessed by tests designed largely around academic standards set by
the state. In other words, teaching to the test. Alderson and Hamp-Lyons summarise

some typical concerns regarding negative washback to the curriculum (1996, p. 28):

1. Narrowing of the curriculum (Madaus, 1988; Cooley, 1991)

2. Lost instructional time (Smith et al., 1989)

3. Reduced emphasis on skills that require complex thinking or problem-
solving (Fredericksen, 1984; Darling-Hammond and Wise, 1985)

4. Test score “pollution’, or increases in test scores without an accompanying

rise in ability in the construct being tested (Haladyna, Nolan and Haas, 1991)

Spolsky (1994, p. 55) define backwash as a “term better applied only to
accidental side-effects of examinations, and not to those effects intended when the
first purpose of the examination is control of the curriculum”, and spoke of the
“...inevitable outcome in narrowing the educational process...” (ibid.). He uses
vocabulary tests to illustrate what he calls the ‘crux of the backwash problem’.
While vocabulary tests may be a quick measure of language proficiency, once they
are established as the only form of assessment, the backwash to instruction resulted
in the tests becoming a measure of vocabulary learning rather than language
proficiency. Negative washback occurs when the test items are based on an outdated

view of language, which bears little relationship to the teaching curriculum (ibid.).

Similarly, Wall and Alderson (1993) reason that if the aims, activities, or

marking criteria of the textbook and the exam contain no conflicts and the teachers
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accept and work towards these goals, then this is a form of positive
washback. Negative washback would be evidenced in the exam having a distorting
or restraining influence on what is being taught and how. Alderson and Banerjee
(2001) acknowledge that tests have the potential to be ‘levers for change’ in
education if one accepts the argument that if bad tests have a negative impact then it

should be possible for a good test to have good washback.

2.6.1.4 Teaching to the Test

Teaching to the test--the very words has always been heresy to educators.
“Teaching to the test’ puts too much emphasis on standardized tests that are poorly
constructed and largely irrelevant, the theory goes; it stifles creativity and
encourages cheating. Vallette (1994) suggests that washback is particularly strong
in situations where the students' performance on a test determines future career
options. In such case, teachers often feel obliged to teach to the test, especially if

their effectiveness as a teacher is evaluated by how well their students perform.

The assumption that frontloading alignment prevents teaching to the test is
often not the case, in terms that teaching to the test still occurs under the practice of
frontloading. If the curriculum and the test correspond to each other, teaching to the
test is inevitable and desired. The extent to which a test is useful to a given
curriculum is the extent to which the test indeed measures the curriculum in the first
place. In the alignment by frontloading, examining the test itself is one way to assess
the test quality, in terms of determining whether anything on the instrument that
ought not to be taught is tested or that ought to be taught is not tested. A backloaded
curriculum assumes "null curriculum"; that is, the content not tested or assessed in
the test is not included in the curriculum. The act of "null curriculum™ or "non-
selection” is valued laden. The values not selected by the test makers represent an

unknown element that may be at odds with local values.

2.6.2 Washback on Teaching Methodology

By teaching methods the present researcher refers to teaching approaches or
techniques. The findings on this area are once again not homogeneous. While
Alderson and Wall (1993, p. 127) says that their Sri Lanka study showed the exam
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‘had virtually no impact on the way that teachers teach’. Andrews et al. (2002) point
out that the revised exam led to teachers’ use of explanation of techniques for

engaging in certain exam tasks.

Cheng (1997) mentions that teaching methods may remain unchanged even
though activities change as a result of the revision of an exam; in this case reading
aloud was replaced by role plays but both were taught through drilling (p, 52). The
high-stakes EFL examination leads teachers to teach through simulating the
examination tasks or through carrying out other activities that directly aim at
developing exam skills or strategies (e.g., brainstorming, working in pairs or in
groups, jigsaw activities, simulating authentic situations, engaging in debates,
discussions, speeches, etc.). Watanabe’s findings for this area are once again
different. He reports that the teachers in his study ‘claimed that they deliberately
avoided referring to test taking techniques, since they believed that actual English

skills would lead to students’ passing the exam’ (2000, p. 45).

Some of the studies indicate that the methods used to teach towards exams
vary from teacher to teacher. Alderson and Hamp Lyons (1996), and by Watanabe
(1996) find large differences in the way teachers teach towards the same exam or
exam skill, with some adopting much more overt ‘teaching to the test’, ‘textbook
slave’ approaches, while others adopted more creative and independent approaches
(p, 292).The researchers in both these studies stress that the variable may be not so
much the exam or exam skill as the teacher him=herself. They go on to discuss
various teacher-related factors that may affect why and how a teacher works towards
an exam. Teacher attitude towards an exam would seem to play an important role in
determining the choice of methods used to teach exam classes. There has been a
perception that washback affects teaching content and teaching methods. It seems to
be true in some circumstances but not others, suggesting that whether the exam
affects methods or not may also depend on factors other than the exam itself, such as
the individual teacher. Other findings on teaching methods relate to interaction in the

classroom.

Alderson and Hamp Lyons (1996) note in their investigation of TOEFL
teaching that the exam classes spend much less time on pair work, that teachers talk
more and students less, that there is less turn taking, and the turns are somewhat

longer. Watanabe (2004) notes that ‘students rarely asked questions even during
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exam preparation lessons’. Cheng (1998) points out that while teachers talk less to
the whole class as a result of the revised exam, the teacher talking to the whole class

remains the dominant mode of interaction.

It is seen that examination oriented materials are heavily used in classrooms
particularly when the examination approaches. However, it is not clear from the
studies that it is the exam that generates less interaction in exam classes, or whether
this is due to teachers believing, for whatever reason, that this is the way exams
should be prepared for. The type and amount of washback on teaching methods
appears to vary from context to context and teacher to teacher. It varies from no
reported washback to considerable washback. The variable in these differences

appears to be not so much the examination itself as the teacher.

2.6.3 Washback on Teacher Factors

Teacher perception, teacher attitudes and teacher beliefs are often mentioned
in the washback studies as powerful factors. Among the factors that can mediate the
washback effect is the teacher (Wall, 1996) and her/his perceptions about the
examination, its nature, purposes, relevance in the context, etc. What have been
noted in the results are the behaviors of teachers in response to examination changes.
However, as Shavelson and Stern (1981) argue, examining only teacher behavior is
incomplete. There is a need to examine the link between teacher intentions or beliefs
and how this translates into action (Tsui, 2003; Woods, 1996). By doing so,
predictable variations in teachers’ behaviour that result from differences in goals,
judgments and decisions can be better accounted for. According to Shulman (1986,
1987) research that links teachers’ intentions to their behaviour provide a sound

basis for educating teachers and implementing educational innovations.

It is argued that the dictates of high-stakes tests reduce the professional
knowledge and status of teachers and exercise a great deal of pressure on them to
improve test scores which eventually makes teachers experience negative feelings of
shame, embarrassment, guilt, anxiety and anger. Green (2006, 2007) starts to
examine this facet of washback. Johnson (1992), Sato and Kleinsasser (1999), Tan
(2008), Turner (2006, 2008) and Wang (2008) have showed that teacher factors

influence teaching practices in the classroom. Teacher beliefs are consistent with
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their prior experience and instructional approaches. There is, therefore, an

increasing realisation in the field of assessment that the “teacher factor” is

fundamental to the kind of washback effect that takes place in the classroom.

Wall and Alderson (1993) comment the examination has considerable impact

on the content of English lessons and on the way teachers designed their classroom

tests (some of this was positive and some negative), but it has little to no impact on

the methodology they used in the classroom or on the way they marked their pupils'

test performance. Among many important results of the Sri Lankan impact study;,

Wall and Alderson make the following summary statements about the impact of the

new Sri Lankan texts and tests on the teachers (ibid., p. 67):

1.

A considerable number of teachers do not understand the
philosophy/approach of the textbook. Many have not received adequate
training and do not find that the Teacher's Guides on their own give enough
guidance.

Many teachers are unable, or feel unable, to implement the recommended
methodology. They either lack the skills or feel factors in their teaching
situation prevent them from teaching the way they understood they should.

Many teachers are not aware of the nature of the exam- what is really being
tested. They may never have received the official exam support documents
or attended training sessions that would explain the skills students need to
succeed at various exam tasks.

All teachers seem willing to go along with the demands of the exam (if only
they knew what they were).

Many teachers are unable, or feel unable, to prepare their students for

everything that might appear on the exam.

Watanabe (2004a) finds that the presence of grammar translation questions

on a particular university entrance exam did not influence these two teachers in the

same way. He has identified three possible factors that might promote or inhibit

washback to the teachers: (1) the teachers' educational background and/or

experiences; (2) differences in teachers' beliefs about effective teaching methods;

and (3) the timing of the researcher's observations. (Teacher A was observed when

the exams for which the students were preparing were six months away, while

Teacher B was teaching exam-preparation classes just a month or so before the
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entrance examinations would occur.) Thus Watanabe concludes that “teacher factors
may outweigh the influence of an examination” (ibid., p. 331) in terms of how exam

preparation courses are actually taught.

Tests can aid learning and teaching both if aimed to assess the required
skills. Many researches have been carried out on washback explicating that it can be
either beneficial or harmful depending upon the contents and techniques (Alderson
& Wall 1993; Bailey 1996, p. 257; Cheng & Falvey 2000). For example, if skills not
required for every day communication are assessed, the test could leave harmful
effect on teaching and learning, such as mechanical test of writing skills by giving
multiple-choice questions on grammar. A great number of washback studies ( e.g.
Alderson & Hamp-Lyons, Cheng, 2004; Cheng, 2005; Ferman, 2004; Hawkey,
2006; Lam, 1994; Qi, 2005; Saif, 2006; Wall & Horak, 2006; Watanabe, 1996;
Watanabe, 2004; Shih, 2007; Pan, 2009) focus on what takes place in the language
classroom. Many researchers (e.g. Cheng 2004, Wall & Alderson, 1993; Turner
2007; Qi, 2004, 2005) find that content changes because of the test, but the way
teachers instruct does not vary to any great degree. The changes were “superficial”
(Cheng, 2005, p. 235), not substantial.

A majority of teachers tended to “teach to the test.” For example, Green
(2006, 2007) and Hayes & Read (2003,2004) find more test-related activities (e.g.
offering test-taking tips, doing question analysis) in the IELTS preparation classes
than in the EAP (English for academic purpose) classes. In addition, teachers’
beliefs and attitudes regarding the immediate goals of teaching and their own limited
ability to use the language effectively contribute to their being unable to effect the
positive changes (a shift in English language teaching to a more communicative
orientation) the test developers intended to create (Qi, 2005). Cheng (2004) asserts
that inadequate training and teachers’ professional backgrounds lead to unchanged
methodologies because they don’t know how to change, not that they do not want to

change.

A good number of researchers (e.g. Alderson & Hamp-Lyons, 1996;
Watanabe, 1996; Wang; Shih, 2010), however, find that tests affected both how and
what teachers taught but not all teachers reacted the same way to the same test. In
many instances, teachers reported a greater sense of pressure from the tests
(Watanabe, 2004b; Burrows, 1998; 2004). Shohamy (1993); and Shohamy et al.
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(1996) also have discovered significant differences between experienced and novice
teachers. The former tends to teach to the test and uses only material to be included
in the test, while the latter uses different activities to teach oral language. Lam
(1994) has reported that more experienced teachers tend to be significantly more
“examination-oriented” (p. 91) than their younger colleagues. The new teachers are
found more sincere language teachers than the experienced or older ones. The more
the teachers get experienced, the more the teachers teach to the test. The experienced
teachers are relatively misguided by the examination, and thus, create very negative

washback on their teaching.

The findings of the previous studies on teaching show that washback are
contradictory in terms of what (content) and how (methodology) teachers teach. This
may be attributed to Hawkey’s claim (2006) that “the distinction between course
content and methodology is not always clear cut” (p. 106). Nevertheless, researchers
(Burrows, 2004; Cheng, 1997; Wall & Alderson, 1993; Watanabe, 1996; Watanabe,
2004b) seem to have reached a consensus on the concept that tests influence what
happens in the classroom in terms of teaching activities and content, and that
teachers’ beliefs, and educational backgrounds play an important role in deciding

how they instruct the students in the class.

2.6.4 Washback on Language Learning

There is a general understanding that washback is a complex phenomenon.
Many researchers call for empirical studies to explore the concept further. Itis
encouraging to note that more and more researchers have expanded to look at issues
of context in order to capture the complexity of the washback phenomenon (Cheng,
2001; Cheng, 2004; Davison, 2008; Qi, 2005; Shohamy, 1993; Hamp-Lyons and
Tavares, 2008; Turner 2008, 2009; Urmston & Fang, 2008; Wall, 1999; Watanabe,
1996, 2004b). It is obvious that the washback phenomenon has been examined much
more seriously, both theoretically and empirically. In comparison to washback
studies in other areas, fewer researches have been conducted to investigate the
washback effects on students’ learning processes. Watanabe (2004) states,
“relatively well explored is the area of washback to the program, while less
emphasis has been given to learners” (p. 22). Those studies that have been focused
on learning washback received varied and sometimes contradictory findings.
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Shohamy et al. (1996) contend that an important test promotes learning,
while Cheng (1998) shares a similar finding by saying that tests motivated students
to learn but that their learning strategies did not change significantly from one test to
another. The recent study, Stoneman (2006) investigates how students prepare for an
exit examination in Hong Kong. The results show that students are motivated more
and spent more time in preparing for higher-status examination (IELTS) than the
lower-status test (GSLAP), but preparation methods are much the same. Wall and
Alderson (1993) suggest that future washback studies should investigate how tests
affect students” motivation and performance. Wall (2000) contends, “What is
missing ... are analyses of test results which indicate whether students have learnt
more or learned better because they have studied for a particular test” (p. 502). To
better understand what washback occurs within the classroom, researchers need to
investigate changes in students’ motivations, learning styles, and learning strategies
(Stoneman, 2006).

2.6.5 Washback on Test Takers

The learners are the key participants whose lives are most directly influenced
by language testing washback. The washback influences the test takers directly by
affecting language learning (or non-learning), while the influences on other
stakeholders will affect efforts to promote language learning. The test-takers
themselves can be affected by: the experience of taking and, in some cases, of
preparing for the test; the feedback they receive about their performance on the test;
and; the decisions that may be made about them on the basis of the test. Of the 15-
washback hypotheses of Alderson and Wall's (1993, pp. 120-121), five are directly
addressed learner washback. Bailey (1996) suggests students face with an important

test they may participate in (but are not limited to) the following processes:

1. Practicing items similar in format to those on the test.

2. Studying vocabulary and grammar rules.

3. Participating in interactive language practice (e.g., target language
conversations).

4. Reading widely in the target language.

5. Listening to non-interactive language (radio, television, practice tapes, etc.).
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Applying test-taking strategies.
Enrolling in test-preparation courses.

Requesting guidance in their studying and feedback on their performance.

© ©® N o

Requesting or demanding unscheduled tutorials or test-preparation classes
(in addition to or in lieu of other language classes).

10. Skipping language classes to study for the test. (pp. 264-265)

Learner washback has also important financial implications for pupils and
their families, in terms of their access to educational opportunities. For example,
Wall and Alderson examined a context in which a new national test was
implemented, this time the O-level exams administered at the end of the 1lth year of
education in Sri Lanka. These authors report, "a student's O-level grades,
particularly in English, are among the most important in his or her academic career"
(1993, p. 42). Washback may affect learners' actions and/or their perceptions, and
such perceptions may have wide ranging consequences. Sturman used a combination
of qualitative and quantitative data to investigate students' reactions to registration
and placement procedures at two English-language schools in Japan. The placement
procedures included a written test and an interview. He found that the students'

perceptions of the accuracy of the placement.

2.6.6 Washback on Materials

The term “material’ is used here to refer to the prescribed textbooks,
guidebooks and past question papers. Examination-related textbooks and other
materials can vary in their type of contents. Very often, tests promote a boom of test
related materials, and thus, influence what teachers teach in the classroom, but tests
may also encourage teachers to use additional materials from a variety of sources.
They range on the one hand from materials that are highly exam technique oriented,
and make heavy use of parallel exam forms, to those on the other hand that attempt
to develop relevant language skills and language. A teacher’s choice of materials
relies on a number of factors such as the purpose of the test and the availability of
ready-made materials. Generally, the studies refer particularly to those materials at

the “highly exam oriented’ end of the spectrum.
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A large number of studies discuss washback on materials in terms of
materials production, the use of materials, student and teachers’ views of exam
materials, and the content of materials. Most teachers know from their own
experience of the rows of exam-related materials available on the shelves of
bookshops and staff rooms, and of the new editions of course books and other exam
materials that are issued when exams are revised. They find that in relation to the
EFL exam ‘ample new material has been published and marketed since the

announcement of the test changes became public.

Teachers’ use of materials seems to vary to large extent. Lam (1994) speaks
of teachers as ‘textbook slaves’ and ‘exam slaves’ (p.91). He finds that large
numbers of teachers rely heavily on the textbook in exam classes, and more heavily
on past papers. Lam (1994) also reports that teachers do this, as they believe that the
best way to prepare students for exams is by doing past papers. Andrews, et al.
(2002) speak of the large role played by published materials in the Hong Kong
classroom, citing a previous study by Andrews (1995) in which the teacher
respondents were found to spend an estimated two-thirds of class time working on
exam-related published materials. Cheng (1997) suggests that a reason for this may
be that the exam textbooks in Hong Kong not only provide information and

activities but also suggested methods for teaching and suggested time allocations.

The researchers such as Fullilove (1992), Xiaoju (1992), Wall and Alderson
(1993), Lam (1994) and Cheng (1997) suggest that test requirements may promote
test-related materials, and that these materials affect what teachers instruct because
they tend to utilize textbooks to assist their students. However, some studies (e.g.
Hawkey, 2006), indicate that tests may encourage teachers to develop multiple
materials rather than solely depending on textbooks. Wall and Alderson’s (1993) Sri
Lankan study states that a large group of teachers “believe they have to follow the
textbook faithfully because the exam may test any of the content therein” (p. 63).
Cheng’s (1997) HKCEE (Hong Kong Certificate of Education Examination) and
Fullilove’s (1992, cited in Bailey, 1999) RUE studies reveal the booming market for
publishing test-related materials. All these studies similarly find that most teachers

heavily depend on textbooks.
Andrews, et al. (2002) also speak of the large role played by published

materials in the Hong Kong classroom, citing a previous study by Andrews (1995)
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in which the teacher respondents were found to spend an estimated two-thirds of
class time working on exam-related published materials. Cheng suggests that a
reason for this may be that the exam textbooks in Hong Kong not only provide
information and activities but also suggested methods for teaching and suggested
time allocations (1997). Read and Hayes (2003) note that in 90% of cases in their
New Zealand IELTS study, exam preparation books were usually employed. One
feature that the three Hong Kong studies have in common is that they investigate
teachers’ practices shortly after the introduction of revisions to a major exam. It
would be interesting to see if similar findings emerged from a study conducted once
the exam’s contents and standards had become familiar to teachers; that is, how
much were these results a fruit of uncertainty about the exam on the teachers’ part?
Alderson and Hamp Lyons (1996) indicate that at least in the situation they
investigated, however, familiarity with the exam was not a variable, with many of
the teachers, independently of their amount of experience of teaching towards the
exam, making heavy use of exam materials. They suggest that one reason why
teachers did this was that their negative attitude towards the exam discouraged them

from creating their own materials.

Xiao (2002), on the other hand, has discovered that the test encourages the
use of new textbooks and innovative teaching materials. Shohamy (1993) recounts a
study that examined the impact of an Arabic test and found that it inspired the
publication of new textbooks, which “have become, de facto, the new curriculum”
(p. 10). However, Hawkey (2006), in his study of the impact on the Progeto Lingue
(2000), shows that curricula designed to match the objectives of tests for Cambridge
exams like KET, PET, and FCE, which emphasize communicative language
approaches, may tend to encourage teachers to use additional materials instead of
solely textbooks, from a variety of sources such as “cut-out photographs, self-
designed spider games, information gap hand-outs, audio-cassettes, (and) wall
charts” (p. 143).

Tests that emphasize a communicative approach, such as the HSC often elicit
a heavy reliance on test-related materials by teachers. Progeto Lingue (2000)
highlights a communicative approach, encourages the use of supplemental materials.
This may be attributed to the purpose of test use. RUE and HKCEE are both high

stakes and play a vital role in deciding students’ academic futures. Because of this,
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teachers devote more attention to assisting students to achieve high scores rather
than learn real communication skills. It may be, then, that in the viewpoint of
teachers, using test-related materials can assist them in doing their jobs better in
terms of helping students receive better scores. Tests promote a boom of test related
materials and thus influence what teachers teach in the classroom, but tests may also
encourage teachers to use additional materials from a variety of sources. A teacher’s
choice of materials relies on a number of factors such as the purpose of the test and

the availability of ready-made materials.

2.6.7 Washback on Lesson Contents

Learners follow a ‘hidden’ syllabus, that is, the contents driven by the
contents of EFL examination. Many teachers, however, consistently skip over the
listening lessons in their textbooks, because they know that listening will not be
tested in the examination. A group teachers may 'do listening', but in a way that does
not resemble the textbook designers' intentions. A few teachers cover the listening
lessons if the type of question that students have to answer resembles an item type
that might appear in the examination for reading. Most teachers in Bangladesh,
particularly the higher secondary English school teachers, also admit they are
influenced by the power of the public examinations. Thus, the status of their course
is established by the importance of the teaching contents reflected on the entrance

examinations.

There seems to be something of a mismatch between the attitudes of the
teachers towards the contents of the learning package, and those of the students. The
teachers clearly see the potential of the materials as a teaching package, containing
relevant and worthwhile teaching activities, including but extending beyond test
preparation. The students, on the other hand, are above all concerned with
familiarising themselves with the format of the test, and seemed to be relatively little
concerned with the learning strategies proposed, and the broader suggestions for

improving performance.

In general, students demonstrate relatively little interest in the idea of using
test preparation as an opportunity for language learning. Alderson and Wall (1993)
conclude from their Sri Lanka study that ‘the examination has had a demonstrable

effect on the content of language lessons’ (p, 126-27). This effect was that of the
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narrowing of the curriculum to those areas most likely to be tested. This finding is
similar to that of Lam (1994) who reports an emphasis in teaching on those parts of

the exam carrying the most marks.

2.6.8 Washback on Learning Outcomes

Teaching to the test and test taking strategies might increase students’ scores,
but the score gains are not always statistically significant. Moreover, class
instruction of exam-specific strategies and non-class instruction factors such as
students’ initial proficiency, personality, motivation, confidence, and exposure of
environment all possibly contribute to a score gain. A test itself does not lead to
various aspects of the perceived effects. It is rather mediating factors such as
teachers’ beliefs and educational backgrounds, students’ individual differences (e.g.
motivation, English proficiency), and purpose of test use that play essential roles in

causing test effects.

It has been demonstrated that a test can result in all desired changes in
teaching and learning. Wesche (1983), points out that when tests reflect the
situations, content and purpose where learners will use the language, they are likely
to improve motivation. Education is a complex phenomenon and there are many
factors involved in bringing about changes, like the school environment, messages
from administration, expectations of teachers and students, for example. Saif (2000)
argues that an analysis of the needs and objectives of learners and educational

systems should be carried out as a starting point for the research in washback.

Wesdorp (1982) finds there is no difference in students’ writing in quality
before and after the introduction of multiple-choice tests. Hughes (1988) reports that
at a Turkish university, students’ performance on the Michigan Test (a measure of
English proficiency) increases after the introduction of a new test along with
additional summer courses in English. Andrews et al. (2002) investigate the score
comparisons that students receive on the UE (Use of English) oral exam in Hong
Kong from 1993 to 1995. Students’ scores have increased, but the score gain is not
statistically significant. They claim that students’ improved proficiency might have
something to do with their “familiarization with the exam format, the rote-learning

of exam specific strategies and formulaic phrases” (p. 220).
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Elder and O’Loughlin (2003) examine the relationship between intensive
English language study and band score gains on the IELTS and find there are great
gains in listening, but no significant progress in reading skills. In Elder and
O’Loughlin’s study, a range of factors are linked to improving scores on tests, such
as personality, motivation, confidence and exposure. Green (2006, 2007) finds
students’ initial scores instead of course length is a strong predictor of IELTS
writing test score gain. In this sense, students’ original proficiency plays a more
important role in the resulting score gain than the time they spend in the test-
preparatory course. Score gain washback, as concluded from the foregoing
discussion, is a complicated issue. It is difficult to detect what causes or does not
cause it. Further research needs to be conducted to determine whether students have
made progress because the test motivates them to study harder or if other factors
such as their original proficiency, personality, motivation, and exposure have more

weight in explaining the outcome.

2.6.9. Strategies for Washback

It is seen that washback effects, on the one hand, may have potential for
education, but on the other hand, may induce unexpected problems. The question is
how to promote the intended washback of a test and minimise the possible counter
productive reactions:

Firstly, the test must accurately reflect course objectives and the principles of
mastering the knowledge need. This will lead teachers and learners to appropriate
teaching and learning styles and enable beneficial washback to operate. If the test is
at variance with the course objectives, it will require teachers to focus their teaching
on the test alone and cause harmful washback.

Secondly, teachers, administrators and others involved should be trained and
provided with information concerning the test, such as the aims, item type, scoring
systems, specimen papers, etc. Competence and familiarity will help teachers and
administrators to work properly toward the test, and limit misuse of test and its
results. Next, test consequences play an important role in enabling either beneficial
or harmful washback to operate. The more profound the consequence, the greater

washback effect is. Educational settings would help to balance beneficial and

94
Language in India www.languageinindia.com 16:9 September 2016 Md. Enamul Hoque Ph.D. <Pages 288-786>



harmful washback in reducing test pressure toward teachers and students by

appropriate continuous assessment.

Additionally, parents or the public should be informed of the nature and the
use of the test, as some political and social uses of test scores might induce
unexpected harmful stresses on schools, teachers, and students (Smith, 1991).
Furthermore, apart from the test itself there are many factors within a society,
particularly the educational environment with its typical conditions all influence the
behaviours of teachers and students. Nevertheless, to what extent these factors
operate much depend on how they interact with each other in a specific
circumstance. Although these factors and the test are interacted in a complex way,
the following model (Figure 2.18) can be built to describe the interrelationship that

enhances washback effects on teachers and students.

Figure 2.18: A model of the test development process (Saville, 2008)
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Although precise descriptions of how tests have been reformed to promote
washback are often lacking (Cheng, 2005; Wall, 2005), Hughes (2003) devotes a
chapter to achieving beneficial washback. Brown (2000) summarises suggestions for
the promotion of positive washback from Hughes (2003), Heyneman and Ransom
(1990), Shohamy (1992), Kellaghan and Greaney (1992), Bailey (1996), and Wall

(1996). Brown (2002) categorises these prescriptions as test design strategies, test
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content strategies, logistical strategies and interpretation strategies. In the following
outline, the present researcher attempts to summarize and organize the strategies
proposed in the literature into four different categories that language educators can
use to promote positive washback: test design strategies, test content strategies,

logistical strategies, and interpretation strategies.

2.6.9.1 Test Design Strategies

A number of features of test design may be manipulated in efforts to improve
instruction. These include item format (multiple-choice, short-answer question,
extended response etc.), content (topics and skills), level of knowledge called for
(retention, understanding or use), complexity (the number of content areas and their
interrelationship), difficulty (easy or challenging), and discrimination (in terms of
set standards of performance), referential source (criterion-referenced or norm-
referenced), purpose (learner performance, curriculum evaluation, teacher
evaluation) and type of items(proficiency, achievement or aptitude). Some specific

strategies for designing a test to promote beneficial washback are:

1. sampling widely and unpredictably (Hughes, 1989),
2. designing tests to be criterion-referenced (Hughes, 1989; Wall, 1996),

w

designing the test to measure what the programs intend to teach (Bailey,
1996),

basing the test on sound theoretical principles (Bailey, 1996),

basing achievement tests on objectives (Hughes, 1989),

using direct testing (Hughes, 1989; Wall, 1996), and

fostering learner autonomy and self-assessment (Bailey, 1996).

N o g &

2.6.9.2 Test Content Strategies

A number of researchers (e.g. Hughes, 1989; Heyneman and Ransom, 1990;
Bailey, 1996) have suggested some test content strategies to balance beneficial and
harmful washback in reducing test pressure toward teachers and students by

appropriate continuous assessment:
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testing the abilities whose development you want to encourage (Hughes,
1989)

using more open-ended items (as opposed to selected-response items like
multiple choice) (Heyneman and Ransom, 1990)

making examinations reflect the full curriculum, not merely a limited aspect
of it (Kellaghan and Gleaney, 1992)

assessing higher-order cognitive skills to ensure they are taught (Heyneman
and Ransom, 1990; Kellaghan and Greaney, 1992)

using a variety of examination formats, including written, oral, aural, and
practical (Kellaghan and Greaney, 1992)

not limiting skills to be tested to academic areas (they should also relate to
out-of-school tasks) (Kellaghan and Greaney, 1992), and

using authentic tasks and texts (Bailey, 1996; Wall, 1996).

2.6.9.3 Logistical Strategies

The outcome of test use involves the collaborative efforts made by various

stakeholders such as teachers, students, policy-makers and test-developers. Some

logistical strategies as suggested by researchers are:

1.

insuring that test-takers, teachers, administrators, curriculum designers
understand the purpose of the test (Bailey, 1996; Hughes, 1989)

making sure language learning goals are clear (Bailey, 1996)

where necessary, providing assistance to teachers to help them understand
the tests (Hughes, 1989)

providing feedback to teachers and others so that meaningful change can be
effected (Heyneman and Ransom, 1990; Shohamy, 1992)

providing detailed and timely feedback to schools on levels of pupils'
performance and areas of difficulty in public examinations (Kellaghan and
Greaney, 1992)

making sure teachers and administrators are involved in different phases of
the testing process because they are the people who will have to make
changes (Shohamy, 1992)

providing detailed score reporting (Bailey, 1996)
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2.6.9.4 Interpretation Strategies

Hughes (1989), Heyneman and Ransom (1990), Shohamy (1992), Kellaghan

and Greaney (1992), Bailey (1996), and Wall (1996) all have provided lists of

strategies for using the washback effect to positively influence language teaching.

For more extensive discussion of these lists (Brown, 1997, 2000) some of the

interpretation strategies are listed below:

1.

making sure exam results are believable, credible, and fair to test takers and
score users (Bailey, 1996),

considering factors other than teaching effort in evaluating published
examination results and national rankings (Kellaghan and Greaney, 1992),
conducting predictive validity studies of public examinations (Kellaghan and
Greaney, 1992),

improving the professional competence of examination authorities,
especially in test design (Kellaghan and Greaney, 1992),

insuring that each examination board has a research capacity (Kellaghan and
Greaney, 1992),

having testing authorities work closely with curriculum organizations and
with educational administrators (Kellaghan and Greaney, 1992), and
developing regional professional networks to initiate exchange programs and
to share common interests and concerns (Kellaghan and Greaney, 1992).

Test design and content strategies are more closely identified with washback

direction, while logistical issues are more closely identified with washback intensity.

Interpretation strategies may be viewed as indirect, policy-level means of ensuring

standards of test design and logistical provision while the test design and content

strategies relate most closely to Chapman and Snyder’s (2000) test description

categories of format, content, complexity and referential source. The

Communicative approach to EFL teaching and learning has become increasingly

accepted in schools and colleges in Bangladesh in recent years. A great deal of time

and energy has been expended in developing materials and techniques to help

achieve what has been termed Communicative Competence. Communicative

language testing is intended to provide the tester with information about the testee’s

ability to perform in the target language in certain context-specific tasks. Strategies

of language testing should be designed in such a manner that it can generate positive

washback on language learning.
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2.6.10 Washback Stakeholders

Washback is the result of a partnership between all direct and indirect
participants whose relationships involve a constant multi-directional interplay. It has
long been believed that tests directly influence educational processes in various
ways. One common assumption is that teachers will be influenced by the knowledge
that their students are planning to take a certain test and will adapt their teaching
methodology and lesson content to reflect the test’s demands. The term ‘backwash’
has been used to refer to the way a test affects teaching materials and classroom
management (Hughes 1989), although within the applied linguistics and language
testing community the term ‘washback’ is more widely used today (Weir 1990;
Alderson and Wall 1993; Alderson 2004). Taylor (2000, p. 2), building upon a
model proposed by Rea-Dickins (1997) identified at least 5 stakeholder categories:
learners, teachers, parents, government and official bodies, and the marketplace,
offers a more detailed conceptualisation in order to illustrate the wider societal
effects of a test (i.e. test impact). Figure 2.19 illustrates how different stakeholders

are involved in testing and tests scores:

Figure 2.19: Stakeholders in the testing community (UCLES, 2009)
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The above model provides a useful illustration of the fact that a test can have
impact upon the various stakeholders involved, at different points in the testing
process: Some of the stakeholders listed above (e.g. examiners and materials writers)
are likely to have more interest in the “front end’ of a test, i.e. the test assessment
criteria or test format. Others may see their stake as being primarily concerned with
the test score. Some stakeholders, such as learners and teachers, will naturally have

an interest in all aspects of the test.

As Pearson (1988) remarks, ‘There is an explicit intention to use tests,
including public examinations, as levers which will persuade teachers and learners
to pay serious attention to communicative skills and to teaching learning activities
that are more likely to be helpful in the development of such skills.”(p, 33).The past
ten years have seen a growing awareness that testing can have consequences beyond
just the classroom. Tests and test results have a significant impact on the career or
life chances of individual test takers (e.g. access to educational/employment
opportunities). They also impact on educational systems and on society more
widely: for example, test results are used to make decisions about school curriculum
planning, immigration policy, or professional registration for doctors; and the
growth of a test may lead publishers and institutions to produce test preparation
materials and run test preparation courses. The term ‘impact’ is generally used to
describe these consequences of tests (Bachman 1990; Bachman and Palmer 1996).
Some language testers consider washback as one dimension of impact, describing
effects on the educational context (Hamp-Lyons 1997); others see washback and
impact as separate concepts relating respectively to “micro’ and ‘macro’ effects

within society.

It is worth mentioning fact that a test can have impact upon the various
stakeholders involved, at different points in the testing process. Some of the
stakeholders, e.g. examiners and materials writers are likely to have more interest in
the “front end’ of a test, i.e. the test assessment criteria or test format. Others may
see their stake as being primarily concerned with the test score. Some stakeholders,

such as learners and teachers, will naturally have an interest in all aspects of the test.

Taylor (2000) offers a detailed conceptualisation in order to illustrate the
wider societal effects of a test, building upon a washback model proposed by Rea-

Dickins. Testing tends to induce consequences for its stakeholders. It is well known
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in the field of education that there is a set of relationships, intended and unintended,
positive and negative, between testing, teaching and learning. Impact refers to the
effects that a test may have on individuals, policies or practices, within the
classroom, the school, the educational system or society as a whole. Washback (also
known as backwash) refers more frequently to the effects of tests on teaching and
learning. Primarily, the effects of testing have been associated with test validity
(consequential validity) and with test scores and score-based inferences to test use
and the consequences of test use. Figure 2.20 displays the relations of stakeholders
to testing and test scores:

Figure 2.20: Saville’s stakeholders of macro-level washback (2008)
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This presentation (Figure 2.20) will focus on first delineating impact,
washback and consequences of large-scale testing and then report a series of
empirical studies to illustrate the methodology used to research such a phenomenon
in education. Washback research on other participants influenced by program
washback is less widely developed than the research on washback effects on
language learners and teachers. It is found that teachers are the most frequently
studied participants in washback processes. However, many other people are also
involved in language testing washback. The comparative dearth of empirical
findings on students suggests that research is needed about how tests actually
influence language learners' behavior and attitudes.
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The research on other parties who try to create, or are influenced by, program
washback is less widely developed than the research on language learners and
teachers. The other participants can include test developers (Andrews, 1994b;
Andrews & Fullilove, 1994), teacher educators and curriculum planners (Andrews &
Fullilove, 1994), teacher advisors (Wall & Alderson, 1993), principals and other
administrators (Fullilove, 1992; Hughes, 1993; Shohamy, 1993b; Shohamy,
Donitsa-Schmidt, & Ferman, 1996), language inspectors (Shohamy, Donitsa-
Schmidt, & Ferman, 1996), end-users (Andrews & Fullilove, 1994), materials
developers and publishers (Cheng, 1997; Hughes, 1993), and even parents
(Andrews, 1994a; Cheng, 1997; Fullilove, 1992; Ingulsrud, 1994; Shohamy,
Donitsa-Schmidt, & Ferman,1996).

A repeated theme found in the literature on these other participants,
particularly test designers and policy makers, is the dynamic tension between (1) the
intended positive washback in implementing new or revised exams and (2) how that
impact is realized in classroom practices. Andrews and Fullilove (1994, pp. 57-58)
assert that in cases where new or revised tests have a negative washback effect, the
reforms in language teaching proposed by teacher educators and curriculum planners
have been undermined by the conflicting message implicit in the tests, especially in
those countries where examinations are highly important and yet where the

examination format has been particularly resistant to change.

The data in their study included structured interviews with teachers and with
inspectors of ASL (ibid., p. 302). The authors found in their interviews that the
inspectors were aware of high test anxiety (among both teachers and students) in
previous years' tests, but that the test anxiety had decreased and that some teachers
did not even administer the test. Others treated it as a quiz that required no
preparation. However, Shohamy et al. stated the inspectors felt that it is essential
that the test continue to be administered as they believe that there would be a major
and significant drop in the level of Arabic proficiency in the country were the test to
be cancelled. Moreover, the Inspectorate claims that there would be a decrease in the
number of students studying Arabic since the test promotes the status of Arabic as
perceived by teachers, students and parents. (ibid.). This finding illustrates the
disparate views held by the inspectors, on the one hand, and the students and

teachers of Arabic on the other.
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When Shohamy et al. (1996) interviewed the inspectors associated with the
high-stakes EFL exam, they found that "the Inspectors claim that the introduction of
the oral test has had a very positive educational impact and the washback on
teaching has been tremendous” (ibid., p. 312). The inspectors also feel that the test
has successfully promoted learning, particularly of oral skills. They believe that
"were the oral exam to be cancelled, teachers would cease teaching oral proficiency"
(ibid.). In other words, in both cases, the inspectors of the Arabic and English exams

see their respective tests as "necessary, important and effective" (ibid., p. 313).

However, Shohamy et al. point out that this position "is in contrast to how
teachers and students perceive the test" (ibid.) and that in general "unlike teachers
and students, the bureaucrats portray a much more positive picture” (ibid.). Another
set of participants who may be influenced by or try to utilize washback is the "end-
users"- that is, people who, in the future of the language learners, will in some way
benefit from their target language proficiency. (In the English for Specific Purposes
[ESP] literature, the students' future employers are often the end-users.). In this case
the tertiary institutions may be seen as the "end-users"” who have a stake in the
product of secondary school English teaching- that is, the future university students'
ability to use oral English.

Finally, parents are occasionally included in research on washback
phenomena. Andrews (1994a) notes that there is "widespread acceptance of the
assertion that tests, especially public examinations, exert an influence on teachers,
learners and parents (p. 45). Anxious parents take their tiny 'scholars' to pre-
kindergarten interviews to gain admission to choice places even on this lowest rung
of the educational ladder. However, there is relatively little research that documents
the parents' own perceptions of language testing washback. The studies that
document parents' ideas typically do so through the students' perspective. However,
many other people are also involved in language testing washback. The comparative
dearth of empirical findings on students suggests that more research is needed about

how tests actually influence second language learners' behavior and attitudes.
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2.7 Implication of the Theoretical Perspectives for
Washback Study

The theoretical perspectives as well as the research evidence presented above
cast new light on the recurring themes that have been previously discussed. The
framework will help future researchers and other readers conceptualize the whole
teaching process. It is beyond doubt that Woods (1996) as well others (Ernest, 1989;
Fang, 1996; Nunan, 1999; Reagan & Osborn, 2002; Richards, 2008; Samuelowicz &
Bain, 1992, 2001; Shulman, 1987; Thompson, 1992; Williams & Burden, 1997;
Yates & Muchisky, 2003) has a wide range of implications for our understanding of
the role of the different factors in washback. Not only do they provide researchers
and readers with a comprehensive understanding of the complex reality of
innovation, but they also offer all a different way of thinking about notions such as
teacher beliefs, knowledge, and experience (BKE) and their connection to teaching
and learning EFL. Moreover, the interdisciplinary theoretical framework provides
me with a broad set of conceptual tools for systematic investigations of teacher

thinking and its relationship to teacher classroom practice.

Specifically, this theoretical framework can inform the present study at least
from different bases. One example drawn from washback studies to illustrate is that
a number of researchers have found it hard to make weighty claims, and thus made
only tentative ones. It appears that these researchers may have failed to take into
account the developmental characteristic of change. Since the research focus of the
majority of studies is short-term, no conclusions can be drawn about long-term
washback effects. The theoretical frameworks above have also offered us
enlightening insights into how to look at and cope with conflicts, constraints,
differences and discrepancies that have emerged from innovation. The
implementation of educational reforms, including testing reforms calls for the
conceptual change in teachers’ pedagogical beliefs, teachers’ perspectives
interwoven characteristic of teachers’ dynamic aspects of teachers’ beliefs,

assumptions, knowledge, etc.

This, with respect to washback research, can be interpreted to mean that in
order for teachers to change their perceptions of tests, they need to change their
perceptions of teaching and learning, and their perceptions of language as well, for
all these beliefs are intrinsically interwoven. To be specific, teachers’ and students’

beliefs of tests are likely to correspond to their beliefs of language teaching and
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learning. Meanwhile, their beliefs of language teaching and learning are likely to
follow their conceptions of what is meant by learning as well as their beliefs what
language is. Here, the relationship between beliefs of language teaching and beliefs
of language learning is also interactive and interconnected. All these beliefs and
attitudes are crucial in the sense that they may not only influence but also affect the
way they interpret and react to washback. Such a basis not only helps to clarify the
complexity of the innovation process, but also helps to improve further innovation

endeavors. Therefore, there is a need to apply these insights to washback research.

It examined the research on washback in language education and general
education to clarify and summarise some basic concepts and theoretical perspectives
related to the washback phenomenon. It provides a general conceptual framework in
an attempt to highlight the overlapping patterns and themes that have emerged
through the lens of this framework. It allows the present researcher to document and
interpret the washback phenomenon of the HSC examination on the EFL education
in Bangladesh

2.8 Conclusion

The theoretical framework discussed above indicates that during the last
decade the interest in washback has not only grown, but it has also focused on what
forms washback takes, indications of its appearance in specific environments and its
influence on participants, processes, and the associated products. The theoretical
framework of washback has produced some evidence that it exists. Such research
also highlights the complexity of the washback phenomenon and some of the
difficulties involved in designing, implementing and interpreting research in this
area. There are concerns that the introduction or changes to a test may create a
negative washback effect, particularly in the case of high stakes tests such as the
HSC examination in EFL in Bangladesh. However, whether the influences of testing
on teaching and learning are positive or negative is still debatable and needs to be
studied further.

In this chapter, an attempt has been made to clarify the definition, scope, and
function of washback for the purpose of this study. Washback is at the heart of the
intricate relationship between testing, teaching and learning. It also illustrates the
impact and power of tests on teaching and learning in educational contexts. A large

number of studies have dealt with the phenomenon of washback from different
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perspectives and at multiple levels. There have, however, been few empirical
analyses that have investigated how the washback phenomenon actually happens in
the classroom. There have been even fewer research studies that have considered

washback at both the macro and micro levels, particularly in language education.

Discussions in this chapter have reviewed a number of studies in searching
for the meaning and mechanism of the function of washback, including Alderson
and Wall’s (1993) 15 washback hypotheses, and the models of the mechanism of
washback as a phenomenon of change in teaching and learning. These models have
helped the current study to determine the nature of washback, and how washback
works in educational contexts and they seem particularly appropriate, as the general
aim of the present study is to examine and understand the function of washback on
teaching and learning English at the HSC level. Together, those models have
allowed the present researcher to formulate the central issues that will be explored in
the current study. By combining the models, possible washback effects in an area or
in a number of areas of teaching and learning affected by tests can be investigated.
Accordingly, a study of the effects of washback needs to draw on curriculum and
innovation models and explore the phenomenon within a multidimensional context.
A working framework for this study has been built on this basis, as presented in
Figure 4.1 (Chapter Four). A model of washback will be proposed in order to
describe explicitly possible catalysts between assessment and washback effects,

based on the findings of the research.

In the light of issues raised in previous studies, it is clear that a study looking
at what and how the HSC examination influenced teaching and learning at the HSC
level in Bangladesh would need to focus on the following dimensions: what possible
areas of English teaching and learning have been affected by the tests; how different
levels of stakeholders within the Bangladesh educational system have reacted when
washback occurred; defining the interrelationship between who changes what, how,
when, where, and why. The chapter has discussed the new meaning of and insights
to the research on washback. After the brief introduction provided in Chapter One to
the general context of the study, this chapter has presented a broad set of theoretical
tools outlined from multiple sources. The next chapter presents a literature review of
washback studies on the EFL/ESL teaching, learning and testing. An extensive
discussion of studies in other research areas that influence and shape the present

study is also highlighted in the following chapter.
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Chapter Three
Literature Review

This chapter presents a review of different bodies of literature relevant to the
present study. Its purpose is to gain insight into the complex dimensions of
washback, and illuminate the vital role that washback plays in ESL and EFL
education. That is it contains an overview of the advances in washback research over
the past two decades. It focuses on the importance and objectives of literature
review; and it finally summarises a number of relevant research studies on different
domains of language education that washback affects. Specifically, it draws on ideas
from language education, general education, psychology and other innovation
research to see whether insights can be gained into the patterns and themes that have

recurred in washback research.

3.1 Overview of the Advances in Washback Research

Review of literature surveys dissertations, scholarly articles, books and other
sources (e.g. conference proceedings, etc.) relevant to a particular issue, area of
research, or theory, providing a description, summary, and critical evaluation of each
work. A literature review is a body of text that aims to review the critical points of
current knowledge and or methodological approaches on a particular topic.
Literature reviews are secondary sources, and as such, do not report any new or
original experimental idea. Most often associated with academic-oriented literature,
such as theses, a literature review usually precedes a research proposal and results
section. It brings the reader up to date with current literature on a topic and forms the

basis for another goal, such as future research that may be needed in the area.

A well-structured literature review is characterized by a logical flow of
ideas; current and relevant references with consistent, appropriate referencing style;
proper use of terminology; and an unbiased and comprehensive view of the previous
research on the topic. For the present study, the researcher has collected information
from various sources: a good number of books, a number of dissertations and journal

articles, and information from internet sources. This chapter incorporates a critical
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review of the relevant literature with particular attention on washback definitions, its
connection to impact, positive and negative connotations, models of test washback

and it presents an overview of some major washback studies.

It is worth mentioning that language testing researchers have embraced the
call from Alderson and Wall (1993) for more intensive research on washback.
During the last two decades, the researchers have accomplished a substantial volume
of research on this topic (e.g. Alderson & Hamp-Lyons, 1996; Cheng, 1997, 2004;
Cheng & Qi, 2006; Green, 2006, 2007; Mufioz & Alvarez, 2010; Qi, 2004, 2007;
Saif, 2006; Shih, 2007; Shohamy, 1993; Shohamy et.,1996; Tan, 2008; Turner,
2001, 2005, 2008, 2009; Wall, 1996, 1999; Wall & Alderson, 1993; Wall & Horak,
2008; Watanabe, 2004b). In recent years, researchers have been making significant
inroads into investigating this phenomenon in different social and educational
contexts. As a result, the definition as well as the nature and scope of washback have
been extensively discussed, and a number of different perspectives have emerged in
language testing and ELT research areas. The reviews, taken together, constitute a

general framework for looking at the research topic in this study.

3.2 Research on Washback in Applied Linguistics

Despite the strong link between testing, teaching and learning discussed in
the field of education, the assertion that a test influences what teachers and students
do in the classroom is often based on anecdotal evidence, and did not receive much
attention from researchers until the early 1990s in the field of applied linguistics
(Andrews, 2004; Bailey, 1996; Wigglesworth & Elder, 1996; Wall, 2000; Watanabe,
1996). Between 1980 and 1990, little empirical research had been carried out to
investigate the washback effect of examinations either in the field of general

education or in the field of language education.

Although Alderson (1986) recognises the potential use of language tests as a
tool to bring about positive effects on language teaching and learning about two
decades ago, it took almost another 10 years for the concept of tests influencing
teaching and learning to become an established research topic. McNamara (2000)
argues that this is because applied linguistics researchers tend to focus heavily on

investigating individuals’ language skills and abilities, rather than on the
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consequences of tests. Elder and Wigglesworth (1996) also point out that the
concept of tests influencing teaching and learning is under-researched probably
because the huge number of variables involved have made it very difficult for
researchers to identify a causal relationship between the test and what goes on in the

classroom.

Figure 3.1: The three stages of effective literature review process (Levy & Ellis, 2006)

2. Processing
1. Inputs ( <t-'_‘-‘.\ \ 3. Outputs
Anal)';c & Synthesize

Though a good number of washback studies have been carried out during
recent years, the washback effect is still to be adequately defined and analysed.
While there is consensus that washback incorporates the effects of tests on teaching
and learning, researchers have not agreed on what washback is, what it might look
like, or how it works. There have only been a limited number of washback studies,
and invariably, researchers call for further investigations that would establish what
washback is and even whether it exists. This chapter incorporates a critical review of
the relevant literature. It also summarises washback related research with emphasis

on the washback effects and impact of the test.

The present researcher reviewed only those works that were directly relevant
to the present study. The reviewed literature mainly includes scholarly books,
dissertations, research articles, monographs, and periodicals for the development of
insights into the present study. The present researcher reviewed the relevant
literature for many other reasons, such as research methods and techniques, new
ideas and approaches, what needs to be done, relationships between ideas and
practices, correlations, contradictions between the findings of the present study and

those of the reviewing studies, etc.

This review of the literature is presented in three sections: (1) the first
section presents the studies carried out from 1982 to 1999; (2) the second section
focuses on the washback research conducted from 2000 to 2005; and (3) the third

section includes the studies carried out from 2006 to date.
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3.2.1 Washback Studies from 1982 to 1999

Kellaghan, et al. (1982) conducted a study on “The effects of standardized
testing” which had extensive potentials for the future researchers. So far, it is
considered the first study on washback. They studied the educational and
psychological effects of the introduction of standardized achievement/ability testing
in elementary schools in Ireland. The study by Kellaghan et al. is considerd to be of
high quality. Kellaghan et al. observed that teachers in Irish primary schools were
quite biased in the evaluation of their students at the time of their study. They
speculated that the reason such bias existed was due to the lack of standardized

testing in Ireland.

Wesdorp (1982) carried out a research on “Backwash effects of language
testing in primary and secondary education in Netherlands” which investigated the
validity of objections to the use of multiple-choice tests for the assessment of both
first and foreign language education. The results did not support the assumed
negative washback effects. One of the assumptions, for example, was that the skills
that could not be tested by multiple-choice questions would not be taught any more
in primary schools. Differences between the teachers' activities in schools with and
without a multiple-choice final test were insignificant. The results did not show any
changes in the students' study habits either. On the whole, the study revealed much
less negative washback than had originally been assumed. However, it is not clear
what kind of tests had been in effect before the introduction of multiple-choice tests
and how different the tests measuring first and second language education were. It
could be that the old test methods (e.g., direct/indirectness, discrete-pint/integrative
approach) and content were so similar to those of multiple-choice tests that even
after the introduction of the new technique teachers and learners didn't feel any need

to change their attitudes towards the tests.

Hughes (1989) described a project conducted in a non-English speaking
country, at a Turkish English-medium university. Before the study started,
undergraduate students used to enter academic programmes after spending a year of
intensive English study, yet they demonstrated a very low level of English
proficiency. As a result, the university decided to establish a screening device to
determine which students could continue with their studies and which students

would have to leave the university. A new test was developed based on the English
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study skills needs of freshman students (e.g., reading, note-taking, etc.) which
included tasks similar to those they would have to perform as undergraduates.
Hughes (1989) reported that the introduction of this test in place of the old multiple-

choice test immediately affected teaching.

Khaniya (1990), in a study in Nepal, attempted to study washback by
designing a new communicative English language proficiency test and comparing it
with the traditional SLC (School Leaving Certificate). According to Khaniya, the
SLC had important consequences for the future of the students since it was a factor
in the selection of university and job candidates. Consequently, students, teachers
and parents were very much concern with its results. As Khaniya descried, SLC
required students to memorise texts and answered to questions since many of the test
questions and texts were taken directly in the textbooks. In such a situation, the
exam would definitely have some sort of control over the course, but he did not
explain how teachers actually taught to the exam, what and how students learned,
and so on. He gave his new test to three different groups of students at the beginning
and at the end of grade 10 when students were preparing for the SLC. Based on final
results, Khaniya reported that while the differences between students' performance
(in English-medium schools) before the introduction of the new test was not
significant, at the end of the year those with an emphasis on skills improved their
performance on the new exam while the students whose program emphasized SLC
performed poorly- Khaniya claimed that this is because of the SLC examination
teaching going on in exam-emphasizing schools, due to the negative washback of
the SLC test. He argued that the fact that the third group of students (in Nepalese-
medium schools) also performed poorly at the end of the year further supported this

claim.

Li (1990) conducted a research on the Matriculation English Test (MET). It
is the English language test for entrance into all universities in China, which has
been the subject of several washback studies. It is a standardised, norm-referenced
proficiency test, which in 1990 had an annual test population of 3 million. Li
documented the evidence for washback four years after the MET had been
introduced. Data was collected through the analysis of test results and their
comparison with other tests. A study of student writing was also carried out. A

number of 229 teachers completed the questionnaire. Students were also questioned.
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Their typical response was that the good thing about MET was that they did not need
to memorise in order to prepare for it, a major departure from the usual tests they
sat. The study recorded the washback effects of the new test over a five-year period
and found it encouraged the use of new textbooks and innovative materials.
Although Li noted that some of the changes the research had uncovered were not all
that significant in terms of encouraging high school teachers to change their teaching
methods, she was hopeful that there would gradually be a marked and more

persistent change over time.

Smith (1991) reported on two qualitative studies which investigated the
effect of tests on teachers and classrooms. Data from interviews revealed that the
publication of test results induced feelings of fear, guilt, shame, embarrassment, and
anger in teachers, and the determination to do what was necessary to avoid such
feeling in the future. Teachers believed that test scores were used against them,
despite the perceived invalidity of the scores, and they also believed that testing had
severe emotional impact on young children. From classroom observation, it was
concluded that testing programmes substantially reduced the time available for
instruction and narrowed the curriculum and modes of instruction. Smith reported
that there were two different reactions to this “narrowing of the curriculum”. One
was accommodation by teachers, who discarded what was not going to be tested,
and taught towards the test, other was one of resistance, exemplified by one teacher,
he said that he knew what was on the test, but he felt that children should keep up
with current events and trace the history behind what was happening then, so they
were going to spend march doing that. This suggests that washback phenomenon is

not quite as simple as is at times made out.

Alderson and Wall’s (1993) “Does Washback Exist?” was a great manuscript
on washback. It was considered as a milestone in the field of washback study. In
their manuscript, the concept of washback, or backwash, defined as the influence of
testing on instruction, was discussed with relation to second language teaching and
testing. It is an empirical research, where they coined 15 hypotheses on the
washback. Much of the literature on this subject had been speculative rather than
empirically based. They were the first scholars to suggest that the washback effects
of language tests were not as straightforward as had been assumed. It was Alderson

and Wall who pointed out the problematic nature of the concept of washback and the
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need for carefully designed research. In their article 'Does Washback Exist?' they
questioned existing notions of washback and proposed a series of washback
hypotheses. These hypotheses are potentially playing a role in the washback effect

and must therefore be considered in any investigation.

They suggested that tests were commonly considered to be powerful
determiners of what happens in the classroom, the concept of washback was not well
defined. The first part of the discussion focused on the concept, including several
different interpretations of the phenomenon. It was found to be a far more complex
topic than suggested by the basic washback hypothesis, which was also discussed
and outlined. The literature on education in general was then reviewed for
additional information on the issues involved. Very little research was found that
directly related to the subject, but several studies were highlighted. Following this,
empirical research on language testing was consulted for further insight. Studies in
Turkey, the Netherlands, and Nepal were discussed. Finally, areas for additional
research were proposed, including further definition of washback, motivation and
performance, the role of educational setting, research methodology, learner

perceptions, and explanatory factors.

Alderson and Wall (1993) carried out longitudinal study on “Examining
Washback: The Sri Lankan Impact Study” in Sri Lanka concerning the effects of
second language tests, specifically the O-Level examination in English as a Second
Language; on classroom language instruction is reported. This was the landmark
research on washback. Their study investigated the phenomenon of washback or
backwash, the influence of testing on instruction. Their study was cited as the only
known research investigating washback in language education through consecutive
classroom observation. The study was conducted at the secondary school level, and
combined classroom observation with data from interviews, questionnaire responses,
and test analyses to determine whether washback existed, to what degree it operated,

and whether it was a positive or negative force in this educational context.

This long-term impact study was jointly conducted by a research team over a
period of two years. It differed from other studies in that it was the most
comprehensive and thorough study that had ever been conducted in this research
area. The entire study was composed of several sub-projects: a baseline study,

questionnaires to teachers and teacher advisers, teacher interviews (group),
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document and material analyses (especially tests), and, most importantly, a two-year
observation programme. It is worth noting that the research team (7 Sri Lankan
teachers) conducted six rounds of classroom observations in a total of 49 schools
across the country. The findings gave background information on the project;
discussed the characteristics of positive and negative washback in terms of
instructional content, instructional methods, and techniques, and assessment and
presents the results of two rounds of classroom observation. The study concluded
that washback occurred in both positive and negative forms, to some degree, in
teaching content, but not in methodology. Existence of washback, both positive and
negative, on the way teachers and local education officers design tests was also

found. They recommended further research on this field.

The study of Herman and Golan (1993) looked at the effects of standardized
test on teaching and learning processes in upper elementary classrooms in eleven
districts in nine states. The study investigated test washback in a holistic way by
looking at the self-reported influences of tests within classroom settings as well as
on policy-makers, which had contributed a great deal of understanding washback
from a macro point of view. Data was collected from 341 teachers for their study.
The study revealed the pressure that teachers felt to improve test scores and the
amount of time teachers spent on test preparation. Results indicated that
standardized testing had considerable effects, and that teachers felt considerable
pressure to improve student scores (SLD). The findings reported that over 50% of
the teachers admitted that they would give substantial attention to mandated tests in
their instructional planning and delivery. In devising their syllabi for instruction,
they would look at prior tests to assure that they covered the subject matter of the

test or test objectives.

Stephens et al. (1995) conducted a research using a case-study approach. The
study sought to describe what assessment looked like in four school districts (two
schools per district, two classrooms per school). Interviews were conducted with
students, parents, teachers, principals, and central office staff to understand
assessment from multiple perspectives. Teachers were interviewed prior to and after
three half-days of observation to understand assessment as part of classroom
practice. Results indicated that the meanings of particular concepts, such as

assessment, curriculum, and accountability, varied significantly across districts. The
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salient relationship was not the one between assessment and instruction, but rather
the relationship of each of these to the decision-making model of the district.
Generally, when assessment-as-test did appear to drive instruction, this relationship
seemed to be an artifact of a model in which individuals ceded authority for decision
making to outsiders. When assessment as test did not appear to drive instruction,
this relationship seemed to represent a model in which individuals maintained the
authority to make decisions within the framework of their individual and collective
philosophies. Findings suggested that assessment as test did not necessarily drive
instruction, and that when assessment as test did drive instruction, it did not drive it

in a way that might be considered good instruction.

Alderson and Hamp-Lyons (1996) studied a longitudinal study which
examined how washback of public exams impacted English teaching in Sri Lanka.
Their study provided insights into the relationship between teachers' perceptions of
teaching contents and public examinations. Two points in Alderson and Hamp-
Lyons's study were particularly strong. First, they incorporated an observational
component in their study rather than relying solely on self-reports. Second, they
used laughter as one barometer of the classroom atmosphere. A second limitation of

Alderson and Hamp-Lyons's study was their choice of participants.

Alderson and Hamp-Lyons pointed out that the TOEFL affected both what
and how teachers taught, but the effect differed considerably from teacher to teacher.
It would be worthwhile to determine whether those effects were similar among
teachers with comparable backgrounds. A third concern about the study by Alderson
and Hamp-Lyons was that they dealt with washback primarily from teachers'
perspectives, barely addressing students' points of view. They commented, to better
understand how washback occurred within the classroom, researchers needed to
investigate changes in students' motivations, learning styles, and learning strategies.
One final concern about Alderson and Hamp-Lyons's study was that they did not

make it clear what - if any - student score gains occurred.

Shohamy et al. (1996) examined the impact of national tests of Arabic as a
Second Language (ASL) and English as a Foreign Language (EFL) in Israel. They
explored different washback patterns among teachers, students, and inspectors in
terms of how these tests influenced classroom activities, time allotment, teaching

materials, perceptions of prestige, and the overall enhancement of learning.
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Regarding the EFL test, oral teaching activities were progressively introduced. As a
consequence the amount of instruction time for oral activities increased, new
courseware was brought in, awareness of the test increased, and the subject matter's
status in the school substantially rose. In contrast, the ASL's impact in those areas
declined to the point of insubstantiality. Nevertheless, the bureaucrats believed both
tests had reached their objectives without any need for teacher training or curricular

revision.

Their research found that teachers were motivated to implement activities to
promote their students' skills for the test. A change of how teachers would evaluate
their students due to the influence of public exams was found in an empirical study
regarding the new EFL test in Israel. According to Shohamy et al. (1996), “the
rating scales which measure accuracy and fluency will be changed slightly and a
new scale of task orientation will be added”. The study concluded that washback

changes with time because of factors such as language status and test uses.

Cheng, L. (1997) conducted a study on “How Does Washback Influence
Teaching? Implications for Hong Kong” to investigate whether or not any washback
effect of the revised Hong Kong Certificate of Education Examination in English
(HKCEE) by the HKEA could be observed in the teaching of English in Hong Kong
secondary schools. The aim of the study was to observe how the whole education
system would react in the context of the change in its assessment practice and to
attempt to discover the implications of the washback effect on the teaching of
English in Hong Kong secondary schools.

The HKCEE was a public examination taken by the majority of secondary
students at the end of the fifth year of their secondary school. Two separate
syllabuses, namely the examination syllabus by HKEA and the teaching syllabus by
the CDC (Curriculum Development Council) coexisted in Hong Kong secondary
schools. Her research employed various methodological techniques such as
questionnaires, interviews, and classroom observations, which were based on an in-
depth case study approach to sampled schools in Hong Kong. She conducted the
study among the 42 students, and 48 teachers. The study took place from January

1994 to November 1996 and consisted of three phases.

Although the Hong Kong Examinations Authority intended to create a
positive washback effect through the innovation, Cheng’s findings indicated that
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changes occurred mainly at a superficial level: the content of teaching and the
materials used changed rapidly but there was not much evidence of fundamental
changes in teaching practices and student learning. When teachers were asked about
their reaction to the new examination, 37% of them were sceptical about the
changes, 29% were neutral and another 2 1% welcomed or enthusiastically endorsed

the changes, with 13% of teachers not responding to the question.

It was found that 84% of the teachers commented that they would change
their teaching methodology as a result of the introduction of the 1996 HKCEE.
While 66% of the teachers mentioned that the proposed changes in the 1996
examination syllabus might not contradict their present teaching methodology, 68%
of teachers felt the new examination would add pressure to their teaching. It was that
61% of the respondents stated that the selection of particular textbooks was made by
teachers jointly. As to general lesson arrangement, decisions were made by teachers
according to 60% of the respondents and panel chairs according to 29% of the
respondents. When teachers were asked how they carried out language skill training
in class, they replied that 61% of the English lessons were arranged for the purpose
of teaching separate skills such as listening, reading or grammar usage. Only 5% of
the lessons were arranged on the basis of integrated skills including listening,

speaking, reading, and writing.

The Findings indicated that the washback effect worked quickly and
efficiently to bring about changes in teaching materials, largely due to the
commercial characteristics of Hong Kong society, but somewhat slowly, reluctantly,
and with difficulty in the methodology that teachers employed. The study suggested
that teaching content had so far received the most intensive washback effects,
although washback effects had also been observed in teachers' attitudes and

behaviors and in the English curriculum.

Watanabe, Y. (1996) conducted two washback studies that focused on the
high-stakes English entrance examinations for Japanese universities. He used an
experimental design to compare the teaching practices of two teachers in order to see
if the entrance examinations pressured teachers to use grammar translation method.
Both teachers were giving courses at high schools and also at Japanese cram schools
(yobiko). In the high school, he observed them teaching regular and exam

preparation classes. At the yobiko, he observed the teachers giving exam preparation
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courses for two different universities. Interviews were held immediately before the
observation to gather background information about the teachers. Post-observation
interviews were also conducted following each observation. From the data, he found
that the washback effect was much weaker than he had hypothesized — washback is
only one of several factors influencing teaching practices in class. In fact, Watanabe
postulates that the teachers’ educational background, their beliefs about effective
teaching methods and also, the timing of the observations, that is, how close the
examinations were to the time of observation, could be important factors influencing

how washback happens.

Ye (1998a, 1998b) presented the results of two surveys. One was
administered to 74 EFL teachers from 18 institutions of higher learning, and the
other was administered to 174 students at Shanghai Jiaotong University. Based on
the results of her questionnaires, she claimed that the CET had not only brought
changes to teaching content and teaching methods, but also changed the
phenomenon of lecture-based instruction, and increased students’ learning initiative
and independent thinking. However, her study did not provide sufficient evidence or
data to justify her claim. In spite of this claim, she admitted that grammar and
vocabulary continued to constitute a considerable portion in CE teaching. It seems

that these conclusions are contradictory.

Saif, Shahrzad (1999) carried out a study on theoretical and empirical
considerations in investigating washback. This study examined washback as a
phenomenon relating to those factors that directly affected the test to those areas
most likely to be affected by the test. The goals of the study were: to investigate the
existence and nature of the washback phenomenon; to identify the areas
directly/indirectly affected by washback; and to examine the role of test context,
construct, task, and status in promoting beneficial washback. Theoretically, this
study conceptualized washback based on the current theory of validity proposed by
Messick (1989, 1996). It was defined as a phenomenon related to the consequential
aspect of the test's construct validity and thus achievable, to a large extent, through

the test's design and administration.

Given this assumption, a conceptual and methodological framework was

proposed that identified 'needs", 'means"”, and "consequences” as the major focus

areas in the study of washback. While the model recognized tests of language
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abilities as instrumental in bringing about washback effects, it highlighted an
analysis of the needs and objectives of the learners (and of the educational system)
and their relationship with the areas influenced by washback as the starting point for
any study of washback. The approach to data collection was both quantitative and

qualitative.

The findings of the study indicated that positive washback could in fact
occur if test constructs and tasks were informed by the needs of both the learners and
the educational context for which they were intended. The extent, directness, and
depth of washback, however, were found to vary in different areas likely to be
influenced by washback. The areas most influenced by washback were found to be
those related to immediate classroom contexts: teachers' choice of materials;
teaching activities; learners' strategies; and learning outcomes. The study also
revealed that non-test-related forces and factors operative in a given educational
system might prevent or delay beneficial washback from happening. Based on the
theoretical assumption underlying the definition of washback adopted in this study,
many consequences which could not be traced back to the construct of the test were

outside the limits of a washback study.

3.2.2 Washback Studies from 2000 to 2005

Cheng and Falvey (2000) conducted a research on “What Works? The
Washback Effect of a New Public Examination on Teachers' Perspectives and
Behaviours in Classroom Teaching”. Hong Kong introduced the Certificate of
Education Examination in English to bring about positive washback in classroom
teaching. A large-scale research study was carried out over a period of three years to
investigate what actually worked with the introduction of the new Certificate of
Education in English. The findings of this study indicated that the Hong Kong
educational system responded rapidly to the change. Their study found that
assessment could leverage educational change and bring positive washback effects
to teaching. Washback, as a process, was seen to occur quickly and efficiently in the
creation of language teaching materials. Teachers' and students' perceptions of
classroom teaching and learning activities were also directly influenced. However,
the washback process on the teaching methods that teachers used occurred slowly

and reluctantly. The study revealed that the washback effect on classroom teaching
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was limited and superficial. It was postulated that only a combined effort of
effective teacher education and materials development could bring about genuine
change in classroom teaching. They also put forward some recommendation for

promoting washback of the public examination.

Jin (2000) examined the washback effects of the College English Test (CET)
Spoken English Test. Questionnaires were distributed to 358 students who took the
test in the year of 1999, and to 28 English teachers who worked as interviewers in
the test. The questionnaire covered the following areas: students’ motivation to take
the test, the importance of the test, and its potential washback effects. A large
number of students (79.6%) reported that they took the test to have their
communicative competence in English evaluated. Most of the students (96.9%) and
teachers (100%) thought that it was important to have an oral test in the CET
battery. All of the teachers believed that the Spoken English Test would have a huge
impact on college English teaching and would promote students’ ability to use
English communicatively; 92.3% of the students and all the teachers suggested that

the test should be accessible to a larger number of students.

The questionnaire also asked the teachers and the students to evaluate the test
design, which included test method, test format, test tasks, test time, the reliability of
the test, and the rating scale. The results were very positive. The researcher claimed
that since the administration of the CET-SET, positive changes took place in college
English teaching. For example, many colleges and universities began to pay more
attention to improving students’ communicative competence; students became more
involved in the oral activities in class; and some universities even developed
teaching materials that catered to the test. However, there was lack of empirical

studies or evidence to support these claims so far.

Chapman & Snyder Jr. (2000) carried out a study on high-stakes testing
influences and teachers’ classroom methodology. The study in Uganda by Snyder et
al. found that changes made to a national examination did not have the desired effect
of encouraging teachers to alter their instructional practices, they suggested that it
was not the examination itself that influenced teachers behavior, but teachers’

beliefs about those changes’

Chen (2002) examined the nature and scope of the impact of the Taiwanese

Junior High School English Teachers’ Perceptions of the Washback Effect of the
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Basic Competence Test in English. The relational research method was used in this
research. The target population was junior high school English teachers. A number
of 151 teachers teaching in the 11 -grade were requested to respond to the
questionnaire, and focus group interviews. The bivariate correlation and multiple
regression analyses were used to analyze the quantitative data. Content analysis

using a note-based technique interpreted the qualitative data.

Findings indicated that the public examination associated with educational
reform had an influence on teachers' curricular planning and instruction. This
washback influence on teachers' teaching attitudes was quite superficial; the
washback might influence teachers about what to teach, but not how to teach. It was
recommended that longitudinal studies, such as long-term classroom observations,
should be conducted in order to explain to what extent washback actually occurs to
influence classroom teaching. Findings led to recommendations for teacher
professional development, a change of the Taiwanese "academic watch" program,
mixed ability grouping, and the addition of oral and aural assessment to the
examination. Based upon the findings, this study recommended to: (1) provide
teachers with extensive professional development opportunities; (2) change the
‘academic watch’ policy; (3) practice mix-ability grouping instead of achievement

grouping to group students; and (4) integrate assessment into classroom evaluation.

In New Zealand, Read and Hayes (2003) carried out a research to examine
IELTS impact. The research was carried out in two phases, moving from a broad
overview of the national scene to a specific focus on particular language schools. In
the first phase a survey was made of the provision of IELTS preparation in the
tertiary/adult sector. They mailed out to 96 language schools throughout New
Zealand to collect information on whether schools offered an IELTS preparation
course for the Academic Module and, if so, to obtain the basic details of how the
course was taught. Of the 78 schools which responded, 77% of them offered IELTS
preparation. This compared to 58% that taught English for Academic Purposes (EAP) or
English for Further Study (EFS), and just 36% that prepared students for TOEFL.

Their questionnaire was followed up in phases two by 23 interviews with
teachers engaged in IELTS preparation at the larger language schools in four of the
main centers. The interviews probed the structure and delivery of IELTS preparation

in greater depth, as well as exploring the relationship between preparing students for
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the test and preparing them adequately for academic study through the medium of
English. The participants reported that students really needed to be at an upper-
intermediate level of General English proficiency before being able to benefit from
IELTS preparation and have a realistic chance of passing the test, but there was
often pressure to accept students whose proficiency was lower than that. Even
students who gained the minimum band score for tertiary admission were likely to
struggle to meet the demands of English-medium study in a New Zealand university
or polytechnic. IELTS courses varied a great deal in the extent to which they could
incorporate academic study skills which were not directly assessed in the test.
Despite its limitations, the teachers generally recognised that IELTS was the most

suitable test available for the purpose.

The study of Hwang (2003) was designed to examine the washback effect of
the College Scholastic Ability Test (CSAT), a university entrance exam, on EFL
teaching and learning in Korean secondary schools. This study first investigated the
relationships among the curriculum, the school textbooks, and the CSAT: (1) the
relationship between the curriculum and the textbooks; and (2) the relationship
between the curriculum and the CSAT. Second, this study examined if a washback
effect from the CSAT existed. This study further discerned the nature of washback
and the variable(s) influenced by the washback effect. The results indicated that the
curriculum corresponded to the textbooks, while the CSAT did not represent the
curriculum, and that there was a negative washback effect of the CSAT on EFL
teaching and learning. The variable(s) influenced by the washback effect were

negative attitudes that the participants of the study had toward the test.

Hayes, B. M. (2003) investigated the washback effect of the test by studying
three IELTS preparation courses offered by language schools at public tertiary
institutions in Auckland. The aim of her study was to identify the significant
activities inan IELTS preparation class in New Zealand and establish whether there
was evidence of washback in the way classes were designed and delivered. Various
forms of data-gathering were utilised, including two structured observation
instruments, questionnaires and interviews for the teachers, two questionnaires for
the students, and pre- and post-testing of the students. In addition, an analysis was
made of IELTS preparation textbooks, with particular reference to those which were

sources of materials for the three courses. Thus, her study provided a detailed
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account of the range and duration of activities occurring in IELTS preparation
courses as well as insight into the teachers™ approach to selecting appropriate lesson

content and teaching methods.

The findings of her study showed markedly different approaches between the
courses, with two focusing almost exclusively on familiarising students with the test
and providing them with practice on test tasks. On the other hand, the third course,
while including some test practice, took a topic-based approach and differed from
the others in the amount of time spent on the types of activities one might expect to
find in a communicative classroom. Pre- and post-testing revealed no significant
gain in overall IELTS scores during the courses. The study concluded that teachers
who designed and delivered IELTS preparation courses were constrained by a
combination of factors, of which IELTS itself was but one. Hayes’s study highlights
the need for further research into appropriate methodologies for washback research,
including the refinement and validation of observation instruments, and provides
more evidence of the complex impact of tests on both classrooms teaching and
learning IELTS.

Linda (2003) carried out a study which aimed at determining the impact of
Louisianans School and District Accountability System on students’ performance on
the state mandated criterion-referenced test. The study was designed to determine
the extent to which teachers in the schools in a large urban district in southwest
Louisiana turned to instructionally unsound practices in response to a high-stakes
accountability system. The specific objectives addressed in this study were to: 1)
explore if test scores changed beyond what would be expected given the cohort
design of the accountability model; 2) explore if test scores changed teaching
methodology; and 3) determine where there had been improved learning and identify
those practices teachers used to obtain the positive results. For the qualitative
analyses, data was collected from interviews, surveys and observations with 4th
grade teachers and principals in the selected school district. Specifically, this study
attempted to determine if a measurable increase in student performance on the state-
mandated test in grade 4 and determine to what sources the positive change could be
attributed. The results of this study indicated that Louisianas accountability system
had impacted each school in various ways. There was not only a variation in how

these schools perceived accountability, but also a variation in the perceptions of
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teachers and principals with regard to strategies that were being used to prepare

students for high stakes testing.

Liu and Dai (2003) conducted a nationwide large-scale study on teacher
perceptions of teaching methods, teacher pedagogical knowledge and potential for
conducting research, and issues related to instructional innovations and testing. The
results revealed that more than 90% of the College English instructors maintained
that the CET could not objectively reflect students’ communicative competence.
They attributed the negligence of aural/oral aspects of language in instruction to the
phenomenon of teaching test-related items. They argued that as a test which
measured students’ linguistic knowledge rather than their abilities in language use,
the CET could only encourage students to focus their attention on language
knowledge. This, according to them, has led to the test’s negative impact. They
ended their paper with a call for devising the CET as a criterion-referenced test.
They further suggested that subjective questions be increased, and
commercialization of the test be avoided. While the data presented in this study
might not be taken as evidence of washback, for it was not associated with “the
introduction of an innovation intended to cause change” as described by Wall and
Horak (2007, p.99), the study provided a window on how Chinese EFL teachers
perceived the CET.

Qi (2004) carried out a study by examining the National Matriculation
English Test (NMET). In her study, she carried out in-depth interviews and follow-
up discussions with eight test constructors, ten senior secondary school teachers, and
three English inspectors. Based on the coded data, Qi analysed the structure of the
Senior 111 English course from both the chronological and conceptual perspective
using a concept put forward by Woods (1996). For this purpose, data was collected
through interview and questionnaire from eight NMET constructors, six English
inspectors, 388 teachers and 986 students. She found that de-contextualised
linguistic knowledge still had a central place in the Senior Il English Course at the
expense of communicative meaning and contexts, this despite the decreased

weighting on linguistic knowledge in NMET over time.

The findings of her study revealed that the most important reason for the test
failing to achieve the intended washback was that its two major functions — the

selection function and the function of promoting change — were in many ways in
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conflict with each other making it a powerful trigger for teaching to the test but an
ineffective agent for changing teaching and learning in the way intended by its
constructors and the authority. Qi’s conclusion was that the NMET produced only
limited intended washback effects, as teaching of linguistic knowledge was still
emphasised and the kind of language use in teaching was restricted to the skills
tested in the NMET™. Her study also confirmed the circuitous and complicated
nature of washback. Finally, Qi suggested that tests might not be a good lever for
change - that educational system or school practices would not let themselves be
controlled by test constructors. In China, the NMET was not an efficient tool for

inducing pedagogical change.

Cheng (2004) investigated the possible washback effects of the Revised
Hong Kong Certificate of Education Examination in English (HKCEE) on teachers
and students in Hong Kong secondary schools. Her study was a qualitative research
conducted through Mixed Method Approach (MMR). She observed 12 high school
teachers for 45 lessons. She also conducted a questionnaire survey among 550
teachers and 1700 students. She interviewed an unspecified number of teachers from
1994 to 1995. The ostensible intention of the exam reform was to inspire integrated,
task-based teaching. Cheng, however, determined from the questionnaires that
although most teachers felt positively about the revised exam that enabled students
to use English more practically and effectively, no major changes emerged in terms

of actual pedagogic practices, which were still content-based and teacher-centered.

The content of what was taught now focuses more on listening and speaking
in accordance with the revised exam. Cheng stated that the change of the HKCEE
toward an integrated and task-based approach showed teachers the possibility of
something new, but it did not automatically enable teachers to teach something new
(p. 164). Cheng’s study confirmed Wall and Alderson’s (1993) previous findings:
while classroom content might change because of a test, the way teachers instructed
did not change to any significant degree. The changes noted by Cheng (2005) were

“superficial”.

Ferman (2004) conducted a study on the washback of an EFL national oral
matriculation test to teaching and learning. The EFL test implemented by the Israeli
Ministry of Education appears to be one of the studies that included only student
data. He found that students” washback behaviours appeared to be influenced by the
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teachers’ instructional behaviours with respect to the test. This seemed an important
aspect to consider for the Spanish 104 study, as the intent was to observe how
teacher behaviours changed over a period of time. Additionally, current educational
practice uses student performance as a common way to judge teacher efficacy. If
teachers can be judged on how well their students perform on tests, it is relevant to
gather data to determine whether or not teacher behaviours related to the tests, in

turn influenced student behaviours with respect to the tests.

Han et al. (2004) conducted a survey in China among 1194 English teachers
of 40 colleges and universities asking about their attitudes toward the national
testing system of the CET at the tertiary level. They found that 37.7% of the teachers
thought that the CET pushed colleges and universities to use the passing rate of the
test to evaluate their teaching. Over 70% of the teachers did not believe that the test
could improve overall English teaching and learning at the tertiary level in China.
About 25% of the teachers pointed out that the test encouraged students to guess and
to use test-taking strategies, rather than to improve their actual language ability, and
37.8% of the teachers attributed the lack of communicative competence of their
students to this test. However, about 70% of the teachers did not want the test to be
abolished. From the interviews with some university administrators and English
teachers, the researchers found that one reason for this contradiction in attitudes was
the time and effort that would have been consumed to design their own test systems
and to grade large numbers of test papers. Another concern was the validity issue of

a possible self-designed test by an individual university.

In terms of classroom teaching, about 40% of the teachers believed that the
CET influenced regular teaching. When asked about a suitable type of a national test
for college English teaching, 40% of the teachers thought that it should be a
language proficiency test rather than an achievement test, and 45.4% of the teachers
suggested that all four skills should be assessed in order to promote students’ overall
language competence. The teachers were also asked their opinions regarding the
relationship between the CET certificate and students’ actual language ability. Most
of the teachers (77.9%) did not think that these two components were correlated, i.e.
having a CET certificate does not necessarily mean that the student has the language
competence as required by the College English Syllabus. These findings showed that
teachers were doubtful about the validity of the CET.
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Huang, S. (2004) conducted a study on Washback Effects of the Basic
Competence English Test (BCET) on EFL Teaching in Junior High School in
Taiwan. The data was elicited through questionnaire and interview. The respondents
were the English teachers and students. The research questions of the study were on:
effects of the BCET on EFL teaching materials, teaching methods, assessment, and
students’ learning in junior high school. The subjects were 82 English teachers and
351 third-grade students chosen from different junior high schools in central and

northern Taiwan.

The quantitative data was analyzed by descriptive statistics to present the
mean, standard deviation, and percentage of the responses for each item. Then the
interview was transcribed and utilized as complementary opinions. Major findings
showed both positive and negative washback effects of the BCET on EFL teaching
materials, methods, assessment, and students learning. First, the BCET exerted
influence on teachers’ decision on selecting textbooks, providing extra reading
authentic materials, and adopting realistic audio-visual aids. Huang (2004) believed
that the findings of the study might contribute to the improvement of the BCET
items. The researcher provided suggestions towards the administration of the BCET

and the reformation of the current EFL teaching and learning in junior high school.

Hawkey (2004) conducted a study entitled "A Study of washback regarding
the impacts of IELTS, especially on candidates and teachers". In this study, the
researcher's main focus was to ensure that the test was as valid, effective and ethical
as possible. The instruments were subjected to a range of validating measures
including: descriptive analyses (mean, standard deviation, skew, kurtosis,
frequency). A total of 572 IELTS candidates from all world regions participated in
the study. Findings from the study indicated that 90% of the teachers participating in
the study agreed that IELTS influenced the content of their lessons, 63% of the
teachers agreed that the examination influenced their methodology. The study
concluded that there appeared to be strong IELTS washback on the preparation

courses in terms of both content and methodology.

Gu, X (2005) conducted a research in china to explore the relationship
between the College English Test (CET) and college English (CE) teaching and
learning. The research focused on: the CET participants’ perceptions of the test and

its washback; the processes of CE classroom teaching and learning, including CET
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washback on CE classroom teaching and learning; and the products of CE teaching
and learning. In addition, other major factors exerting influence on CE teaching and
learning were analyzed. A number of 4500 CET stakeholders (e.g. administrators,
teachers, and students) were involved in the study. Various research methods were
employed including classroom observations, questionnaire surveys, interviews, tests
and analyses of documents, of ‘coaching materials’, as well as of CET data and of

the examinee output in the CET.

The findings showed both positive and negative washback of the CET. Most
of the CET stakeholders thought highly of the test, especially its design,
administration, marking and the new measures adopted in recent years. They
believed that the positive washback of the test was much greater than the negative
washback, and that the negative washback was primarily due to the misuse of the
test. However, some CET stakeholders were dissatisfied with the overuse of the
multiple-choice (MC) format in the test, the lack of direct score reports to the
teachers, the incomplete evaluation of the students’ English proficiency without a
compulsory spoken English test, and the use of the test as the sole means in
evaluating the quality of CE teaching and learning. The study concluded that the
issue of the CET washback was complicated and pointed out that the CET was part
of a complex set of factors that determined the outcome of CE teaching and learning.
The top three factors within the school context were: students’ educational
background, teacher quality, and administrators’ attitudes about the CE courses and
the CET.

Lopez, Alexis (2005) carried out a research on the potential washback of the
English proficiency test. The study investigated the potential washback of the
Integrated Task on classroom practices. The integrated task was a writing task on a
new English language proficiency test developed to assess English language learners
(ELLS) in grades K-12. This study was conducted in an elementary school in the
Midwest. Participants in the study included an ESL teacher, twelve ELLS and
thirteen ESL experts. Data was collected using mixed method (MM) approach
including a content evaluation of the integrated task, classroom observations,
interviews with the teachers and students, think-aloud protocols, and analysis of the
students written products. Results of this study highlighted the relationship among

the integrated task, ESL writing instruction, and students' writing processes and

Language in India www.languageinindia.com 16:9 September 2016 Md. Enamul Hoque Ph.D. <Pages 288-786>
128



written products. The findings suggested that there were matches and mismatches
between the task and classroom practices. Lopez (20050 commented that this
alignment could potentially inform test developers about changes that could be made
to the task.

HUANG, L. (2005) carried out a research on the nature of the washback
effects of the Senior Secondary School Entrance Examination (SSSEE) English oral
test. The study showed that washback is a complex phenomenon and it could be
conceptualized via a multidimensional model. His study presented preliminary
research findings related to the washback effects of the oral test on teaching. The
data was collected via focus groups and questionnaires. 51.1% of the teachers said
that they often provided students with lessons specifically focusing on speaking skill
development. 82.8% indicated that the administration of the oral test had raised their
awareness of teaching communicatively. 42.2% of the teachers reported that they
often used specially tailored materials for the oral test. 48.6% declared that it was
necessary to use special coaching materials for the oral test. 18.4% did not think it

was necessary.

This suggested that washback of the oral test on the development and
introduction of new teaching materials did exist but was not strong. This result
suggested that the washback on teachers’ perceptions of the importance of speaking
teaching was strong, which was consistent with the findings from the focus group.
As for the teaching methods, 39.7% of the teachers reported that they used computer
software to help speaking training. It was found that the washback of the oral test on
teaching existed. In the questionnaire, 60% of the teachers indicated it had a
substantial impact on their teaching. In the focus group, similarly, some teachers
acknowledged that the oral test changed their teaching routines and methods. In

addition, they employed the test type of the SSSEE oral test in their daily teaching.

Caine, A. (2005) carried out a study to examine the effects of existing EFL
examination on teaching and learning in Japan. An attempt was made to determine
the extent and nature of washback resulting from this new speaking test. The
subjects consisted of teachers and learners taken from the upper secondary education
(i.e. high school) sector in Japan. Most of the research was conducted at one
participating school — a private high school of 486 students in the south of Japan. In

addition to classroom observation, teacher and student questionnaire surveys were
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also administered in order to measure the washback effect of EFL tests currently
taken in the sample context. The data was collected from the teacher questionnaires
and the classroom observation. However, additional data was also collected from
teachers working at public high schools in the area. The study focused on the
‘mismatch’ that occurred between the levels of curriculum planning and actual

classroom implementation.

The results of this study suggested that it was possible to improve learning
by employing direct testing techniques. It was proposed that future research should
be conducted using a large sample group and that data should be collected
longitudinally. The study commented that more direct testing techniques were
needed to be employed in a larger number of “high stakes” examinations to effect

the changes on teachers and teaching English as a foreign language

Manjarres (2005) conducted a study that intended to test washback within a
high-stake test. The general objective of the study was to describe the washback
effect of the English national examination held at public schools in Colombia. The
central question of the study was whether the English Test had any washback effect
on teaching English, and whether the exam tested students’ grammatical and
linguistic competence. The researchers analysed the tests students took in 2003 and
2004. The gathered data was then compared with the classroom practices recorded
from the observations, (five lessons were observed), an interview with three
students, a formal interview with an English language teacher, and an interview with
the latter together with another English language teacher of the school. Manjarres
(ibid) advocated that the central question of this study was whether the English Test
had any washback effect on the teaching of English in the specific context of this
study, which could be considered a representative case of public schools in big

towns in the northern part of Colombia.

The results of the study showed a positive relationship between the exam and
the teachers, that was, English language teachers adjusted their strategies in order to
meet students’ expectations, this was also noticeable when teachers depended on
other materials to perform better in the classroom (i.e. previous test formats). The
study also showed that teachers were not familiar with how to develop students’

communicative competence. The study found that listening and speaking skills were
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not evaluated in the exam. In addition, teachers' main focus was on developing

students” grammatical skills.

Ying, Y. (2005) investigated the washback effects of the Spoken English
Test (SET). The findings of Ying's study showed that teachers used different
approaches and methods when teaching, and that they looked at the examination as
crucial and important. However, SET teachers seemed to concentrate on
communicative competence, they neglected the usage of grammar and translation.
The SET examination was set to measure students speaking skills. Textbook
evaluation revealed that the influence of SET on the design of the textbook series
only occurred at the superficial level, i.e., it influenced the contents and formats of
the speaking elements in the textbook series. This indicated that the design of the
textbook series received more influence from the teaching syllabus than from SET,
which was confirmed by the interview with the textbook writer. The findings of the
study brought insights to the washback effect of tests on teachers, in terms of
changing their teaching methods when teaching for a high-stakes exam. The findings
might also stimulate textbook writers to pay attention to the overall construct of

grammatical exercises in the development of English textbooks.

3.2.3 Washback Studies from 2006 to Date

Green, A. (2006) conducted a study to investigate washback to outcomes by
comparing learner performance on the three course types. IELTS writing tests were
administered at course entry and exit and a gain score for each learner calculated as
the simple difference between these entry and exit scores. As both participant and
process variables other than course type might account for any differences in mean
score gains found in the study, data relating to course length, course intensity (hours
of study per week) and individual characteristics, beliefs and attitudes considered
likely to mediate washback were accessed through questionnaires and course

documentation.

The participants of the study were international students preparing for
academic study at fifteen institutions in the UK. These institutions were selected
following an earlier survey of UK course providers. They were willing to participate

and were conveniently located. A number of 663 students participated in the
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research. A total of 476 (71.8%) students completed both entry and exit forms of the
IELTS academic writing test. Paired t-tests were used to investigate whether learners
had made score gains following their courses. The results indicated that a significant
gain in writing scores had indeed occurred on all three course types Taken as a
whole, the learners improved their IELTS academic writing scores by an average of
0.207 of a band on the nine-band IELTS scale. This indicated that students with
higher initial writing scores made less gain than their lower scoring counterparts.
Other features that displayed relatively high correlations with writing score gain
included the grammar and vocabulary measures, use of test-taking strategies, self-
assessed improvement in writing ability and self-confidence in English writing

ability.

Saif (2006) carried out a research to explore the possibility of creating
positive washback by focusing on factors in the background of the test development
process and anticipating the conditions most likely to lead to positive washback. The
study focused on the washback effects of a needs-based test of spoken language
proficiency on the content, teaching, classroom activities and learning outcomes of
the ITA (international teaching assistants) training program linked to it. As such, the
conceptual framework underlying the study differs from previous models in that it
includes the processes before test development and test design as two main
components of washback investigation. The analysis of the data — collected from
different stakeholders through interviews, observations and test administration at
different intervals before, during and after the training program — suggests a positive
relationship between the test and the immediate teaching and learning outcomes.
The results obtained from interviews, observations, and quantitative analysis of test
scores suggested that the ITA test had some influence on classroom-related areas
such as teaching content, teaching methodology, and students’ learning. The results
also revealed that the depth, extent and direction of the effect differed with the
affected area. The content of teaching seemed to be the area showing changes
directly triggered by the test. This was in line with the results of previous studies on
washback (see, for example, Wall and Alderson, 1993; Alderson and Hamp-Lyons,
1996; Cheng, 1997) that found the content of language teaching as the area readily
susceptible to change as a result of tests. Class observations and teacher interview
revealed that the teacher’s adaptation for the ITA course of the materials available to

her was based on two factors: the objectives of the course and her impression of the
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ITAs’ language abilities after the first administration of the test. There is, however,
no evidence linking the test to the policy or educational changes at an institutional

level.

Green, A, (2007) investigated whether test preparation classes were
advantageous in assisting students trying to improve their IELTS writing scores.
There were three sub-groups: 85 participants attending IELTS preparation courses,
331 in the pre- EAP course, and 60 in combination courses. All participants were
asked to take the IELTS grammar/vocabulary tests at the beginning and end of their
4-to-14-week courses. Questionnaires examining participant and process variables
such as learner background, motivation, class activities, and learning strategy use
were completed after the pre and post tests. Inferential statistics were adopted and
revealed that no clear advantage for focused test preparation. In addition, score gains
were found primarily among two groups of learners: those who planned to take the
test again, and those who had low initial writing test scores. Washback to the learner
rather than washback programme had more to do with the improvement in students'
test scores. These findings had two implications: first, test-driven instruction did not
necessarily raise students' scores. A more beneficial way to improve students' scores
might be to integrate material covered on the test with regular teaching. Second,
concerning this point, intentions for taking the test needed to be clear to both

students and teachers to foster English learning.

Wang, H. (2006) conducted a study on an implementation study of the
English as a foreign language curriculum policy in the Chinese tertiary context. This
study explores the implementation of the mandatory national college English
curriculum within a Chinese tertiary context. Using a mixed methods approach, she
conducted the study by engaging three groups of participants. She interviewed four
national policymakers in terms of syllabi, textbooks, and tests to identify the
intended curriculum. She interviewed six departmental administrators to determine
their perceptions of the national language policies and their roles in ensuring the
implementation of these policies. She conducted surveys to discover 248 teachers’
perceptions of the intended curriculum and uncovered the factors affecting their
implementation activities in the classroom. By observing two teachers’ classrooms
and through follow-up interviews, she also examined how the language policies

were being interpreted at the grass-roots level.
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The findings revealed a discrepancy between policymakers and
administrators and between policymakers’ intentions and teachers’ implementation.
Policymakers designed general, open-ended, and abstract policies to offer local
universities and teachers some flexibility and autonomy when they put those policies
into practice. However, administrators as intermediary individuals between
policymakers and implementers apparently interpreted the open-endedness of the
curriculum policies differently than the policymakers had intended. Instead of using
the built-in flexibility to tailor methods of helping students gain proficiency, they
placed their emphasis on only one outcome—students’ good scores on the national
English test. They also failed to support their teachers in understanding the policies

by not providing necessary resources to help them implement the policies fully.

Furthermore, the research uncovered five external and internal factors as
significant predictors of teachers’ implementation: resource support, teaching
methods (communicative language teaching and grammar-translation method),
teaching experience, language proficiency, and professional development needs.
Classroom observations and interviews revealed that teachers failed to implement
what was expected from policymakers in the classroom. Rather, they conducted
teaching based on the classroom and political reality. Their factors were mainly
student factors and the departmental factor. The implications of this study were
pointed to the importance of the intermediaries, the department heads, in both
providing the necessary pressure (motivation) and support (resources) necessary for

the implementation to take place.

Shih, C. (2007) investigated stakeholders' perceptions of the Taiwanese
General English Proficiency Test (GEPT) as well as its washback on schools'
policies, teaching, and English learning. The research sites were the applied foreign
language department of university of technology (School A) and an institute of
technology (School B). The latter school required day-division students to pass the
first stage of the GEPT intermediate level or the school-administered make-up
examination, whereas the former did not prescribe any GEPT requirement. In each
department, he reviewed its records and interviewed the department chair, 2 to 3
teachers, 14 to 15 students, and 3 parents or spouse of 3 participating students. Shih
also observed one of the courses taught by each interviewed teacher as well as the

self-study center 2 hours weekly for 8 selected weeks out of one semester. One
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exception was a GEPT Preparation course at School B, which he observed for a

whole semester.

The findings of the study indicated that the GEPT had a little or no impact on
teaching at both schools, except for courses at School B which were germane to the
school's GEPT policy. Although the GEPT generated various degrees of washback
on English learning at both schools, there was an absence of long-term systematic
preparation for the test. A handful of students prepared for the GEPT two months
before the test, whereas some students had no preparation whatsoever. Some
teachers believed that the GEPT was valid and reliable, whereas others had neutral
or negative perspectives on these issues. Participating students believed that the
GEPT had gained public credibility. However, they still pointed out several issues
and problems with the test. The results of the study indicated that the existing
theories or models did not fully explain the washback of tests on learning. He
therefore proposed a new, tentative washback model of students' learning to
delineate this subject. Moreover, although results seemed to discourage using the
GEPT as a degree requirement or other gate-keeping purposes, he suggested several
guidelines for those schools, which, out of some considerations, should adopt the

GEPT for these high-stakes purposes.

Shih, C. (2008) conducted another study to compare one private technical
college in Taiwan that required English majors to pass the elementary level of the
General English Proficiency Test (GEPT) with a similar private technical college,
which had no such graduation requirement. The GEPT was commissioned by
Taiwan's Ministry of Education in 1999 and is a criterion-referenced test that
reputedly measures writing, speaking and listening skills. Interviews with 2
department heads, 6 teachers, 30 students, and 3 family members were conducted.
Observations were made for a semester in test-preparation classes or in classes that
taught skills tested on the GEPT. Departments' policies regarding the GEPT exit
requirements were also reviewed. The findings indicated that the GEPT had elicited
a varying but minor impact on learners at both schools, although a slightly higher
degree of washback was found at the school with exit requirements. In addition,
Shih generated a new washback model of students' learning. This model includes
extrinsic, intrinsic, and test factors to help depict the complexity of learning

washback.
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Shih, C. (2009) investigates that how test change teaching. The purpose of
this study was to investigate the washback effects of the General English Proficiency
Test (GEPT) on English teaching in two applied foreign language departments in
Taiwan. One had prescribed its GEPT requirement to its day-division students
whereas the other had not. Overall, the GEPT did not induce a high level of
washback on teaching in either department. Only courses which were linked to the
departmental GEPT policy and whose objectives were to prepare students for the
test were significantly affected. The results of his 16 hours of observation showed
that the GEPT had an impact on Don’s teaching content as well as mid-term and
final examinations, but not on other aspects of his teaching. His teaching material
was a monthly GEPT magazine that was available in local bookstores. Mid-term and
final examinations were simulated GEPT examinations, which were produced by the
same GEPT magazine publisher. On the other hand, Don never mentioned the GEPT
explicitly in class, never offered GEPT relevant information to his students, and did

not instruct students in any test-taking strategies.

The results of my observations were mostly congruent with Don’s testimony
in his interview. He also believed that his teaching content was relevant to the
GEPT, and the mid-term and final examinations were mock GEPT tests. However,
he rarely coached students in test-taking skills and seldom offered students GEPT-
relevant information. The findings suggested that micro-level contextual factors (for
example, the objectives of the course) and teacher factors had a greater impact on
teachers’ instruction. Finally, on the basis of current understandings of washback,

Shih proposed a new tentative model to portray the washback of tests on teaching.

Karabulut (2007) carried out a study on “Micro level impacts of foreign
language test (university entrance examination)” in Turkey. The purpose of this
study was to find out whether the foreign language examination---university
entrance test---influenced the way teachers taught and students learnt in senior three
classrooms (the last grade of high school) in Turkey. Secondary goal was to see the
outcomes of teaching to the test and attitudes of different stakeholders towards the
test and senior three English teaching in general. For this study, data was collected
through online surveys; and participants comprised four major groups. Senior three
high school students and English teachers were invited to participate to find out the

nature and the scope of washback, while college students and professors were asked
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to participate to investigate the outcomes of teaching to the test. Descriptive
statistics were used to analyze the responses of the participants. The results suggest
that the test is a major factor determining the flow of English lessons in senior three
classrooms. The classroom materials that were reported by both students and
teachers including mock tests, commercial exam preparation materials and sample
test questions directly served to the purpose of practicing for the test and indicate the

relative effect of the test on language learning.

The results suggested that high school students and teachers focused more on
the immediate goal of language learning which was to score high on the test and be
admitted to the university by cramming for the test, and learning and practicing the
language areas and skills that were measured on the test (grammar, reading, and
vocabulary items) and ignored the ones that were not tested (listening, speaking,
writing). The teachers and college students, on the other hand, felt the enough
practice especially in productive skills should have taken place in the classroom. The
respondents opined that long- term goal of language learning should be to improve
the ability to use the language. Based on the gap reported by these different
stakeholders, findings led to recommendations for a change in the curriculum and in

the format of the test towards a more communicative and integrative one.

Huang, C. (2007) carried out a study to explore the washback effects of the
General English Proficiency Test (GEPT) on English-language teaching and
learning in an EFL context. Moreover, it aimed to investigate how the GEPT
influenced current English-language teaching and learning. The data was collected
through a questionnaire and interview from English teachers and students. In the
study, convenience sampling was adopted and the participants were nine English
teachers and 306 students chosen from nine junior high school classes in northern,
central, and southern Taiwan. Both quantitative and qualitative data was used for
the study. The quantitative data was analyzed by descriptive statistics to present the
mean, standard deviation, and percentage of the responses for each item. On the
other hand, the qualitative data collected from the interview was transcribed and

utilized as complementary opinions.

The results of the study revealed that both positive and negative washback
effects of the GEPT on EFL teaching and learning occurred. The students admitted
that when examination got closer they studied harder than before. They were
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motivated to learn English and thus became autonomous learners. Moreover,
students were aware of the significance of fostering the four language skills. Further,
getting the GEPT certificate gave students a sense of achievement and gave them a

competitive advantage when applying for senior high schools or finding a good job.

Mohammadi, M. (2007) carried out study on the washback of the High-
Stakes Testing on teaching. This research aimed at conducting a survey of the
washback effect of MA Entrance Examination on teachers’ methodology and
attitudes. 45 subjects, all of whom university professors, were selected using
convenience random sampling. Then, a validated researcher-made questionnaire was
administered. To have more reliable data, some were randomly selected for
interview so as to cross-check the data collected through questionnaire. The data
analysis revealed that the majority of the subjects were positively influenced by the
examination. Moreover, they were fully aware that their methodology and attitudes

were gradually set to the demands of the examination.

Retorta, S. (2007) carried out a study entitled “The washback effect of the
Federal University entrance examination of Panama the teaching of the English
language in secondary schools of Panama: an investigation of public and private
schools as well as cramming courses”. The objective of the study was to investigate
whether the English test of the University Entrance Examination of UFPR set off the
washback effect in the teaching/learning of the language in public and private high
schools as well as cramming courses and, if so, what effects were they. In order to
meet these objectives a qualitative investigation was conducted in which various
voices of the school community were heard such as the participants of public
schools (urban and rural), the private schools and the cramming courses (private and
free ones). Since there was an intention of having a multi-perspective of the
phenomenon, the scenarios were chosen because of the great social inequalities of
that country and, therefore, stakeholders were also selected for interviewed. The data
was triangulated, analysed and discussed in descriptive and statistical ways. Retorta
(2007) also conducted interview and class observations for collecting qualitative

data for the study.

The results of this study showed that there was no washback effect of the
English test of the University Entrance Examination of UFPR in public schools.
What helped set the teaching goals of the discipline were the contents suggested in
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the didactic books adopted in each school. In the other scenarios, the washback
effect was observed. The positive effects were the motivation of the directors and
teachers to search for information about the test; motivation of the students to study
harder to pass the test; the test was used to set clear teaching objectives and reading
began to be taught. The negative effects were: anxiety of the participants of some
scenarios and curriculum narrowing. This study offered a theoretical contribution
when it helped understand a bit more about the washback effect; methodological
contribution due to the research design which was innovative and broad and, finally,
the study intended to offer a set of information which can give support to the

teaching and evaluation of the English discipline in high schools in Panama.

Tsagari (2007) conducted study entitled "Investigating the Washback Effect
of a High-Stakes EFL Exam in the Greek context: Participants’ Perceptions,
Material Design and Classroom Applications™. This research project was an attempt
to examine the washback effect of a high-stakes examination on the teaching and
learning process that took place in the intermediate level classes leading to that
level. The researcher interviewed 15 native and non-native EFL teachers, actively
involved in teaching FCE. The results led to detailed analysis of textbook materials
using a specially-designed instrument. The analysis of the data showed that the exam
did influence the materials teachers used when teaching, but it did not show any
washback effects upon teachers teaching methods. Implications from Tsagari's study
showed that other factors beyond the exam, such as the exam designers
understanding of the underlying principles of the exam and their ability to create an
affective exam through the materials used, seemed to play a greater role in
determining the influence of the exam rather than the exam itself. The final part of
the study looked at the effects of the exam reported by students. The analysis of the
data showed that students’ attitudes and feelings as well as their motivational

orientations towards learning the language were affected by the examination.

Tsagari (2009) conducted study which was carried among the 54 EFL
teachers and 98 EFL students of various ages and levels of proficiency at two
different private language schools in Athens. The results showed that teachers and
students did indeed think that language testing had an impact on teaching and
learning, although they were not all in agreement as to what that impact was. Several

things stood out from the results of the teachers’ surveys. First of all, teachers were
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divided in their agreement with the statement “exams help improve classroom
teaching” (37% agree, 49% disagree and the remaining 14% don’t know).
Interestingly, more than half of the teachers (57%) replied that they did not think
exams related well to communicative language teaching. Also, 55% of teachers
agreed that exams helped give students confidence, but they also overwhelmingly

agreed (92%) that exams also caused students anxiety.

The students’ surveys revealed, not surprisingly, the majority of students
agreed that exams were very important and useful to them (89%), that exams had a
positive effect on teaching (66%), on learning (69%), on materials (69%), and the
perceived attitude of the teacher (62%). They were less in agreement on the impact
of tests on learner attitudes (44% reported a positive or strong positive impact, 20%
didn’t know, 26% reported some negative impact, and 10% a strong negative
impact). The majority of students (70%) unfortunately agreed that exams do cause
them anxiety. The mixed results of this survey showed that washback was a
“complicated equation” involving teachers, students, materials, attitudes and

perceptions.

Choi, 1. (2008), in his study, provided an overview of the impact of
standardized EFL tests on EFL education in Korea. The study presented the status
quo of EFL testing in the Korean context; explores the nature of the EFL tests
prevalent in the EFL testing market; and investigates the overwhelming washback
effects of EFL tests on EFL teaching based on a survey of stakeholder viewpoints.
The overall findings of the survey revealed that the majority of stakeholders (i.e.
test-takers and teachers) did not think favorably of the EFL tests due to negative
washback effects on their EFL learning and teaching. The survey also showed that
considerable numbers of young students were under unwarranted pressure to take
the EFL tests and that secondary education put too much emphasis on preparation
for the college entrance exam. Most respondents had negative views of the tests in
terms of the mismatch between test scores and English proficiency and the failure of
multiple-choice EFL test preparation to induce productive English skills. Some
respondents voiced complaints about the financial burden caused by mandatory

submission of test scores for graduation and employment.

The study of Wall and Horak (2008) focused on the role of communication

in creating positive washback. Their study was designed to find out what
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examination designers would say about the role of communication in their efforts to
promote positive washback; to find out what teachers would say about the success
(or otherwise) of examination designers in communicating what they desired. Data
was collected through the online questionnaire. The study found that 82% of test
designers discussed washback; 78% of the respondents documented their intentions;
47% of teachers didn’t know if the exam was meant to encourage washback. The
researchers found that teachers usually did not understand the nature of tests and
encouraged testers to communicate their intentions so that teachers and learners

could prepare for new kinds of assessment.

Al-Jamal and Ghadi (2008) examined the nature and scope of the impact of
the English General Secondary Certificate Examination (GSCE) on secondary
language teachers in Al-Karak district located in Jordan. The purpose of this study
was to investigate how English language teachers in Al-Karak district who taught
second secondary students perceived the impact of the GSCE on their selection of
teaching methods. The target population was English language teachers teaching the

second secondary class in Al-Karak District in the scholastic year 2006/2007.

A survey questionnaire, which consisted of Likert- Scale items, was used in
order to collect the required data. The questionnaire was divided into two parts. The
first part of the study aimed at measuring how the GSCE affected English language
teachers' method selection in terms of four domains: activity/time arrangement,
teaching methods, materials teachers would use in the classroom and content
teachers would teach. The second part of the questionnaire, however, investigated
the effect of other factors related to the GSCE on teachers' method selection in terms
of four domains: students' learning attitudes, teachers' professionalism in teaching,
teachers' perceived external pressure in teaching, and perceived importance of the
GSCE.

Findings of the study indicated that both the GSCE and the other related
factors have affected English language teachers' method selection with a slight
statistical difference in favour of the GSCE washback effect. Another indication
obtained from the study was that English language teachers in Jordan used the
grammar-translation method in teaching English. The results also showed that two
types of washback existed in secondary schools in Al-Karak namely: positive and

negative washback. In light of the results, the present study recommended that: (a)
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teachers' should be provided with professional development opportunities; (b)
teachers' monitoring and evaluation policy should be reconsidered; and (c) GSCE
should integrate oral language skills as well. They concluded their study with some

recommendations for promoting positive washback.

Jou, C. (2008) accomplished a study on the perceptions of the test of English
in a private university in northern Taiwan.. The purpose of this study was to
investigate the perceptions of the Test of English for International Communication
(TOEIC) and its impact on the school’s policies, teachers’ teaching, and students’
English learning study. The researcher applied both qualitative and quantitative
methods for data collection. Interviews were conducted with the chairperson, three
teachers, and 8 students of the Department of Applied Foreign Languages of the
university. A questionnaire was administered among the respondents of the
Department. Besides, formal records, meeting minutes, and official documents
concerning about TOEIC were also assembled for analysis. The study lasted for
around a year. Results were categorized, transcribed, calculated, analyzed, discussed

and described in statistic figures.

The major findings of the study revealed that TOEIC’s impact was enormous
and decisive. First, it affected the school authorities to make the policy of adopting a
TOEIC 650 score as a threshold for the English majors in the Department of Applied
Foreign Languages. The enactment of the TOEIC 650 policy brought about a series
of measures and actions which in turn had directly or indirectly affected the teaching
and learning in the Department. Second, the TOEIC washback on teaching at the
Department ranged widely from a high degree of impact to no impact at all,
depending chiefly on whether the course was directly related to TOEIC. One teacher
has even created a TOEIC vocabulary learning system and put it up online for the
students to use free. It was found that TOEIC generated different degrees of
washback on individual students’ learning in the Department. It had little or no
impact on some students, but motivated a few others to study English for at least a
period of two or three months. It was also found that some of the students did not
seem to have been affected at all by TOEIC and the related TOEIC activities held by

the Department.

It was also found that quite a high percentage of the students want to take
TOEIC in their college years because was a threshold and they believed that a
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certified high TOEIC score was helpful to their job seeking and further advanced
studies after graduation. Pedagogical implications and suggestions were put
forwarded for the policy makers, teachers and students on the one hand, and to

educational administrators, teachers and educators in Taiwan on the other hand.

Mousavi and Amiri (2009) conducted a study on the washback Effect of
TEFL University Entrance Exam on Academic Behavior of Students and Professors.
The study was an attempt to investigate the washback effect of the Knowledge test
of TEFL MA University Entrance Exam on students and professors. This section of
TEFL MA UEE consists of three parts. They are related to the three areas of
Linguistics, Testing, and Methodology. To this end, an observation checklist and
two questionnaires, one for professors and the other one for the students based on
the underlying theories of washback were developed. A total of 32 professors, 210
students, and 13 Linguistics answered the questionnaires. Testing and Methodology
classes were observed. Finally, to find the answers to research questions, the Chi —
square test and frequency analysis were performed through SPSS. The result
indicated that TEFI MA UEE had negative washback on students and professors

academic behavior.

Latimer, G. D. (2009) conducted a research on “Washback effects of the
Cambridge preliminary English test at an Argentinean bilingual school” in
Argentina. This study documented the overall English language program at one
Argentinean bilingual school and examines, in particular, the effects the Cambridge
ESOL exams upon its curricula, its teachers and upon language learning. This
ethnographic research included broad-based observations, conducted over three
years, and a five-month investigation of the Cambridge Exams’ impact on teaching
and learning at this bilingual school. The research found both positive and negative
washback effects on language learning. In short, the Exam works against the

language development the institution aspires to foster.

Mizutani, Satomi (2009) investigated the mechanism of the phenomenon
known as washback in the context of a new national standards-based assessment
system in New Zealand, particularly focusing on the area of the teaching and
learning of Japanese as a foreign language. The National Certificate of Educational

Achievement (NCEA) was progressively implemented across all subjects in the final
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three years of secondary schooling from 2002. It replaced norm-referenced

assessments and aimed to function as assessment for learning as well as of learning.

The research consisted of three studies. Studies One and Two investigated
washback effects of NCEA as perceived by teachers and students of Japanese, and
beliefs about NCEA which contributed to the washback effects. This large-scale
study involved teachers and students of Japanese, French, History, and Mathematics.
Teacher and Student Questionnaires were developed to investigate washback of
NCEA and beliefs about NCEA, Teaching, Learning, and Teacher Efficacy as well
as to collect relevant background information on the participants. The study revealed
that some contextual factors played a role in mediating certain types of beliefs and
washback effects. The results also confirmed that positive washback was promoted
when participants’ beliefs were in line with the intentions of the assessment. It is
concluded that, for educational reform through assessment change to be successful,
stakeholders’ beliefs about the role of assessment might need to be altered. A model
was presented to describe the mechanism of washback, showing how washback

could be mediated directly and indirectly by contextual factors and beliefs.

Li, Hongli (2009) carried out a study entitled “Are teachers teaching to the
test?: A case study of the College English Test (CET) in China”. This study aimed at
finding out whether teachers were truly teaching to the test and the potential reasons
involved. In order to gain deeper and more focused insight into the influence of the
CET on classroom teaching, only its writing section was examined. Based on data
collected from some students and teachers at a University in Beijing, China, it was
found that the overall influence of the CET writing was not as substantial as what
was claimed. Due to different stakeholders' perceptions of the CET, the influence on
teachers was weak and indirect compared to a stronger and more direct influence on
students. Also, teachers did not teach to the test due to the lower priority of writing
among the four skills of language. The relatively low requirement of the CET
writing and its restrictive testing format also prevented the teachers from teaching to
the test. It was found that the teachers' lack of professional training and some
logistic factors outweighed the influence of the CET writing. It was pointed out that
teacher factors might outweigh the influence of the CET. Thus, the researcher
recommended that teacher should be provided training to improve the efficiency in

classroom teaching.
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Turner (2009) carried out a study entitled “Examining washback in second
language education contexts: A high stakes provincial examination and the teacher
factor in classroom practice in Quebec secondary schools”. The participants were
the ESL secondary teachers in the French school system in the province of Quebec
in Canada. The main research question was: How do teachers mediate between
classroom assessment activity and preparing students for upcoming external exams?
The findings of the study indicated that teachers used common overall approaches to
teaching, but there was variation in individual practice. When first introduced to the
new exam material, teachers used a formative assessment approach. As the exam
time neared, their practice evolved into a summative assessment approach. This
phenomenon demonstrated an interfacing or 'blurring' of formative and summative
assessment in an attempt to align classroom and external exam assessment.
Implications were discussed pertaining to a coherent education system across
curriculum, teaching, learning and assessment. He suggested further intensive study

on the areas.

Silva, de Oliveira (2009) carried out a research on “Washback effect of
achievement testing in Brazilian regular education: keeping an eye on motivation to
learn EFL” in Brazil. The aim of this research was to approach the interrelation
between assessment and motivation to learn EFL. The specific aims were to know:
what was the effect of formative assessment on the students' motivational orientation
to learn EFL, and how formative assessment affected the students' awareness of
learning and competence. In order to achieve these aims, ethnographic research
methods were employed to describe students' perceptions and motivational
orientations facing assessment, which was essentially summative at first, then

combined with formative assessment, introduced in the second quarter.

The findings of the study revealed the complex relation between assessment
and motivation, which was mediated by the teacher. Results also showed that high
achievers changed little in their perceptions and motivation to learn EFL, being
intrinsically motivated throughout the school year. Medium achievement students
showed changes in their perceptions and motivation, revealing flexible motivational
orientations. Finally, low achievers showed small changes in their perception and
motivational orientations, which are certainly meaningful considering their low

levels of motivation at the beginning of this research. The study concluded with
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some theoretical and practical implications for the studies in assessment and in
motivation and for the teaching and learning scenario of English as a foreign

language in Brazilian regular schools.

Hsu, Hui-Fen (2009) conducted a study on the impact of implementing
English proficiency tests as a graduation requirement at Taiwanese universities of
technology. The research sites were non-English departments of Taiwanese
universities of technology, which were divided into two groups. One of the groups
(Group 1) required non-English major students to pass one of a set of English
proficiency tests at a specified level as a graduation requirement, whereas the other
group (Group 2) did not prescribe any English graduation requirement. In each
group, 27 to 28 teachers and 300 to 321 students completed questionnaires. Two
teachers from each group, along with three departmental directors and three advisory
committee members within the Taiwanese Ministry of Education, were interviewed.

Two lessons taught by each interviewed teacher were also observed.

Findings of the study indicated that the policy of implementing English
proficiency tests as a graduation requirement had a superficial or at times no impact
on teaching for both groups, with a slightly greater impact on Group 1, who
complied with their university’s policy of English graduation requirement. Although
the majority of Group 1 teachers, departmental directors and advisory committee
members had generally positive attitudes towards the policy, teachers’ fundamental
beliefs about English language teaching and learning were not changed. The new
policy influenced what the teachers taught, but not how they taught. In addition, the
teachers, departmental directors and advisory committee members pointed out
several issues and problems with the diffusion and implementation of the

educational innovation.

The researcher found that the teachers and educational administrators
nevertheless were aware of the problems they currently faced and appeared
determined to resolve them. The results seemed to argue against using English
proficiency tests as a degree requirement or for other gate-keeping purposes.
Guidelines were also proposed for those universities which wanted to adopt the

English proficiency tests for these high-stakes purposes.

Wang, J. (2010) accomplished a research to explore the washback effects of

the CET (College English Test) on teacher beliefs, interpretations and practices, and
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in particular seeks to discover the way the ‘teacher factor' was manifested in the
washback phenomenon. It also investigated the pedagogical as well as the social and
personal complexities influencing teachers' beliefs and interpretations and practices.
This study answered the research question: What role does the ‘teacher factor' play
in washback in the Chinese university context? Participants were 195 tertiary-level

EFL teachers of the non-English programs.

The main purpose of this study was to investigate whether tests constitute a
major constraint on CE (College English) instructional innovation in China. In
addition, the intent of the study was to find out what aspects pertinent to this factor
(e.g., teacher beliefs, teacher knowledge, experiences) present the major barrier to
the implementation of instructional change. A mixed methods approach combining
both qualitative and quantitative methods of data collection and data analysis was
adopted in this study. A teacher survey and in-depth case studies (through focused
group/individual interviews and classroom observations) were used to collect data.
Data was analyzed in two phases. Qualitative analysis involved the use of constant
comparative method, while quantitative analysis in this study involved descriptive

statistics and inferential statistics.

The findings of the study suggested that the CET coupled with various
interrelated components of the ‘teacher factor' is involved in fostering the washback
effect. Given the complexities underlying the washback phenomenon, the
educational change carried out in curriculum and assessment was not sufficient on
its own to entail teacher change in terms of pedagogical strategies. It appeared that
for fundamental changes in teacher practice to occur, they must be accompanied by
other changes in teachers' knowledge, beliefs, attitudes and thinking that inform
such practice. It was hoped that the issues identified in this study would serve to
inform educational authorities, test designers and teachers, and serve as an impetus

to upgrade EFL teaching in China.

Mufioz and Alvarez (2010) conducted a research to determine the washback
effect of an oral assessment test on some areas of the teaching and learning of
English as a Foreign Language (EFL). The research combined quantitative and
qualitative research methods within a comparative study between an experimental
group and a comparison group. Fourteen EFL teachers and 110 college students

participated in the study. Data was collected through the teacher and student
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surveys, class observations, and external evaluations of students’ oral performance.
The data was analysed using descriptive statistics for qualitative information and
inferential statistics to compare the mean scores of the two groups by One Way
ANOVA. Results showed positive washback in some of the areas examined. The
implications for the classroom were that constant guidance and support over time
were essential in order to help teachers use the system appropriately to create

positive washback on teaching and learning.

Jin, Y. (2010) conducted a research in china to investigate language testing
with a reference to the English teachers. This study was designed to investigate the
training of tertiary level foreign language teachers in China with a focus on language
testing and assessment courses. A nationwide survey was conducted among 86
instructors of such courses for an overview of the current situation in terms of the
instructors, teaching content, teaching methodology, student perceptions of the

courses, and teaching materials.

The findings of the study revealed that the courses adequately covered
essential aspects of theory and practice of language testing. However, educational
and psychological measurement and student classroom practice received
significantly less attention. Comparison of the teaching content of the different types
of courses did not show major differences. Yin Jin (2010) put forwarded some
suggestions to highlight some under-addressed aspects of the teaching content and to
set up a network of teacher-testers to create opportunities for practitioners to

exchange experiences, professional knowledge and skills.

Barnes, M. M. (2010) investigated washback of a high-stakes English
language proficiency test, the Test of English as a Foreign Language Internet-Based
Test (TOEFL iBT), on general English and TOEFL iBT preparation courses in
Vietnam. For the study, the researcher observed and interviewed four teachers.
Teaching materials were also collected from four educational institutions in
Vietnam. The study revealed that the TOEFL iBT influenced both what and how the
teachers taught, particularly in TOEFL iBT preparation courses. Barnes (2010)
believed that the findings of this study had important implications for teaching and

learning in Vietnam.
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3.3 Conclusion

The research evidence discussed above illustrates that washback is a highly
intricate rather than a simple and a monolithic phenomenon. Over the past decade,
there has been a considerable amount of research on washback. This domain of
research seeks to answer, in one form or another, one fundamental question — how
testing influences teaching and learning. All the research studies reviewed above
have provided us with a steady accumulation of knowledge about the nature of
washback. However, despite numerous positive qualities demonstrated in the above-

mentioned washback studies, we have noticed that they are limited to some extent.

The findings of the washback research discussed above have been
inconclusive. Some studies found that teaching content was more likely than
teaching methodology to be influenced by tests (Cheng, 1999). Others found that
tests influenced both teaching content and teaching methodology, but the extent of
the influence of the tests varied from teacher to teacher (Alderson & Hamp-Lyons,
1996; Watanabe, 1996) as well as from student to student (Andrews et al., 2002).
The unpredictability of washback effects led researchers to assume that these
findings may be due to the variability of the educational contexts of teachers and
students. The argument in this thesis is that these washback effects may be
powerfully mediated by beliefs that teachers already possess while they introduce

new test systems into their current practice.

One obvious limitation of such studies is that since they simply focus on a
narrow set of factors associated with testing itself, the authors and researchers are
still not able to explain the nature of the washback phenomenon elaborately. Due to
the narrow research focus, many assertions and statements made in these studies,
though differing in wording, and overlap in meaning. In addition, although the issue
of the different factors have been touched upon by a many researchers (Tan, 2008;
Tavares & Hamp-Lyons, 2008) and begun to be explicitly and intensively dealt with
in Turner (2008, 2009), additional data need to be collected to enable researchers to
examine and address the issue more closely and extensively, and above all, to
illustrate whether the findings from Canada, Hong Kong and South Africa apply to

other contexts as well.
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The findings of research on examination impact in the field of education, and
on washback in the field of applied linguistics, however, have been mixed.
Researchers in both fields have come to a similar conclusion that washback is a very
complex phenomenon and that it is likely to be mediated by numerous factors such
as contextual factors and stakeholders’ beliefs. Despite the link between washback
effects and mediating factors discussed in the literature, it is still not known exactly
how washback works positively and negatively. Thus, the present research aimed at
exploring in details the influence of washback on teachers and students in the
context of Bangladesh educational reform through the standards-based assessment
known as the HSC public examination. Previous worldwide studies on washback
effects have revealed mixed results, indicating the complexity of washback. This
interdisciplinary research attempted to explore the role of contextual factors and
beliefs held by teachers and students in the process of washback, going beyond just

identifying the nature of washback of the HSC public examination.

This chapter has started with an extensive overview of the washback research
conducted both in the ESL and EFL context. First, it has examined the research on
washback in language education and general education to clarify and summarise
some basic concepts and perspectives related to the washback phenomenon. It has
then offered a discussion about the washback studies carried out in the world
context. After the brief introduction provided in Chapter One to the general context
of the present study, and a broad set of theoretical and conceptual framework of
washback outlined from multiple sources in Chapter Two, the next chapter presents

the research methodology that was used to conduct the present research.
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Chapter Four
Research Methodology

Research methodology refers to the systematic procedures and techniques
used to carry out a study. This chapter describes the methodological procedures
employed to collect and analyse data so as to answer the research questions posed in
Chapter One. The chapter starts by presenting the overview of the research
methodology. Then, it turns to the rationale for the methodology that has been
applied in the study. After that, it describes the methods for data collection, the
research design adopted, the instruments used, the participants involved, and the
sampling. Finally, the data collection procedures and the process of data analysis are

explained.

4.1 Research Methodology: An Overview

There is a general agreement that washback is a complex phenomenon.
Many researchers call for empirical studies to explore the concept further. Alderson
and Wall (1993) assert that the best way to identify washback is through a
combination of teacher and/or student surveys and direct classroom observation. The
literature on washback studies is increasing, and the methods employed for data
gathering in these studies are diverse. Though the earlier studies on washback
simply used a single data source, the later studies embraced multiple data sources.
The methods employed in recent research studies tended to involve questionnaires,
interviews, and classroom observations. (e.g,, Herman & Golan, 1991; Shohamy,
1992; Andrews and Fullilove, 1994; Qi, 2004, 2005; Cheng, 2001; Cheng, 2004;
Davison, 2008; Shohamy, 1993; Tavares & Hamp-Lyons, 2008; Turner 2008, 2009;
Urmston & Fang, 2008; Wall, 1999; Watanabe, 1996, 2004).). The review of
washback studies also shows that there seemed to be no instruments that had been

developed specifically for washback studies.

It is encouraging to note that during the last decade more and more
researchers have expanded to look at issues of the context in order to capture the

complexity of the washback phenomenon much more seriously, both theoretically
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and empirically. It is also worth mentioning that adopting the mixed-method (MM)

approach is the growing trend in current washback research.

4.1.1 Development of Washback Studies

Research is an ongoing process, and its design evolves over time. The
research methods used vary from study to study. It should be noted that the
methodologies utilized in washback studies have undergone a developmental change
during the last couple of years. There has been an evolution in this field of research
from the use of a single method or monomethod (e.g., survey methods) to the use of
multiple methods or mixed methods (e.g., survey methods, in-depth interview,

complemented by observations).

Between 1980 and 1990, little empirical research had been carried out to
investigate the washback effect of examinations either in the field of general
education or in the field of language education. Research design during that period
was largely dominated by survey methods (usually interviews or written
questionnaires), with observation being overlooked. Nevertheless, although the
questionnaire data provided a great deal of information on the relationship between
teaching, learning and testing, these data alone could hardly provide a clear and

accurate portrayal of what was actually happening in the classroom.

It is widely acknowledged that the most substantive contribution in this area,
which led to the popularization of the use of multiple methods, is the Sri Lankan
Impact Study reported by Alderson and Wall (1993). Most important of all, it has
motivated a substantial amount of evidence-based, observational washback research
(Alderson & Hamp-Lyons, 1996; Burrow, 2004; Cheng, 1997, 1998; Read & Hayes,
2004; Qi, 2004; Shohamy et al., 1996; Turner, 2002, 2008, 2009; Watanabe, 19964,
1996b, 2004b). The study of Alderson and Wall (1993) is a benchmark and the
torchbearer in the field of the washback research. The research questions in
washback research are the best answered with mixed-method research designs rather
than with sole reliance on either the quantitative or the qualitative approach. Turner
(2005, 2008, 2009) attested the importance of using multiple methods of data
collection (a mixed-method design), and provided a good example of how rigorous
washback research combining qualitative (QUAL) and quantitative (QUAN)

methods could be designed.
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4.1.2 Mixed Methods (MM) Research: Washback Study
Context

As indicated above, a mixed-methods (MM) orientation has been embodied
in the design characteristics of recent washback research (Bailey, 1999; Burrow,
2004; Cheng, 2001, 2003; Qi, 2004; Turner, 2005, 2008, 2009; Wall, 1999; Wall &
Alderson, 1993; Watanabe, 2004). It was not until recently that the use of Mixed
Methods Research (MMR) as a research design was articulated in researchers’
explanations of their methodologies (Turner, 2008; 2009). Then, in what follows, the
present researcher examines the theoretical groundings of the mixed methods
research (MMR) design as well as some of the unique design features subsumed

under it.

Teddlie and Tashakkori (2009) define a mixed methods (MM) study is one in
which the researcher uses multiple methods of data collection and analysis. They
argue that the mixed-method approach is underpinned by philosophies of
pragmatism. Plenty of evidence shows that the MM approach has gained broad
appeal in research from different disciplines (Creswell & Plano Clark, 2007; Greene
et al., 1989; Johnson & Onwuegbuzie, 2004; Tashakkori & Teddlie, 1998; Teddlie
& Tashakkori, 2009; Turner, 2005, 2008, 2009). Creswell and Plano Clark (2007)
advocate conducting research along these lines, saying “the use of quantitative and
qualitative approaches in combination provides a better understanding of research
problems than either approach alone” (p.18). In light of these practical reasons
provided by different researchers, it seems that there is a need to examine the

theoretical grounding of this approach.

Greene (2007, p. 20) has noted, “The primary purpose of a study conducted
with a mixed methods way of thinking is to better understand the complexity of the
social phenomena being studied.” As Johnson and Onwuegbuzie (2004, p.15) have
stated, mixed methods research is “inclusive, pluralistic and complementary...[it]
take[s] an eclectic approach to method selection and the thinking about and conduct
of research.” For them, what is primordial is the research question; research methods
are solutions that work to answer the research question(s) best. It is interesting to
note that their argument is reinforced by Creswell and Plano Clark (2007); they

assert that investigators may view MMR strictly as a *“method,”’ thus allowing
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researchers to choose any method from different schools of methodology based on

diverse philosophical assumptions.

The importance of the MM approach lies in that it allows researchers to mix
aspects of the qualitative and quantitative paradigms at all or many methodological
steps in the design (Creswell, 1994; Creswell & Plano Clark, 2007). Patton (1990)
has conceptualized “methodological mixes” saying that different methods: QUAN
(quantitative), and QUAL (qualitative) could be combined across three stages:
design, measurement (QUAL data or QUAN data), and analysis (content or
statistical). Allwright and Bailey (1991) extend Patton’s (1990) conceptualization
saying that various combinations of quantitative and qualitative data collection and
analysis are possible. Creswell and Plano Clark (2007) provide a more elaborate

definition of four major types of MM design:

a. Triangulation design- A triangulation design refers to the collection of
qualitative and quantitative data simultaneously to understand a problem;

b. Embedded design- An embedded design means using qualitative data in an
experiment or correlational study;

c. Explanatory design- An explanatory design explains quantitative results

with qualitative data; and

d. Exploratory design- An exploratory design uses qualitative data and analysis

in an exploratory function towards developing a quantitative instrument.

It is worthwhile to note that the four types of designs address different
objectives. They can serve as a foundation for conceptualizing how to design and
conduct feasible MMR. Research in washback studies (e.g. Wall & Alderson, 1993;
Cheng, 1997, 1998; Turner, 2002, 2005, 2008, 2009; Wall, 1999) demonstrates that
all of the MM designs used triangulation techniques. Such designs stress the
importance and predominance of the research question over considerations of either
method or paradigm (e.g., the worldview that is supposed to underlie that method).
Subsumed under the MM approach is an array of methods combining both
quantitative and qualitative research: observations, interviews, document reviews,

questionnaires and so on.

Creswell (2009), Creswell and Plano Clark (2007), Greene (2007), Johnson
and Onwuegbuzie (2004), and Teddlie and Tashakkori (2009) suggest that MMR
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produces better outcomes than mono-method research. According to these
researchers, MMR has the potential to reduce some of the problems associated with
single methods. From their perspective, by utilizing quantitative and qualitative
techniques within the same framework, MMR can incorporate the strengths of both
methodologies. In light of the above perspective, in order to examine and understand
the phenomenon in questions, it is necessary to draw upon both types of data
(QUAL and QUAN).

The MMR places on tailoring methods to research questions. As was put by
Johnson and Onwuegbuzie (2004), research approaches should be mixed in ways
that offer the best opportunities for answering important research questions. Based
on their explanation, MMR does not dictate the choice of data collection methods.
Rather it allows the procedures for conducting research to be dictated by the
research question and the context of the study. One of the salient strengths of the
MM approach lies is that it allows researchers to mix aspects of the qualitative and
quantitative paradigms at all or many methodological steps in the design (Creswell,
1994; Creswell & Plano Clark, 2007).

For its strengths, the MM approach is becoming more and more popular with
researchers in the domain of washback research. Except for Watanabe (1996) and
Alderson and Hamp-Lyons (1996), the majority of washback studies have embraced
this approach. In fact, the Sri Lanka Impact Study as well as the study by Turner
(2002, 2006, 2008, 2009) has demonstrated a successful combination of survey
research and QUAL procedures. Turner (2005, 2008) clearly states that the research
design and analytic procedures of her study have been informed by the principles of
the MM approach. Cheng’s (1997, 1998) longitudinal study relies heavily on QUAL
methods such as observations, interviews, and document analysis, but incorporating

a complementary QUAN component (e.g., questionnaires).

From a methodological perspective, Cheng (1997, 1999, 2000) forcefully
argues that the complex washback phenomenon necessitates the use of both QUAL
and QUAN research methodology. Her argument is strongly supported by Watanabe
(1996) and Chen (2002) who also strongly believe that QUAL and QUAN methods
can be profitably used together in the study of washback. Because of the role and
importance of the mixed-method approach in the washback studies, the present

researcher adopted the appropriate methods which most washback research
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prescribed. Tsagari (2007) has listed 29 empirical researches and their methods
which include questionnaire, observation, interviews, and analysis of documents.
Some researchers also use test scores, test analysis, and case studies. The reason
why this method has largely been favoured by washback researchers (Alderson &
Hamp-Lyon, 1996; Cheng, 2003; Watanabe, 1996a, 1996b, 2004b; Turner, 2002) is
that it is held to be able to produce a set of information-rich data (Cheng, 2003;
Watanabe, 2004a).

According to Greene (2007), MMR, with its emphasis on holistic, richly
detailed descriptions and analyses of teaching behaviours and the multilevel contexts
in which those behaviours are nurtured, is best suited for capturing the complexity of
the social phenomenon being studied (Greene, 2007). Meanwhile, as noted by
Turner (2006, 2007), the MMR has the potential to “help respond to certain types of
questions, especially those having to do with classroom contexts” (2009, p.108). In

this regard, this approach seems to be best suited for the present research purpose.

4.2 Research Methodology for the Present Study

In the overview of research methodology, an introduction is provided to the
MM design as well as the rationale for utilising the MM approach in washback
research. Owing to the focus of the study, the decision was made to conduct this
study utilising such an approach. The present researcher combined aspects of
quantitative and qualitative methods in the stages of data collection and data
analysis. Qualitative data collection mainly involved in-depth interviews, classroom
observations, and analysis of HSC examination related papers. The quantitative data
collection consisted of the completion of a questionnaire. With respect to the choice
of research methods, an essential first step to be taken involved an examination of all
relevant and available documents related to the HSC examination. In this study, the
present researcher conducted an intensive review and analysis of the documents
pertaining to the HSC syllabus and curriculum and its objectives targeted by the
National Curriculum and Textbook Board (NCTB) reflecting the EFL education
intentions, the HSC question papers in English, and the textbooks used at this stage.

The quantitative data collection consisted of the completion of a questionnaire.
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The MM approach was deemed an appropriate avenue because of its strength
for addressing the research questions of the present study. This approach was chosen
based on three aspects of the study: the type of problem to be addressed, the goal of
the study, and the nature of the data. The purpose of adopting this approach was to
devise a solid research design that might maximize the possibility of addressing the
research questions thoroughly. The researcher conducted the study in a scientific
manner, and proceeded step-by-step applying the following methodology (Table-
4.1):

Table 4.1: Research design of the present study

Research Design
Methodology Considerations

[Mixed Methods Research (MMR) Approach]

Quantitative Method: Qualitative Method:
Questionnaire Design

1. Classroom Observation

1. Teacher survey: 2. In-depth Interview ( EFL teachers, EFL
2. Student survey: examiners, and curriculum specialists)
o Five-Grade Likert Scale 3. Analysis of the HSC examination
( Likert,1932) used related documents

(e.g. HSC syllabus and curriculum,
textbook, question papers, and the answer

scripts).
|
Data Collection — Data Analysis —
Data e Pilot Study e Phase- |
Collection e Baseline Data
e Teacher and Student e Phase- Il
Questionnaire Surveys
e Classroom Observations e Phase- Il
and Interviews
e In-depth Interviews e Phase- IV
Data Software/Tools e Computer Package SPSS 18.0 for Widows
Analysis Used e Microsoft Excels
Qualitative e Comparative method, Inductive
analysis logic/analysis Categorize emerging themes,

e Developing theory

e Organizing the data

e Reporting the outcomes

Quantitative e Frequency counts

analysis e Descriptive statistics (e.g., frequency
counts, means, standard deviations, etc.)

o Inferential Statistics
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The above mixed methods (MM) research design was used for collecting
both quantitative and qualitative data; it means the data collection process tried to
ensure that there could be comparisons made between and within all designated
levels and categories across data collection periods and also across the different
kinds of data whenever possible. It was believed that the combination of these
research methods would allow the present researcher to examine the washback on

the EFL teaching and learning from many different angles.

The principle of triangulation is particularly appropriate when investigating
complex issues such as washback. For the present study, the data triangulation was
achieved by having different sets of data cross-checked. In addition, other standards

such as “persistent observation”, “thick description of the content”, and “explicit

emphasis on research question(s)” were also taken into account in the present study.

4.2.1 Triangulation of the Present Study

The principle of triangulation is particularly appropriate when investigating
complex issues such as washback. Triangulation is “the use of two or more methods
of data collection in the study of some aspect of human behaviour” (Cohen and
Manion 1994, p. 233). To elaborate on this point, Brown (2000), quoting Rossman
and Wilson (1985), presents the view that “Data from different sources can be used
to corroborate, elaborate, or illuminate the research question” (2001, p. 227). Denzin
(1978) uses the term triangulation to define the combination of the data collection
sources. Regarding triangulation, Glesene and Peskin (1992) states that the data
collected from the multiple sources enhance the trustworthiness and credibility,
thereby increasing confidence in research findings. Marshal and Rossman (1989)

argue that using a combination of data sources increase the validity of the findings.
There are essentially four types of triangulation:

The first one is data triangulation, in which data from more than one source
are brought to bear in answering a research question (e.g., the data from teachers,

language learners, and inspectors in the study by Shohamy et al., 1996).

Second, investigator (or researcher) triangulation refers to using more than

one person to collect and/or analyse the data.
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Third, in theory triangulation more than one theory is used to generate the

research questions and/or interpret the findings.

Finally, in methodological (or technique) triangulation more than one
procedure is used for eliciting data, for instance, Wall and Alderson's (1993) use of

interviews and classroom observations.

Brown (2002) observes that triangulation must be carefully planned;
otherwise there is no guarantee of the validity of the results. He reminds researchers
of the importance of acknowledging any preconceptions or biases that might affect
their choice of data. Here, for the present study, two forms of triangulation were
employed — (i) data triangulation, where data were collected from a number of
sources ; (ii) and methodological triangulation, where different techniques were used
to elicit the data. This study may be considered a pilot one for future washback
studies as it was designed to investigate and learn techniques to explore washback in
classrooms, refine classroom washback observation instruments, identify potential
differences and variables which might indicate or effect washback, identify useful
statistical tools, evaluate the time frames and sample sizes for such investigations,

and indicate the necessary scope of future washback investigations.

Wall and Alderson's (1993) study in Sri Lanka provides an excellent
example of investigator triangulation and methodological triangulation. Investigator
triangulation is illustrated by the fact that "seven Sri Lankan teachers based in five
different parts of the country agreed to act as observers” (p. 49), and went through a
three-month training programme to prepare for this role. The resulting data included
"questionnaires, interviews, materials analysis, and most importantly, observations
of classroom teaching™ (ibid., p. 44). Therefore, triangulation should be incorporated

as a methodological cornerstone in any serious investigation of washback.

From the data triangulation point of view, the present researcher explored
multiple data sources: language teachers, language learners, examiners, curriculum
designers and policy makers. In methodological (or technique) triangulation
consideration, several instruments such as questionnaire survey, interviews,
classroom observation, and analysis of exam related documents were used in the
present study to obtain required data. Multiple data sources and using a number of

instruments helped the researcher have more authentic and reliable data.
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4.2.2 Sampling of the Study

The population is a set of people or entities to which findings are to be
generalised. The population must be defined explicitly before a sample is taken. A
sample is a subject chosen from a population for investigation. However, random
samples are always strongly preferred as only random samples permit statistical
inference. In random sampling, all populations have the same chance to be selected,
and can be calculated in a study. A random sample is one chosen by a method
involving an unpredictable component. Random sampling can also refer to taking a
number of independent observations from the same probability distribution, without
involving any real population. That is, there is no way to assess the validity of
results of non-random samples. The present study used “Simple Random Sampling”

while selecting the respondents.

Morris (1996) suggests that the advantage of random sampling is that it is
easy to apply when a big population is involved (p.17). Robert (1997) opines that
random sampling is inexpensive and less troublesome (p.103). Agresti (1983)
suggests that a sample must be large to give a good representation (p.23). Cochran's
formula (Cochran, 1977, Wang, 2010) was used to determine an appropriate sample
size of students and teachers. The target populations/subjects for the present study
were higher secondary students, English language teachers, examiners, policy

makers, and the curriculum specialists.

4.2.2.1 Subjects

In the last two decades, most researchers used mostly two types of
respondents in washback studies: teachers, and students (e.g. Alderson and Wall
1993, 1996, Turner, 2001, 2002, 2005, 2008, 2009; Shohamy, 1993,1996); the other
types of respondents frequently used were: policy makers, curriculum designers,
administrators, testers, test developers, textbook writers (e.g. Cheng, 1997, 1998,
1999, 2001, 2003, 2004). Like the previous washback studies in different countries
and contexts, the samples of the present study consisted of teachers, students, and

some other stakeholders (examiners, policy makers and the curriculum specialists).

Based upon the consideration of statistical power, three different formulas,

developed respectively by Cochran (1977), Krejcie and Morgan (1970), and
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Scheaffer et al. (1996), were compared to decide on an appropriate sample size. The
respondents were selected both from urban (50%) and rural (50%) colleges. A
questionnaire survey was conducted among 500 higher secondary 2™ year students
and 125 teachers teaching English to the same students. The other participants were
4 EFL examiners and 3 curriculum specialists; the classroom observation
participants were 10 English teachers and their students. Among the factors that can
mediate the washback effect is the teacher (Wall, 1996) and her/his perceptions
about the examination, its nature, purposes, relevance in the context, etc. The

participants had the following characteristics:

Firstly, the teachers were currently teaching English at higher secondary
level in Bangladesh. So, they could provide the needed information related to the
research topic. Some of them were EFL examiners of English subject of the HSC
public examination.

Secondly, the students had been studying English at the HSC level; they

completed 12 years of schooling with English as a compulsory subject.

Thirdly, the interviewed curriculum specialists had been working in the
NCTB. They were selected to elicit information on various issues of EFL testing,
teaching, and curriculum objectives; and they were interviewed through semi-

structured questionnaires.

Finally, the participants were volunteers, and willing to respond the topic
without force. The names of teachers, students, examiners and curriculum specialists

are anonymous.

4.2.2.1.1 Research Sites and Selection of Participants

The participants for the study can be divided into 3 broad categories. The
first category of participants took part in the questionnaire surveys. The second
category of participants took part in the classroom observations. The third category
of participants took part in the semi-structured interviews. The participants were
chosen on the basis of their potential for yielding data which could reveal
participants’ perceptions in general. The research sites included 18 higher

secondary government and non-government colleges under 8 districts and the
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National Curriculum and Textbook Board (NCTB). The details about these

categories of participants and locations are displayed in Table 4.2.

Table 4.2: Research sites and participants

Name of Districts | No. of | Questionnaire | Classroom Interview Participants

Participated in the | Research Survey Observation EFL EFL Curriculum
Study Sites Participants Participants | Teachers | Examiners | Specialists

1 | Dhaka 04 N N N N X

2 | Gazipur 02 \ \ \ \ X

3 | Narayangonj | 02 \ \ X X X

4 | Tangail 04 \ \ \ \ X

5 | Narshindi 02 V X X X X

6 | Jamalpur 02 \ X X X X

7 | Manikgonj | 01 \ X X X X

8 | Mymensingh | 01 \ \ X X X

9 |NCTB 01 X X X X V

The present researcher ensured that the participants came from colleges of
various geographical locations: large/small cities, rural/urban, north/south. In
addition, the selection of participants was also largely based on practical
considerations and participants’ willingness and interest to discuss specific issues on
the HSC examination and its influence on teaching and learning English as a foreign

language.

4.2.2.1.2 Questionnaire Participants

The questionnaire survey participants consisted of 500 higher secondary
students and 125 EFL teachers selected from 18 higher secondary colleges. They
were believed to represent the largest population of the higher secondary education
in Bangladesh. The survey was administered during April 2010 - July 2010. The

researcher himself administered the survey in the selected higher secondary colleges.

4.2.2.1.3 Classroom Observation Participants

The researcher observed 10 EFL classes in 10 different colleges in
Bangladesh. Upon selection of teachers for the study, specific class sessions were
chosen for observation. The classes were selected on the basis of the lesson
scheduled for that day and its relationship to the HSC examinations. During the

observation, 10 EFL teachers and their 511 students were observed; and all of the 10
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observed teachers and 355 observed students participated in the questionnaire

SUrveys.

4.2.2.1.4 In-depth Interview Participants

Taylor and Bogdan (1998) specify that interviews are useful in research
contexts where the researcher’s interests are fairly well-defined. The interview
participants, as already mentioned, were 6 EFL teachers, 4 EFL examiners, and 3
curriculum specialists. They were interviewed through semi-structured

questionnaires.

4.2.2.2. Instrumentation

A good number of previous washback studies elicited data employing
questionnaires, interviews, testing measures and classroom observations (e. g. Wall
and Alderson, 1996; Herman & Golan, 1991; Shohamy, 1992; Andrews and
Fullilove, 1994; Qi, 2004; Tsagari, 2007, 2009; Wang, 2010). In keeping with the
general approach outlined above, several instruments were used in the present study.
As indicated in the previous sections, the present researcher applied mixed methods
research (MMR) approach combining aspects of quantitative and qualitative

methods in the stages of data collection and data analysis.

The present researcher used in-depth interviews, classroom observations and
analysis of HSC examination related material to elicit qualitative data, and
conducted a questionnaire survey for students and teachers to obtain quantitative
data, which provided ample insights into the relationship between teachers'
perceptions of teaching contents and public examinations. The interviews were
semi-structured, conducted in a systematic and consistent order, which nevertheless
allowed the present researcher sufficient freedom to probe far beyond the answers to

the prepared questions (Bogdan & Biklen, 1998).
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4.2.2.2.1 Questionnaire Survey

It is proven that different methods may perform different functions in
different studies. In general, many researchers have used surveys (e.g.,
questionnaires) not only to gather information about participants’ characteristics but
also to uncover the opinions and attitudes of the participants about washback as well
as their views and perspectives on language teaching and learning (Cheng, 2004; Qi,
2005; Turner, 2005, 2008, 2009; Watanabe, 1996a). Cheng (2004) views
questionnaires as being able to provide a general picture of how teachers and
students react. The strength of survey, based on Watanabe (1996a), lies in that it can
detect and explain the reasons behind teachers’ behaviours in classrooms. Similarly,
but more explicitly, Qi (2005) states that the goal of employing questionnaires in her
study is to find out how far the interview results can be applied to a larger group of

participants.

If properly designed and implemented, surveys can be an efficient and
accurate means of determining information about a given population. The results
from questionnaires can be provided relatively quickly; and depending on the
sample size and methodology chosen, they are relatively inexpensive. For this
reason, the questionnaire has become one of the most popular methods of data
collection in education research. It is generally considered an efficient (cheap and
fast) method of gathering information from a large number of respondents. Another
advantage of using a questionnaire is its high reliability. The questionnaire survey
technique involves the collection of primary data about the subjects, usually by
selecting a representative sample of the population or universe under a study through
the use of a questionnaire. It is very popular since many different types of
information can be collected: attitudinal, motivational, behavioural and perceptive
aspects. It allows for standardisation and uniformity both in the questions asked and
in the method of approaching subjects, making it far easier to compare and contrast

answers by the respondent group.

The present researcher used two types of questionnaires: student
questionnaire, and teacher questionnaire, to collect quantitative data. Two separate
sets of questionnaires were constructed for both students and teachers. The
questionnaires were in Five-point Likert scales (Likert, 1932) ranging from

“strongly agree” to “strongly disagree” (strongly agree; agree; no opinion; disagree;
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strongly disagree). The 45-item questionnaires were constructed on a number of
domains which were affected or influenced by washback such as the syllabus and
curriculum, material, teaching method, feelings and attitudes, teaching-learning
strategies, and learning outcomes. The researcher developed the questionnaires
following the model of Mizutani (2009), Hayes (2003), Chen (2002), Al-Jamal and
Ghadi (2008), Tsagari (2007), Green (2007), and Wang (2010). The above models
of questionnaires were followed because they dealt with major areas of language
testing and teaching, and they were relevant to the present study; their models
proved to be appropriate for investigating washback of high-stakes examination, as
the HSC examination in Bangladesh. The models of Turner (2002, 2005, 2008,
2009), Latimer (2009), Jin (2010), and Hsu (2009) were consulted for proving the

validity, reliability and practicality of the questionnaires.

The researcher prepared the questionnaires in the light of the research
questions and the research objectives of the present study. The questions explored
the particular washback of the HSC examination and the EFL teaching and learning
topics. The items of the questionnaires were straightforward, and the linguistic

nature of each question was relatively easy and simple.

The questionnaires were distributed to the respondents directly by the
researcher; and the participation was voluntary, and the questionnaires were
anonymous. A pilot test was conducted to check the reliability, validity and
appropriateness of the questions. Item suitability, item relevance, clarity, and
language diction were verified through the pilot test. In line with the
recommendations of Wang (2010), the present researcher worked through each of
the following areas in sequence: determination of primary and subsidiary aims of the
survey, determination of the target population, determination of the approach to
recording and analyzing response data, consideration of ethical protocols, production
of draft, trailing of the draft, revision of the draft, conducting the survey, and

analysing the results.
In the present study, the closed format questions were chosen. They have the
following advantages:

a. Closed format questions have many advantages in respect of time and

money.

Language in India www.languageinindia.com 16:9 September 2016 Md. Enamul Hoque Ph.D. <Pages 288-786>
165



b. By restricting the answer set, it is easy to calculate percentages and other
statistical data over the whole group, or over any sub-group of participants.

c. The SPSS makes it possible to administer, tabulate and perform analysis in a
relatively shorter period of time.

d. Closed format questions allow the researcher to filter out useless or extreme
answers that might occur in an open format question.

e. The quality of a questionnaire can be judged by three major standards: (1)

validity, (2) reliability, and (3) practicality.

The previous studies show that rather than being a direct and automatic
effect, washback is a complex phenomenon. Furthermore, washback exists in a
variety of teaching and learning areas (e.g. curriculums, methods of teaching,
classroom assessment, student learning, feelings and attitudes of teachers and
students). Therefore, the present 45-item questionnaire dealt with the questions
related to the areas of the syllabus and curriculum, teaching method, teaching
strategies, teachers’ and students’ perceptions of and beliefs in the examination,

textbooks and materials, task and activities, etc.

4.2.2.2.1.1 Student Questionnaire

The student questionnaire consisted of 45 items covering 6 areas relating to
examining the washback of the HSC examination on teaching and learning English
as a foreign language such as general comments and their perceptions on the
objectives of the syllabus and curriculum, effects on teaching materials, effects on
teaching methods, what the learners wanted to learn, what perception and attitudes
of the students had as to the public examination, how they practiced EFL skills and

linguistics elements, etc.

The student questionnaire (Appendix-1A) was structured in six sections.
Section One (from Q1- Q7) aimed to solicit questions about the syllabus and
curriculum such as curriculum objectives, teaching the items in the syllabus,
skipping items and lessons, etc. Section Two (from Q8-Q17) consisted of a set of
questions related to the textbook English for Today (EFT) and other materials used
in the class. Section Three included questions (from Q18 — Q26) concerned with

teaching methods and classroom behaviours. The questions in Section Four (from
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Q27- Q32) were about the classroom tasks and activities which usually took place in
the class. Section Five included questions (from Q33- Q37) related to practicing the
different skills and linguistic elements of EFL. The last section (Q38-Q45) consisted
of questions as to the students’ attitudes, beliefs, and perception towards the HSC

examination.

The questions were closed-ended items in different issues. It included Likert-
type questions. The scale used in the Likert-type questions ranged from ‘strongly
agree’ to ‘strongly disagree’ (strongly agree=5, agree=4, no opinion=3 disagree =2,
and strongly disagree=1). The survey was conducted from April to July 2010. The
completion of the questionnaire took approximately 30 minutes. The questionnaire

covered the following domains (Table 4.3) of the EFL teaching and testing.

Table 4.3: Taxonomy of student questionnaire

SL | Components No. of Items | Question No.
1 | Syllabus and Curriculum 7 items Q1-Q7
2 | Textbooks and Materials 10 items Q8- Q17
3 | Teaching Methods 9 items Q18-Q26
4 | Tasks and Classroom Activities 5 items Q27-Q32
5 | Language Skills and Elements 5 items Q33-Q37
6 | Students’ Attitudes and Perception related 7 items Q38-Q-45
the test and teaching

The themes of the student questionnaire were based on the issues that were
used in many studies to examine the complexity and dimension of the washback on
the EFL/ESL teaching and learning in different contexts (e.g., Hayes, 2003; Al-
Jamal. and Ghadi, 2008; Wang, 2010; Tan, 2008; Hsu, 2009, Alderson and Wall,
1993,1996; Saif, 1999; Satomi, 2009). Therefore, the reliability, validity,
authenticity, and practicality of the present questionnaire were sufficiently
maintained from the start. Besides, the present researcher conducted a pilot study
twice upon the same students. It was the test-retest method to compute the
reliability, validly, and practicality of the instrument. The questionnaire was first
administrated on 20 higher secondary students (not included in the sample of the
study), and then administrated once again on the same group three weeks later.
Spearman'’s coefficient of correlation formula (1947) was used in order to find out
the reliability coefficient; and the ratings were considered to be sufficient for the
purpose of applying the questionnaire, which was 0.93 for the first time of the study;,

and 0.91 for the second time (a perfect positive correlation):
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The student questionnaire was highly valid with regard to the content,
construct, and criterion; the questionnaire dealt with the questions that directly
matched the investigation of the study. It is crucially important that a questionnaire
must be practical to be administered. Practicality involves the cost and convenience
of the test. The student questionnaire of the present study had high level practicality
because it was relatively cheap to produce (economic); it took nearly 30 minutes to
answer all the questions; and the analysis of the results could be described by

descriptive statistics.

4.2.2.2.1.2 Teacher Questionnaire

It is strongly assumed that questionnaires are versatile, allowing the
collection of data through the use of open or closed format questions. The teacher
instrument was 45-item questionnaire (Appendix-1B) prepared with the same
mechanism as followed in the student questionnaire. The questionnaire covered the
issues that were used by many previous studies to examine the complexity of the
washback on EFL/ESL teaching and learning in different contexts (e.g., Hayes,
2003; Al-Jamal and Ghadi, 2008; Wang, 2010; Tan, 2008; Hsu, 2009, Alderson and
Wall, 1993, 1996; Saif, 1999; Mizutani, 2009). Thus, certain degrees of validity
such as construct, predictive, and content can be assumed from the formation level

of the questionnaire.

The present researcher tested the reliability and validity of the
questionnaire in a number of ways: conducting a pilot study in the form of test -
reset, checking by the supervisor of the researcher, reviewing by the senior
researchers. Therefore, the reliability, validity, authenticity and practicality of the
questionnaire were made confirmed. Besides, the pilot study was conducted to
compute the reliability of the instrument. The questionnaire was first administrated
on 10 higher secondary English language teachers (not included in the sample of the
study), and then administrated again on the same group two weeks later. Like the
student questionnaire, Spearman's coefficient of correlation formula was used in

order to find out the reliability coefficient of the teacher questionnaire, which was
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0.91 for the first time of the study, and 0.89 for the second time (a perfect positive

correlation).

The teacher questionnaire followed the model of student questionnaire which
was structured in six sections. The first section aimed at soliciting questions about
the syllabus and curriculum such as curriculum objectives, teaching the syllabus,
skipping items and lessons, etc. The second section consisted of a set of questions
related to the textbook English for Today and other materials used in the class. The
third section included questions on teaching methods and classroom behaviours. The
questions in the fourth section were on the classroom tasks and activities that usually
took place in the class. The fifth section included the questions on skills and
linguistic elements of EFL usually practiced by them. The last section consisted of
questions on the attitudes, beliefs, and perception towards the HSC examination.

The teacher questionnaire dealt with the following areas of EFL teaching and testing

(Table 4.4).
Table 4.4: Taxonomy of teacher questionnaire

SL | Components No. of items | Question No.
1 | Syllabus and Curriculum 7 items Q1- Q7
2 | Textbooks and Materials 10 items Q8- Q17
3 | Teaching Methods 9 items Q18-Q26
4 | Tasks and Classroom Activities 5 items Q27-Q32
5 | Language Skills and Elements 5 items Q33-Q37
6 | Students’ Attitudes and Perception related | 7 items Q38-Q-45

the test and teaching

The questions were closed-ended on different issues. The scale used in the
Likert-type questions ranges from ‘strongly agree’ to ‘strongly disagree’ (strongly
agree=>5, agree=4, no opinion=3 disagree =2, and strongly disagree=1). The final
survey was conducted during April - July 2010. The completion of the questionnaire

took approximately 30 minutes.

4.2.2.2.2 Classroom Observation

Observation is a primary method of collecting data by human, mechanical,
electrical or electronic means. The observation sessions are carried out to address

research questions to recapitulate, speculated on the extent to which teachers are
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influenced by test contents. According to Wall and Alderson (1993), the perceived
value of classroom observation is that it allows researchers to have more direct
access to the teachers' behaviours and interaction patterns in the classroom. In their
words, it can help determine what teachers teach, and how. Moreover, it eliminates
the need to ask individuals about their behaviours or tendencies which are
sometimes not reliable (e.g., Alderson & Wall, 1993; Cheng, 1997; Wall &
Alderson, 1993; Shohamy, 1993; Turner, 2005).

For the present study, the amount of communicative methodology that
teachers actually implemented at the classroom level was observed; on average 51
students were found present in each EFL classes during observation. The
observation schedules “Communicative Orientation to Language Teaching (COLT)”
scheme (Appendix-2A) and “Modified University of Cambridge Observation
Scheme (UCOS)” (Appendix-2B) were used. In addition, a self-made checklist for
the classroom observation was prepared to elicit additional information that was not
in the two schedules above. The observation checklist included examination related
classroom activities and the teachers’ personality issues (Appendix-2C). Observation
techniques can be part of qualitative research as well as quantitative research

techniques.

The main purpose of the observation was to find out whether the HSC
examination in English could foster an impact on EFL classroom teaching and
learning. Meanwhile, it was hoped that conducting classroom observations might
help determine whether teachers’ accounts of their beliefs, their understanding of
ELT methodologies as well as their attitudes towards washback conformed to their

classroom behaviours.

One distinct advantage of the observation technique is that it records actual
behaviours of the teachers. Indeed, sometimes their actual recorded behaviour can be
compared to their statements, to check the validity of their responses. Especially,
when dealing with behaviour that might be subject to certain social pressure (for
example, people deem themselves to be tolerant when their actual behaviour may be
much less so) or conditioned responses (for example, teachers say they value
communicative competence, but will apply the grammar-translation method and

isolated vocabulary teaching), the observation technique can provide greater insights

Language in India www.languageinindia.com 16:9 September 2016 Md. Enamul Hoque Ph.D. <Pages 288-786>
170



than an actual survey technique. The present researcher applied a semi-structured

observation approach and followed the steps below (Figure 4.1):

Figure 4.1: The development model of the observation checklist

Draft checklists [

Application

h 4
S Evaluation

Operational
checklists

For this study, the present researcher observed the 10 higher secondary EFL
classes taught by the English teachers (who also participated in the questionnaire
survey), and recorded classroom observations activities while observing. Along with
the COLT and UCQS, the present researcher conducted semi-structured observation
covering a number of areas to answer the research questions. The present researcher
applied this method because it had offered an effective way to accurately record the
maximum amount of information describing what occurred in the classroom, and
had been used successfully by the researcher in a multitude of classroom
observations. The format of the observations sheet allowed the researcher to record
everything said by the teacher and the students, with dedicated columns for each.
The researcher also recorded the time for each event in the classroom, which
enabled him to calculate the percentage of class time spent on each activity, and then

calculate how much time teachers spent on specific topics overall.

Reliability of the observations was checked against observations recorded by
independent researchers (e.g., Wang, 2010; Fournier-Kowaleski, 2005; Hayes,

2003). Classroom observations were carried out on a small scale among those
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teachers who were willing to be observed. As the observation procedure was still in
progress, the only changes observed lay in the different language activities teachers
employed in their teaching. Ten teachers agreed to participate in the observation.
They were three female and seven male; all were qualified teachers. This group of
teachers was not meant to be representative of all the teachers of English in
Bangladeshi higher secondary colleges. The teachers were selected using purposive
sampling (Patton, 1990), and the main purpose was to select teachers based on
whether they could provide a rich variety of information about classroom teaching

and learning activities in the classrooms in relation to the HSC examination in EFL.

4.2.2.2.2.1 Rationale for the Classroom Observation Study

Classroom observation views the classroom as a place where interactions of
various kinds take place, affording learners opportunities to acquire. To reiterate,
this study dealt with possible impacts that the implementation of the EFL test
requirement might bring about in classroom teaching and learning in Bangladesh
over a period of time. Therefore, observation was an essential instrument. There are
essentially two different approaches to classroom observation: structured
observation and unstructured observation. Highly structured observation involves
going into the classroom with a specific purpose and with an observation schedule
with pre-determined categories, and is usually linked with the production of

quantitative data and the use of statistical analyses (Denscombe, 2007).

With the observation schedule, the observer records what participants do, as
distinct from what they say they do. Because the observer is not required to make
inferences during the data collection process, the schedule effectively eliminates any
bias from the observer, and appears to produce objective data. Therefore, with
structured observation, it is possible to achieve high levels of inter-observer
reliability, in the sense that two or more observers using the same schedule should
record very similar data. Unstructured observation, on the other hand, is less clear on
what it is looking for, and usually requires the researcher to observe first what is
taking place before deciding on its significance for the research study. Thus it
involves recording detailed field notes, and produces qualitative data. It allows
observers to gain rich insights into the situation, and is suited to dealing with

complex realities.
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The weaknesses of the two approaches have been debated (Allwright &
Bailey, 1991; Denscombe, 2007). Structured observation records what happens, but
not why it happens. It does not deal with the intentions that motivated the behaviour.
In addition, unless a researcher is very clear about what exactly to observe and
designs a well-tested observation scheme, the subtleties of the situation can easily be
ignored. The data from an unstructured observation usually relies heavily on the
researcher’s inferences and detailed field notes in a particular context, which create
problems with respect to the reliability and representativeness of the data. As the
two approaches to classroom observation have their individual advantages and

disadvantages, they would better be used complementarily rather than exclusively.

The investigation into the washback effect of English proficiency tests on
teaching and learning presented a complicated research situation. It was clear from
the start that there would be many intervening factors that interacted in teaching and
learning as a result of the implementation of English proficiency tests. This seemed
to require a combined approach using both observation approaches, resulting in what
might be called a semi-structured observation. Therefore, semi-structured

observation was best suited for the present research.

4.2.2.2.2.2. Observation Schedule

Observation has long been accepted as an important feature in language
education and supervision, but for the past two decades, it has become established as
the key process in language classroom research as well. The present researcher
conducted classroom observation as one of the major instruments for obtaining
relevant data. For this, two observation schedules were designed and applied
following the Communicative Orientation to Language Teaching (COLT) Scheme,
and University of Cambridge Classroom Observation Schedule (UCOS). The schedules
were applied based on the analysis of the data derived from the questionnaires and

document analysis.

4.2.2.2.2.3 Use of the COLT, Part- A, and UCOS

The present researcher mainly used the COLT (Part-A). The UCOS was also

used at times as a complement to the COLT when it was necessary. One of the
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advantages of COLT (Part-A) is that it can be adapted to different contexts. In this
study, Part A of the COLT scheme (Appendix- 2A) was used in its original version
to allow the researcher to become familiar with the instrument and to determine its
usefulness in this context. The instrument COLT (Part-A) was designed to be
completed with the observer coding the classroom events as they occur. In this
study, detailed notes of the activities and episodes were taken during the lessons.
Part B of COLT, which focuses on the communicative features of classrooms, was

not used as this level of linguistic analysis was beyond the scope of the study.

The classroom observation schedule UCOS was used as the second option of
the classroom analysis. The instrument contained lists of text-types used in the
classroom and a range of task types according to skills. It also identified teacher
initiated, exam-related activities as well as grammar and vocabulary activities. On
occasions, when activities observed were not adequately represented in by the
categories in the original form, the instrument (Appendix -2B) was modified so as to

reflect what occurred in the class.

Several significant activities were also observed through a self-made
checklist (Appendix-2C) during the lessons, which were not specifically identified
by either COLT or the UCOS. These were recorded and analysed separately. For
example, features such as the teacher giving the students information about the
examination or discussing test-taking strategies was specific to the type of class
being studied. Instances of the teacher working with individuals or small groups
were not adequately reflected within the COLT analysis, which focused on the
primary classroom activity. Additionally, the study required a more detailed analysis
of classroom materials than COLT could provide in its original form. In intensive
courses, such as the ones observed, class time was limited; therefore the amount and
type of homework given to each group of students was also recorded. Finally, the
instances of laughter in each of the lessons were recorded in order to gain some
indication of the atmosphere in each lesson, as was done by Alderson and Hamp
Lyons (1996) and Watanabe (1996b) in their washback studies.

The objectives of the syllabus and curriculum generated, and the literature
review formed the basis of the observations. The instrument was designed to record

the following aspects of information:
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1) Observation Outline: The researcher checked on student-centered
activities (e.g., pair-work, group work, individual work, role-play), and counted the
percentage of class time spent on teacher-centered activities (e.g., teacher lecturing
to the whole class without interactions with students- teacher presentations,
explanations of sentences, reading aloud, translations, etc.). The purpose of
exploring classroom organization patterns in teachers’ instructional process was to

find out who was holding the floor in the classroom.

2) Teachers’ Instruction Dimensions: The researcher counted the
frequency of explaining language points with a focus on language forms (e.g.,
explanation of sentence structures, rote practice and mechanical grammar exercises;
explanation of vocabulary in a decontextualized manner). He also calculated the
frequency of involving students in meaning-based activities (e.g., discussion, role-
play, comprehension exercises at the discourse-level, etc.). This was designed to
evaluate whether the lessons delivered by the teachers were form-focused or
meaning-focused, and to what extent the teachers’ instruction was communicatively

oriented.

3) Relevance to the Test: The present researcher documented and analysed
use of class time spent on aural/oral aspects of English (e.g., listening practice, oral
practice at the discourse level encouraged by the NCTB); frequency of giving
information or advice about the HSC examination in English or test-taking
strategies. This section was devised to discern whether and to what extent the

teachers’ instruction was related to the HSC examination.

4) Medium of Instruction: The researcher observed whether the teachers
used English/Bengali/half English/half Bengali/ in the class as a medium of
instruction. This was designed to learn about the language used by the teachers in

their instruction, and teaching method/ approach they applied.

5) Teaching Materials: The researcher observed and recorded the types of
materials used in the class: textbooks, test-related materials (e.g., the past
examination papers or simulated test papers, suggestion book/), audio or audio-
visual materials, or other supplementary teaching materials. By examining the
materials chosen by the teachers, the present researcher tried to be aware of the

contents of teaching.
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In addition to the above activities and events listed in the observation
schedule, other visible classroom events were recorded in the note-taking sheets
(i.e., class notes). These were used for comparison with the characteristics of the
HSC examination to determine whether the observed classroom phenomenon was
related to the test. The observation participants disagreed to be audio and video
recorded. All the observed lessons were recorded in writing. The observation
instrument included observation schedules, note-taking sheets, pencils and a watch.
During each observation, the observation schedule was filled in. The other raw and

narrative data were also documented in writing.

4.2.2.2.3 Evaluation of Examination Related Documents

In this study, the present researcher conducted an intensive review of the
examination related documents pertaining to the HSC syllabus and curriculum, HSC
examination papers (English First Paper and Second Paper), 20 answer scripts, and
the textbook English for Today for classes 11-12. The HSC examination-related
documents, and the aims and objectives targeted by the NCTB are taken as official
sources reflecting the EFL education intentions. One purpose of the review was to
find out what the HSC examination set out to measure (e.g. linguistic knowledge or
language use) and whether or not the HSC examination represented the curriculum.
Another purpose was to identify the characteristics of the HSC examination, for they
would serve as the basis for a comparison with what was happening in the
classroom, and would help determine whether the observed classroom phenomenon
was closely test-related (e.g., whether they were similar or there were gaps between

the two).

4.2.2.2.4 In-depth Interview

Both watching and asking are very powerful instruments in any complex
research such as washback study. In order to triangulate and possibly extend the
findings of the present study, semi-structured interviews were conducted with 6 EFL
teachers, 4 HSC examiners of EFL, and 3 curriculum specialists. They were all
directly involved in HSC education in Bangladesh. This was an interview on a one-

to-one basis. It was a supplementary instrument used in the research for eliciting
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qualitative data on: how they planned, how they designed the policy, how they
delivered inputs, and how they received outcomes. The different sets of semi-
structured interview questions (for qualitative data) for EFL teachers (Appendix-
4A), EFL examiners (Appendix-4B) and curriculum specialists (Appendix-4C) were

designed; and the interviewees answered them in their own ways.

In qualitative research, “interviewing (i.e., the careful asking of relevant
questions) is an important way for a researcher to check the accuracy of the
impressions he or she has gained through observations” (Fraenkel & Wallen, 2003,
p. 455). For the purpose of this study, as in other washback research (Watanabe,
2004), interviews allowed access to reasons behind some of the behaviours observed
in the classroom during the research. The format of the interview followed the
interview form used by Qi (2004) for her study of the washback effects of the
National Matriculation English Test in China. This interview protocol was chosen
as the model because of its construction. The researcher had a set of questions
pertaining to how the testing programme might be affecting teaching; but in order to
allow the participant’s freedom of expression, and to avoid “leading” the participant
with focused questions, the researcher engaged the participant in a dialogue, instead
of a question and answer session. In the interview with the education planners, the

researcher used a small set of questions.

In the qualitative paradigm, interviews provide opportunities for researchers
to probe particular variables for detailed descriptions. Concerning the value of the
data collected through interviews, Glesene and Peshkin (1992) argue that the
potential strength lies in the fact that interviews provide opportunities to learn about
the things that might be missed by the researchers to explore alternative explanations
of what is seen. All of the interview sessions were noted down minutely in order to
avoid missing the interviewees’ comments. In this particular type of interviewing,
the present researcher typically told the same questions to each of the participants

used. Several reasons for using the structured interviews were:

1. The structured interviews are preferable when there is a limited period of
time, and it is possible to conduct each interview only once (Patton, 1990).

2. The structured interviews are systematic (Patton, 1990; marshal and
Rossman, 1989).
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3. The structured interviews facilitate organization and data analysis as the
format of the interview allows researchers to locate each format’s response to

the same question quickly (Patton, 1990).

4. The standardized interviews increase comparability of responses as each

informant is asked the same question (Patton, 1990).

The assent was obtained from all of the participants before the interviews
took place. The researcher himself was the moderator and took detailed notes
throughout the discussion, including notes on the participants’ body language. All of
the interview sessions were noted down minutely in order to avoid missing the

interviewees’ comments.

4.3 Pilot Study

The present researcher conducted pilot study, and used the test-retest method
to compute the reliability of the survey instrument. The initial versions of the
questionnaires were first piloted in March 2010 on 20 students and 10 higher
secondary-level EFL teachers to check the appropriateness of the questions. The
results of the pilot study indicated that they were suitable to administer. Yet, some of
the student respondents opined that they could not understand the message of 2/3
questions; therefore, they took help from the researcher to understand them. Based
on the information gained from the pilot study, they were refined, reworded, revised
and reframed for clear understanding; and were administrated once again on the
same group three weeks later. Spearman's (1947) coefficient of correlation formula
was used in order to find out the reliability coefficient, and the ratings were

considered to be sufficient for the purpose of applying the questionnaires.

4.4 Ethical Considerations

Ethnical issues involved in collecting data, conducting research, and
reporting the results were taken into careful consideration. The selection of
participants was largely based on their willingness and interest to share their class
activities with the present researcher. Early in the interviews, the present researcher

informed all the potential participants of the purposes of the research and also
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informed them and their respective schools that their identity would be kept
concealed through use of pseudonyms. Assurance was given that the confidentiality
of each participant’s intellectual property and privacy would be maintained
throughout the study. The curriculum specialists conditioned that their name should
not be disclosed and mentioned in this thesis. The participants’ name, identity and

their comments were handled with due importance and care.

4.5 Timeline and Data Collection Procedures

The data for the present study was collected under a planned procedure and
schedule. All the data was collected during February 2010 to November 2010. The
researcher used a number of instruments (e.g. questionnaires, classroom observation,
in-depth interview, and review of the HSC examination related authentic documents)
and collected data from a number of sources (e.g. students, teachers, EFL examiners,
curriculum specialists, question papers, answer scripts, textbook, syllabus and
curriculum). The analysis of test related authentic documents, the pilot study, the
questionnaire survey, classroom observation were all interdependent and interrelated
for the study. The research sites were designed both in urban and rural areas. The
table below (Table 4.5) shows how quantitative and qualitative data were collected

at different stages throughout the data collection process:

Table 4.5: The data collection procedures

Data Activities/ Procedures Timetable
Collection
Phases
Phase-1 e Mapping of the site and sample selection
e Baseline data January 2010-
o Review of examination related documents | ™March 2010
(question papers, answer scripts, textbook,
syllabus and curriculum, etc)
e Literature review
e Pilot study
e Planning for survey administration
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Phase -2

e Visiting survey sites
e Seeking permission from authority April 2010~
e Questionnaire Survey Administration July 2010
e Planning for classroom observation
e Adopting, drafting and finalizing the
Observation Schedule (COLT, Part- A;
Modified UCOS; and Semi-structured
Checklists)
Phase- 3 e Classroom Observations in 10 sites
e Planning for conducting interviews August 2010-
e Drafting semi structure questions for Sepztg(r;;ber
interviews
Phase -4 1. In-depth interview October
e EFL teachers 2010-
e EFL examiners November
e Curriculum specialists 2010
2. Data analysis methods and procedures
framed
3. Data from review of documents, and part
of questionnaire survey data analysed

This research design is principally a sequentially exploratory triangulation
design (Creswell & Plano-Clark, 2007). It is sequential because phases of data
collection follow each other in a specific sequence over time. When regarded
horizontally at each stage, this design has concurrent elements, with quantitative and
qualitative data collection. Table 4.5 provides a specific timeline of when each data
collection period took place. It also lists the various sources of data, both
quantitative and qualitative, that were obtained throughout the entire data collection
process. The data collection and data analysis procedures are explained in greater

detail in the following sections:

Phase -1: The first stage of data collection involved the review and analysis
of EFL testing and teaching related documents at the HSC level. The washback
effect of the HSC examination at the macro level (e.g., current social and
educational context) was examined. The goal of this stage of data collection was to
get a broad and holistic understanding of washback and its influence on the EFL
teaching—learning areas, and objectives of the syllabus and curriculum, textbook
materials, lesson contents, characteristics of the HSC question papers in English, etc.
At this stage, the researcher also obtained baseline data from different sources to

provide a comparison with the data to be collected later for assessing examination
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washback. The researcher carried out a pilot study during this stage. The pilot study
took place in February 2010 to March 2010. The first pilot study was conducted
during 13 February to 21 February 2010, and again three weeks later during 10
March to 16 March, 2010.

Phase- 11: The second stage involved the administration of a questionnaire
survey. The survey was carried out in different higher secondary colleges through
two questionnaires. The researcher visited 18 colleges in urban and rural areas, and
collected data from the higher secondary students and teachers. The present
researcher distributed typed questionnaires to the respondents, and requested to
provide information spontaneously. Survey data collection took place during April
2010 to July 2010. All the questionnaires were administered in the face-to-face
classes. Data collection took place without any interference of teacher or the
researcher, and thus the researcher guaranteed the reliability of the results. While
administering questionnaire survey in different sites, the researcher was planning to
conduct the classroom observation. At this stage, he finalised the observation
schedules and checklists, and selected the 10 research sites of which 5 sites were in
rural areas and 5 were in urban colleges. When the data was collected, the scripts

were processed for analysis and interpretation.

Phase- 111: At the third stage, the classroom observations were conducted
in the selected sites. The washback effect at the micro level (e.g., the impact of the
HSC examination on classroom teaching and learning) was investigated.
Immediately after the classroom observations, in-depth interviews were conducted
with the six observed teachers. The data derived from the first and the second stages
were taken as the baseline data for this study, and they would be compared with how
teachers taught after they had responded to the questionnaire. During this phase
(Phase-111), the present researcher conducted a broad spectrum of observations, and
chose a true representative sample. At this stage, the focus of the study evolved from
an initially broad and holistic set of ideas to more specific questions related to the
teachers’ reactions to the examination in English. This round of observations was
conducted in August 2010 to September 2010. During this phase, he also planned to
conduct the in-depth interviews, and drafted the best-suited questions to be asked

during the interviews.
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Phase-1V: The last stage of data collection consisted of in-depth interviews.
The purpose of this stage of data collection was to confirm the salient and recurring
themes and patterns that had emerged from the data gathered in the earlier stages
and to see if the teaching of the target test features accelerated right before the test.
In this stage, all data sources were cross-examined to finally develop a theory to
explain the findings. The researcher conducted the interviews during the October
2010 to November 2010. During this stage the data analysis methods and
procedures were finalised and framed. In this stage, the data collected from the
review of documents and questionnaires survey were analysed. When the data were

collected, the scripts and raw data were processed for analysis and interpretation.

4.6 Data Analysis

A mixed methods (MM) approach combining the qualitative and quantitative
methods was used both for data collection and data analysis in this study. According
to Bogdan and Biken (1998), data analysis is the process of bringing order, structure,
and meaning to the mass of collected data. This process entails uncovering patterns,
themes, and categories. The review of the literature has demonstrated that there are
multiple facets of change of washback that occur at the systemic level as well as
within the school and classroom contexts. It was felt that this methodology would be
the best suited for capturing the complexity of the processes inherent in educational
change. Firstly, a close examination of the pertinent documents (sample test of the
HSC examination, NCTB formulated curriculum, textbook, past examination
questions, answer scripts, etc.) was performed. An intensive analysis of the
characteristics of the HSC examination in English was made; and is reported in the

next chapter.

Secondly, qualitative analyses of the classroom observation data as well as
the in-depth interview data were conducted. The analyses involved the use of the
constant comparative method (Bogdan & Biklen, 1998; Glasser and Strauss, 1990;
Lincoln & Guba, 1985) in which the data were classified into categories.
Specifically, the researcher used inductive logic to identify and categorize emerging
themes, perspectives and events from a mass of narrative data. Thirdly, quantitative

analyses were performed, which involved frequency counts (and/or percentages by
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category), descriptive statistics and the following inferential statistical procedures:
Levene's Test for Equality of Variances, and T-Test. These were applicable to this
study because they were commonly used to analyse interrelationships among large
numbers of variables and to explain these variables in terms of their common

underlying dimensions.

The science of statistics assists researchers in planning, analyzing, and
interpreting the results of their investigations. It provides accurate information about
the problem that arouses one’s interest. The investigator collects and analyses the
data applying appropriate statistical procedures. In the present study, the data were
analysed using the SPSS 18.0 for Windows; the descriptive statistics were also used
to analyse the responses of the participants. Data were analysed in two phases.
Qualitative analysis involved the use of a constant comparative method, while
quantitative analysis in this study involved descriptive statistics (e.g., frequency
counts, means, standard deviations, etc.). After this initial step, the responses of the
participants for each statement were tabulated and converted into percentages. The
percentages were then tabulated and graphed to allow a clear view and
understanding at a glance of how the responses were distributed across the two
groups of participants- teachers and students. Since the responses were actually on a
binary scale, the two categories of agreement (Strongly Agree &Agree) and
disagreement (Strongly Disagree & Disagree) were respectively collapsed to allow

for easier discussion of the results.

Finally, the different types of data sources were synthesized and integrated.
To be specific, the qualitative data (through interviews and observations) were
compared with the quantitative data (through the questionnaires) in search of
patterns of agreement and disagreement. The purpose of the comparison was to find
out whether the results from the qualitative data analysis were congruent with those
from the quantitative data analysis. As a result of the comparison, the categories
were combined and reorganized based on the common features found. The results of
the comparison were presented with visual aids (charts, tables, etc.). The data were
reviewed in a timely manner so that they could inform subsequent stages of the data
collection process. More details of how the data were analysed are reported below
in Table 4.6:
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Table 4.6: Data analysis procedure

Analysis of the Case Questionnaire Integration of
Document Studies Five-point Likert scale | Data
(e.g. the HSC Observation | Closed items (Likert Questionnaire
Syllabus and Scale) + Interview
Curriculum, textbook, | e Coding e SPSS 18.0 used + Observation
HSC exam papers in e Frequency | eDescriptive stats
English) counts (frequency counts, SD) | Qualitative and
eGoals e Inferential stats quantitative
eContents (Levene’s Test, T-Test)
o Skills
eMethodology
In-depth Interview Interview Question (Open-ended

e Organizing data questions)-Constant comparative method

e Categorization e EFL teachers

e Developing theory e EFL examiners

e Curriculum specialists

4.6.1. Analysis of Questionnaire Data

The questionnaire survey data were analysed in multiple ways. Descriptive
statistics, inferential statistics, tables, charts, and graphs were applied to clarify and
explain the analysis. Survey results can be presented in different ways: by text, in
tables, in figures in charts, graphs and histograms. Tables and figures are useful
methods to convey data when the reader or viewer is required to take in information
while reading or listening. The tables and graphs can describe larger sets of
numbers better than text, and should be used if trying to communicate more than
three or four numbers. The computer program Statistical Package of the Social
Sciences (SPSS, 18.0) for Windows was used to compute descriptive statistics and
perform inferential statistics. A detailed discussion of all these procedures is

provided in Chapter Five.

4.6.1.1 Descriptive Statistics

When dealing with the questionnaire data involving various components
(such as the syllabus and curriculum, teaching methods, textbook materials, beliefs
of test impact on teaching/learning and pedagogical knowledge, etc.), the present

researcher first relied on frequency counts to know about the frequencies and
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percentages of the teachers’ and the students’ responses by category, and also

examined the mean and standard deviation (STDV) of each question.

4.6.1.2 Inferential Statistics

The Levene's test for equality of variances and T-Test for equality of means
(independent samples test) were performed to examine whether the means of two
groups (teachers and students) responded to questions. The independent samples T-
Test compare the mean scores of two groups on a given variable. For the
independent samples T-Test, it is assumed that both samples come from normally
distributed samples with equal standard deviations (or variances). A normally
distributed variable is assumed to have a skewness and kurtosis near zero (Arbuckle,
2006). Reliability for internal consistency was calculated using the Cronbach’s
(1970) Alpha Coefficient.

4.6.2 Analysis of the Data from Classroom Observations

The data from the classroom observations were first coded according to the
categories developed in the observation schedule. Then, frequency counts were
applied based on these labelled categories. The analysis involved a calculation of the
duration of each classroom activity and instructional pattern in an average
percentage of the class time. After that, the percentages of the time spent on each of
the categories on the observation schedule were compared to determine the
frequency of occurrence of various classroom interaction patterns and activities.
After this analysis, the observation data were compared to the data derived from the
interviews to see whether they were compatible to each other. As Maxwell (1996)

indicated, compatibility of interviews or observations is important.

4.6.2.1 Analysis of Data from COLT, UCOS, and Checklists

Data collected with the COLT and UCQOS observation schedules were
processed in different components. Besides, the data collected through the self-
prepared observation checklists were compared whether they were overlapped or

gone beyond systemic analysis. The instrument COLT (Part-A) was completed with
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the observer coding the classroom events as they occurred. Detailed notes of the
activities and episodes were taken during the lessons mainly focusing on the
communicative features of classrooms. The points of observations were placed in

separate categories.

When deciding on the coding of data according to coding categories, it was
necessary to reduce the categories in a standardised way. Additional notes taken
during the observation and materials collected from the classes were used to inform
decisions when identification of an instance was not clear simply from the basic
field notes alone. The data collected at this stage was somewhat qualitative, and as
such the process was an iterative one. Classroom observation data was recorded in
rows and columns in Excel files. Due to the varying lengths of the classes and
courses, all the activities were expressed as the percentage of the overall class time.
Once the data had been analysed quantitatively, a brief summary of the course was

written. The details of the analysis are presented in Chapter Five.

4.6.3 Analysis of the Data of Examination Related Documents

The analysis of the examination related documents aimed at identifying the
characteristics of the documents and their relations to classroom teaching, learning
and the HSC examination in English, for they would serve as the basis for a
comparison with what was happening in the classroom, and would help determine
whether the observed classroom phenomenon was closely test-related. The
researcher applied different criteria, checklists and guidelines (Appendices 3A to 3F)
to review the examination related documents. The analyses of examination related
documents determined how these materials influenced the academic behaviours of
the teachers and the learners, and exerted washback on EFL teaching and learning at
the HSC level.

4.6.3.1 Analysis of the Syllabus and Curriculum

The present researcher analysed the HSC English syllabus and curriculum
following some set guidelines (Appendix -3A) posed by a number of researchers
(e.g. Porter, 2002, 2004; Richards, 2001; Brown 1995; 2007). A syllabus refers to

the content or subject matter of an individual subject, whereas a curriculum refers to
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the totality of contents to be taught and aims to be realised within one school or
educational system. A syllabus is a specification of the content of a course of
instruction and lists what will be taught and tested. In Bangladesh, the HSC English
syllabus directly corresponds and represents to the HSC English curriculum- hence
the HSC English syllabus and curriculum can be used interchangeably. So, they are
both used as a mutual term in this research. The term "curriculum® in this study is
seen to include the entire teaching/learning process, including materials, equipment,

examinations, and the training of teachers.

Porter (2004) defines curriculum analysis as the systematic process of
isolating and analysing targeted features of a curriculum. Any curriculum analysis
most commonly involves describing and isolating a particular set of contents (e. g.
language arts content) in a curriculum and then analysing the performance
expectations, or cognitive demand, that describe what students are to know and do
with the content. Content, is defined as the domain specific declarative, procedural,
tactile and situative knowledge targeted by a curriculum. Performance expectations
are generally defined as the level at which a student is expected to know and employ
the content as a result of the instructional activities and assessments conducted in the
curriculum. Through systematic analysis of curricula, educators can begin to
compare and contrast various aspects across multiple curricula. Porter (2002, 2004)
also makes distinctions regarding the four levels at which curricula analysis may
occur. The four levels at which one may analyse a curriculum include intended,
enacted, assessed, and learned. The method introduced in this study was only

concerned with examining the intended curriculum.

Curriculum and syllabus analysis is a type of methodology within qualitative
research. The present researcher followed a systematic process for completing a
language-based curriculum analysis to address a critical review of the curriculum
expectations which might challenge students with communication difficulties. This
analysis leads to the development of strategies for making modifications in the
presentation of curriculum material. The history of curriculum development in
language teaching starts with the notion of syllabus design. A syllabus design is one
aspect of curriculum development but is not identical with it. The present researcher

used the following steps to analyse the HSC EFL curriculum and syllabus:
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Needs Analysis

The researcher conducted “needs analysis” of the HSC English syllabus and
curriculum because it was a fundamental point to be analysed. Richards (2001)
suggests “Needs Analysis” is fundamental to the planning of general language
courses. In language curriculum development, Needs Analysis serves the purposes
of (i) providing a mechanism for obtaining a wider range of input into the content,
design and implementation of a language program through involving such people as
learners, teachers, administrators and employers in the planning process, (ii)
identifying general or specific language needs which can be addressed in developing
goals, objectives, and content, for a language program, and (iii) providing data

which can serve as the basis for reviewing and evaluating an existing programme.

Goals Setting or Objectives

The second step in the curriculum analysis process is to establish goals or
objectives. The present study examined the goals and objectives of the HSC English
curriculum to evaluate its standard with regard to communicative language teaching
and testing. According to Brown (1995, p. 71) goals are broader in their concept as
they are general statements concerning desirable and attainable programme purposes
and aims”. Objectives on the other hand are much more specific than goals, both in
their conception and in their context. Objectives usually refer to aims and purposes
within the narrow context of a lesson or an activity within a lesson. Furthermore
Graves, (2000, p.93) adds that the goals and objectives are “not set in cement” but
“should be clearly stated, as teachers hope to accomplish given what they know
about their context, about “students’ needs and our beliefs about how people learn”,

and finally *“our experience with the particular content”.

Content and Methodology

A curriculum advocates teaching methods to be used in the class. The
teaching methods are recommended on the basis of contents, and the goals and
objectives of the syllabus and curriculum. The present study examined which
teaching method was recommended to achieve the goals and objectives of the
syllabus and curriculum. The study also analysed the contents to be taught in the
class. Richards (2001) points out that there are two major forms of curriculum

models and teaching method. In the Educational Curriculum context “Methodology
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is concerned with choosing learning experiences, activities and tasks, which lead to
mastery of the linguistic content of the syllabus, and at the same time, attain the

objectives of the language program” (Richards, 2001, p. 15).

Assessment/Testing

Assessment is an essential part of any curriculum. The present researcher
reviewed how the present HSC English curriculum treated EFL testing. Brown
(2007) argues “no curriculum should be considered complete without some form of
programme evaluation”. He adds that there are three interdependent elements to
assess: students, teachers, and programme. Each of these relies on the both the

others to be successful, or, conversely contribute to their failure.

Brown (2007, p. 159) explains that there are three possible ways that need to
be considered in evaluating the success of the curriculum. First, everybody needs to
be consulted (“all the stakeholders/participants”). Secondly the researcher needs to
consider the “audience of the evaluation”. Finally, the researcher needs to consider
various aspects (Brown, 2007) of the programme evaluation as the following:
appropriateness of the course goals, adequacy of the syllabus to meet those goals,
textbooks and materials used to support the curriculum, classroom methodology,
activities, procedures, the teacher’s training, background, and expertise, appropriate
orientation of teachers and students before the course, the students’ motivation and
attitudes, the students’ perceptions of the course, the students’ actual performance as
measured by assessments, means for monitoring students’ progress through
assessments, institutional support, including resources, classrooms, and

environment, and staff collaboration and development before and during the course.

4.6.3.2 Analysis of English for Today for Classes 11-12

The present study analysed English for Today for classes 11-12 to look into
whether the textbook corresponded to the HSC English syllabus and curriculum. The
analysis also tried to find out if the HSC examination adequately communicated the
lesson objectives of the English textbook. For the textbook analysis, a checklist
(Appendix-3B) was applied which was adapted from the American Council on the
Teaching of Foreign Languages (ACTFL). A number of textbook evaluation

checklists and guidelines had also been studied to evaluate English for Today for
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classes 11-12. Bailey (1999) advocates that textbook washback is a possible result of
test use. She suggests that test preparation materials are the indirect evidence of
washback. The textbook should give introductory guidance on the presentation of
language items and skills. It serves as a syllabus. The analysis looked into whether
HSC examination in English had any washback (positive or negative) on English for

Today for classes 11-12.

4.6.3.3 Analysis of the HSC English Test

The framework proposed by Bachman and Palmer (1996) is often taken as a
theoretically grounded guideline (Appendix-3E) for analysing the characteristics of a
test. This conceptual framework consists of a set of principles involving five facets
of tasks: setting, test rubric, input, expected response, and relationship between input
and response. But here, the present researcher presented and discussed four features
in particular which he thought crucial for this study. A test is a part of curriculum,
so, the test should reflect and correspond to the syllabus and curriculum. The
present study performed the HSC English test: First Paper (Appendix-3C) and
Second Paper (Appendix-3D) analyses to examine the nature, contents,

characteristics, and their influence (washback) on classroom teaching and learning.

4.6.3.4 Analysis of the HSC Answer Scripts

The present researcher conducted “Answer Scripts” analysis to examine
whether the examiners’ evaluation/scoring system influenced teaching and learning.
The researchers analysed 20 answer scripts of English First and Second Paper
examined by 4 EFL examiners. The present researcher also observed the scoring/
marking procedures of the examiners. Afterward, the examiners were interviewed

through semi-structured questionnaire.

Answer script analysis offers in-depth knowledge of the student as a learner
on a prescribed course. It can include evidence of specific skills and other items at
one particular time and language performance and progress over time, under
different conditions, in all four modalities ( such as reading, writing, listening, and
speaking) or all three communication modes (interpersonal, interpretive, and

presentational). Cheng (2004) suggests that analysis of answer sheets/scripts reflects
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students’ overall achievement in second or foreign language learning. Like
classroom observation, answer sheet analysis is of great value. Bailey (1999) points
out that answer sheet analysis is closely linked to instruction, which has two
educational benefits. First, linking assessment to instruction means that what is
being measured has been taught. Second, it reveals any weaknesses in instructional
practices. Andrew (2004) suggests answer per analysis promotes positive student
involvement. It is actively involved in and reflecting on their own learning. Li
(2009) suggest that answer paper focuses how much positive or negative washback

dominates the classroom activities.

Brown (2000) opines that answer papers are the visible evidence of learners’
learning outcome. Enright (2004) suggests answer pages highlight how much
communicative competence has been achieved opposed to how much it is tested.
However, Morrow (1991) argues that answers to tests are more than simply right or
wrong, and that they should be assessed on the basis of how far toward an
approximation of the native speaker’s system they have moved. Tests should reveal
the quality of the testee’s language performance. For the answer scripts analysis, a
checklist (Appendix- 3F) was applied. The checklist was adopted in accordance
with the guidelines of Morrow (1991) and Brown (2003).

4.6.4 Analysis of the Data from Interviews

In general, the data derived from the interviews (e.g. individual) as well as
the data from classroom observations were analysed qualitatively by searching for
themes and patterns. In the meantime, they were reduced and synthesized using
focused summaries pertaining to the research questions and other emerging issues.
The general aim of conducting interviews was to explore the breadth and range of
views represented by the participants on the topic of the complexity of washback
phenomena in relation to the HSC examination and English language teaching and
learning. The interviews were also used for the collection of straightforward factual
information. Oral consent was obtained from all participants prior to interviews.
Face-to-face interviews were then conducted with two EFL teachers, examiners and
curriculum specialists. Those participants were members of the target population but
not part of the final sample in the main study. The purpose of interviews with

teachers was to explore the teachers’ beliefs: whether teachers believed that their
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teaching had been influenced by the HSC examination in English. The interviews
also provided an opportunity for the teachers to give their impressions of the lessons,
to describe the rationale behind their choices of activities and materials, and to
express their opinions regarding the imposition of English tests as a graduation
requirement. The copies of the interview schedule are given in Appendix section
(4A, 4B, 4C).

4.6.4.1 Design and Procedure of the Interviews Analysis

All of the interview questions were derived from the review of the literature
and contacts at the preliminary information-gathering stage, and there were parallels
between questions in the questionnaires and interviews. All of the interviews were
semi-structured with prompts whenever necessary and they were conducted in
English and Bengali, and hence the language in which all participants would most
likely feel comfortable communicating. All the interviews were audio-recorded and
backed up by written field notes in order to trial the data collection procedure and
the equipment. At this pilot stage, interviewees expressed no particular difficulties in
answering any of the questions. Therefore, the interview schedules were employed
for the main study with just occasional minor corrections of wording. All of the
interviews lasted about 20 to 30 minutes. Each participant was interviewed once and

the interviews were audio-recorded.

All of the interviews of study were transcribed in full in the original language
and then translated into English by the researcher. As suggested by Gillham (2005),
the transcripts were edited by avoiding repetitions and putting substantive statements
in chronological order to make grammatical sense, which facilitated further levels of
analysis and provided a relatively tidy and accessible form for interpretation. Morse
and Richards (2002) distinguished between three kinds of coding: descriptive
coding, topic coding and analytic coding. The process of analysis began with topic
coding. The topics were designated according to the categories previously used in
designing the interview schedules. The categories were used as preliminary ways of
understanding the data as “at the beginning of a study the researcher is uncertain
about what will ultimately be meaningful” (Merriam, 1998, p. 179). The researcher

then looked for patterns across each of the categories, seeking to identify recurrent

Language in India www.languageinindia.com 16:9 September 2016 Md. Enamul Hoque Ph.D. <Pages 288-786>
192



analytical categories. The transcripts were then grouped and edited again according

to the new analytic categories.

For the purpose of examining the reliability of the interview data, the
researcher went back to the audio-recorded interviews and recoded the previously
analysed interviews. The purpose of this approach was to make sure that the present
researcher had been consistent with the criteria for analysis. The main study
interview data are presented and discussed in Chapter Five (section 5.4). The

qualitative data analysis proceeded along the following steps:

4.6.4.1.1 Organizing the Data

First, the researcher performed minor editing to make field notes and
interview summaries manageable and retrievable. Then, he closely examined a small
batch of data, and jotted down the emerging themes and patterns. Having developed
some preliminary categories of themes, he read through the data, and grouped them
according to these categories. He analysed the data logically, and assigned units of
data into categories based on shared themes. The method that he used to analyse the
data is called the constant comparative method (Strauss & Corbin, 1990). The
remarks and assertions made by interviewed personnel/examiners during the various
interview sessions were constantly compared and contrasted throughout the research

process.

4.6.4.1.2 Developing Theories and Reporting the Outcomes

This step involved simplifying the codes and reducing the number of
categories. Specifically, smaller categories were merged into a larger category. This
procedure of combining and recombining the categories entailed data reduction.
Eventually, this systematic process of induction enabled the present researcher to
relate the data to a theory. Drawing on the coding system developed by Strauss and
Corbin (1998), he was able to build theoretical explanations, develop concepts and
propositions from data. As a result, a grounded theory was developed at this stage. It
provides a thick description of the research settings and a comprehensive account of
the results. A holistic perspective was adopted when it came to presenting the

participants’ perspectives and views.
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4.7 Conclusion

Research outcomes largely depend on the methodology a study applies.
Methodology differs from subject to subject and context to context. Since the
context may have an impact on results, the researcher needs to be informed of what
measures what. Therefore, the present researcher was very careful in applying an
appropriate methodology for this research. His attempt was to ensure that methods
and approaches utilised were appropriate to capture the washback traces. In general,
there are two types of designs adopted by washback researchers: mono-method and

mixed methods approaches.

It is a fact that there were not many existing instruments in the area of
washback which could be drawn upon. No single uniform questionnaire has
emerged as being widely used to survey either teachers or students about language
testing washback. Bailey (1999) pointed out that it would be a valuable contribution
to the available methodological instruments for washback study to develop a widely
usable questionnaire for teachers and for students. The subjects of the present
study, the method, the instrument, data analysis procedures, are all validated and

supported by the previous research studies carried out during the last decade.

This chapter has presented and discussed several aspects of the research
design adopted in the present study. First, an introduction is given to the application
of a mixed-methods and emergent design. It has indicated that a mixed-methods
strategy is appropriate to this study since each single method has its individual
weaknesses. Second, some general background information is given about the
participating students, teachers, other professionals, and research sites. Third, a
description of the instruments is given, along with a brief rationale for using them.
Fourth, the procedures of data collection are explained. The final section has

provided a description of the procedures and methods of data analysis.

After analysing all types of data, the researcher made a comparison among
data from different methods in order to triangulate and complement the findings. If
findings were congruent, interpretations could be made on the basis of the consistent
results. When the data showed inconsistency, the researcher tried to speculate on the
underlying reasons, and interpreted the divergent results. The next chapter presents

and discusses the findings of the study.

Language in India www.languageinindia.com 16:9 September 2016 Md. Enamul Hoque Ph.D. <Pages 288-786>
194



Chapter Five
Presentation and Discussion of the Findings

The methods applied to collecting data in the present study have been
detailed in the previous chapter. This chapter presents and discusses the findings of
the analysis of data collected from varied population and sources in separate
sections. It begins with the presentation and discussion of the quantitative findings
derived from the questionnaire surveys. After that, the qualitative findings resulted
from the classroom observations, analysis of examination related documents and
interviews with teachers, examiners, and curriculum specialists are presented and
discussed. Given the substantial amount of data yielded from this study, a detailed
description of all of the findings of this research is beyond the scope of this thesis.
The present researcher was compelled to limit the presentation of results in this

thesis to only the findings that specifically addressed the research questions.

5.1 The Questionnaire Surveys

As introduced in Chapter Four, a survey was administered to the
participating students and teachers in this study to poll their beliefs in the HSC
examination in English, and their opinion of its influence on EFL education, their
views of language teaching and learning, and information about what they
considered to be effective ways of teaching. Five hundred students and one hundred
twenty five teachers took part in the survey. Both the teachers and the students
responded to the questionnaires related to the syllabus and curriculum, materials,
teaching methods, teaching methods, classroom tasks and activities, language skills
and element, and respondents’ beliefs, attitudes and perception as to the test. This
section presents the results of statistical analyses. For the purposes of reporting, the
decimal numbers calculated were rounded off to the nearest whole number. In the
present study, the internal consistency was measured based on the correlations
between different items of the student and teacher questionnaires. The
questionnaires comprised 6 sections on 6 domains. Under each section, there were
several questions. The internal consistency of every section was measured

statistically.
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Internal consistency reliability defines the consistency of the results
delivered in a test, ensuring that the various items measuring the different constructs
deliver consistent scores. Internal consistency reliability is a measure of how well a
test addresses different constructs and delivers reliable scores. In this study, the
internal consistency has been measured with Cronbach's alpha, a statistic calculated
from the pair-wise correlations between items. Internal consistency ranges between

zero and one.

A commonly accepted rule of thumb is that an U of 0.60-0.70 indicates
acceptable reliability, and 0.80 or higher indicates good reliability. High reliabilities
(0.95 or higher) are not necessarily desirable, as this indicates that the items may be
entirely redundant. The items produced a reliability estimate of 0.74 (textbook
materials) to 0.90 (EFL skills and elements) for teachers, above the desirable
threshold of 0.70 (Garson, 2007). The student items reliability ranged from 0.62
(Teaching methods and approaches) to 0.88 (EFL skills and elements). The
magnitude of the relationship investigated in the study was described on the basis of

the scale delineated by Davies (1971) as shown below:

1.0 Perfect
0.70--------------- 0.99 Very high relationship
0.50--------------- 0.69 Substantial relationship
0.30--------------- 0.49 Moderate relationship
0.10--------------- 0.29 Low association
0.01--------------- 0.09 Negligible relationship

The present study used two questionnaires: student questionnaire and teacher
questionnaire. Every questionnaire had six sections comprising altogether 45

questions. The internal reliability of the questions of every section is as follows:

Table 5.1: Reliabilities estimates

SL | Sections Items Students | Teachers
1 Syllabus and Curriculum 7 items 0.79 0.78
2 Textbook Materials 10 items 0.76 0.74
3 Teaching Methods and Approaches | 8 items 0.62 0.70
4 Classroom Tasks and Activities 6 items 0.85 0.87
5 EFL Skills and Elements 5 items 0.88 0.90
6 Students’ Belief, Attitudes and 8 items 0.71 0.77
Perception as to the test
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5.1.1 The Statistical Analysis

The findings of the study are presented as per themes. The quantitative
analysis in this study involved descriptive statistics (e.g., frequency counts, means,
standard deviations, etc.) and inferential statistics. The SPSS 18.0 for Windows was

used for the statistical analysis.

The responses of the participants for each statement were tabulated and
converted into percentages. The percentages were then tabulated and graphed to
allow a clear view and understanding at a glance of how the responses were
distributed across the two groups of participants. Since the responses were actually
on a binary scale, the two categories of ‘strongly agree’ and ‘agree’ were collapsed
into single category agreement, while ‘strongly disagree’ and ‘disagree’ were
collapsed into single category disagreement to allow easier discussion of the results.
The statements assessing the expected response of the participants were adopted
through a five-point Likert scale (Likert, 1932). On the scale, statements were coded
as Strongly Agree=5, Agree=4, Neutral=3, Disagree=2, and Strongly Disagree=1.
Five experts (the supervisor, two senior researchers, and two statisticians) in
statistics were consulted in identifying the analytical levels of estimating values of
mean scores of each item in the instrument (i.e. questionnaire). What needs to be
mentioned here is that the questionnaire statements are reported as if they were

questions. For instance, Q1 refers to Statement Number 1.

In the study, the present researcher performed analyses of different issues
such as teachers’ beliefs, knowledge and experience. However, due to the limited
scope of this paper, they are not presented in this thesis. Here, only six major themes
are reported: (1) the syllabus and the curriculum and its relation with the HSC
examination in English and its (examination) impact; (2) textbook materials and
washback effects of the HSC examination on their teaching and learning; (3)
teaching methods, respondents’ beliefs in teaching and learning, and the ways they
teach; (4) classroom activities and knowledge base; (5) practices of language skills
and elements; and (6) respondents’ belief, attitude, and perception towards test. All

the themes pertained to the research questions that were posed in this study.

Some relevant statistical tests had been conducted for data analysis and to

draw reliable findings from the current research. Mean (M) scores, mode, median,
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standard deviation (STDV), variance, skewness, kurtosis, etc. were mainly
performed for the analyses of the data. Some inferential analyses such as reliability,
correlation coefficient, Levene's Test for Equality of Variances, T-Test significance

were performed in the study.

For every question, the mean score was calculated to support the frequency
of the findings. The mean score is the average and is computed as the sum of all the
observed outcomes from the sample divided by the total number of events. The
mean (M) is a weighted average, with the relative frequencies as the weight factors.
A distribution can be compared with a mass distribution, by thinking of the test
marks as point masses on a wire (the x-axis) and the relative frequencies as the
masses of these points. In this analogy, the mean is literally the centre of mass--the
balance point of the wire. Usually, x is used as the symbol for the sample mean.

With this in mind, it is natural to define the mean of a frequency distribution by-

=13

5o
In statistics, ‘n’ is the sample size and the x corresponds to the observed value.

The study calculated the variance and the standard deviation. Both are
measures of the spread of the distribution of the mean. The physical unit of the
variance is the square of the physical unit of the data. The researcher calculated
standard deviation (STDV) because it was a widely used measurement of variability
or diversity used in statistics and probability theory. It shows how much variation or
‘dispersion’ there is from the average (mean or expected value). Standard Deviation
(STDV) is the extent to which data differ from the mean.

It should be mentioned that a low standard deviation indicates that the data
points tend to be very close to the mean, whereas a high standard deviation indicates
that the data are spread out over a large range of values. Standard deviation
measures spread in the same physical unit as the original data both measures of

spread are considered very useful for the study. The variance is defined to be-
: 1 < "y
§=—-> (x—x)
ot
and, the standard deviation is defined to be-
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s— f—> (x— x)*
n—1:3
The standard deviation is a measure of how the data is clustered of the mean.
For large sets of data, approximately 68.3% of the data lies within one standard
deviation of the mean and approximately 95.4% of the data lies within two standard

deviations of the mean.

The fundamental task in the statistical analyses for the present study was to
characterise the location and variability of a data set. A further characterization of
the data includes skewness and kurtosis. Skewness is a measure of symmetry, or
more precisely, the lack of symmetry. A distribution, or data set, is symmetric if it
looks the same to the left and right of the central point. Kurtosis is a measure of
whether the data are peaked or flat relative to a normal distribution. That is, data sets
with high kurtosis tend to have a distinct peak near the mean, decline rather rapidly,
and have heavy tails. On the other hand, data sets with low kurtosis tend to have a
flat top near the mean rather than a sharp peak. A uniform distribution would be the
extreme case. The histogram is an effective graphical technique for showing both the
skewness and kurtosis of data set. For univariate data Y1, Y»,..., Yn, the formula for

skewness is:

skeness =

Where Yis the mean, g is the standard deviation (STDV), and N is the
number of data points. The skewness for a normal distribution is zero, and any
symmetric data should have skewness near zero. Negative values for the skewness
indicate data that are skewed left and positive values for the skewness indicate data
that are skewed right. By the data skewed left, we mean that the left tail is long
relative to the right tail. Similarly, the data skewed right means the right tail is long
relative to the left tail. Some measurements have a lower bound and are skewed

right. For example, in reliability studies, failure times cannot be negative.

Kurtosis characterizes the relative peakedness or flatness of a distribution
compared with the normal distribution. Positive kurtosis indicates a relatively
peaked distribution. Negative (-) kurtosis indicates higher kurtosis means more of

the variance is due to infrequent extreme deviations, as opposed to frequent
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modestly-sized deviations. A high kurtosis distribution has a sharper "peak™ and
fatter "tails", while a low kurtosis distribution has a more rounded peak with wider

"shouldersa” relatively flat distribution.

Yk =-X)*
Eurtosis = == 3
ns

Here, ¥'is the mean, s is the standard deviation, and N is the number of data points.

Skewness characterizes the degree of asymmetry of a distribution around its
mean. Positive skewness indicates a distribution with an asymmetric tail extending
towards more positive values. In this example, the researcher compared several
well-known distributions from different parametric families. Negative skewness
indicates a distribution with an asymmetric tail extending towards more negative
values. The skewness statistic is sometimes also called the skewedness statistic. As
the skewness statistic departs further from zero, a positive value indicates the
possibility of a positively skewed distribution (that is, with scores bunched up on the
low end of the score scale) or a negative value indicates the possibility of a
negatively skewed distribution (that is, with scores bunched up on the high end of

the scale).

If skewness is positive, the data are positively skewed or skewed right,
meaning that the right tail of the distribution is longer than the left. If skewness is
negative, the data are negatively skewed or skewed left, meaning that the left tail is
longer. If skewness is zero (= 0), the data are perfectly symmetrical. But a skewness
of exactly zero is quite unlikely for real-world data. Bulmer, M. G., Principles of
Statistics (Dover, 1979) suggests this rule of thumb:

a) If skewness is less than T1 or greater than +1, the distribution is highly
skewed.

b.) If skewness is between T1 and T% or between +% and +1, the distribution is
moderately skewed.

c.) If skewness is between T%2 and +%, the distribution is approximately
symmetric.

d.) With a skewness of T0.1098, the sample data for student heights are

approximately symmetric.
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The present researcher also presents the findings from the inferential
statistical analyses. Levene's Test for Equality of Variances and Independent Sample

Tests (T-Test) were performed for some advanced level of analysis of data.

5.1.2 The Syllabus and Curriculum

The findings of the syllabus and curriculum have been discussed and
analysed in this section. The findings have been tried to be validated through cross
referencing. Through the interpretation of the findings, the nature and scope of
washback of the HSC examination on EFL teaching and learning in general and on

the syllabus and curriculum in particular have been examined.

The test always follows and does not lead the curriculum (Lindvall and
Nitko, 1975). Given an inappropriate test, narrowing of the curriculum impedes
teaching and learning EFL/ESL (Smith, 1991). Since test contents can have a very
direct washback effect upon teaching curricula, it can affect the curriculum and
learning (Alderson & Wall, 1993). When a test reflects the aims and objectives of
the syllabus of the course, it is likely to have beneficial washback. On the other
hand, when the test was at variance with the aims and the syllabus, it is likely to

have harmful washback.

A curriculum is a fundamental part of EFL classes. It provides a focus on the
class, and sets goals for the student. A curriculum also gives the students a guide and
idea to what he/she will learn, and how he/she has progressed when the course is
over. The findings from the other instrument show that the test leads to the
narrowing of contents in the curriculum. It is common to claim the existence of
washback, and to declare that tests can be powerful determiners, both positively and
negatively, of what happens in classrooms. The findings of the syllabus and
curriculum through the statistical analyses are presented in this section to examine

the test’s washback on teaching and learning EFL.

To avoid confusion, if a question or statement has negative wording, it is
then reverse-coded. The question is coded as ‘Q’ for shorter presentation. The
syllabus and curriculum section of the questionnaire dealt with 7 questions which
addressed a number of aspects: (a) awareness of the objectives of the syllabus and

curriculum (Q1), (b) appropriateness of the syllabus and curriculum (Q2),
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(c) treatment and teaching of the syllabus and curriculum contents in the class (Q3,
Q4, and Q5), and (d) goals of EFL curriculum and practising and testing of language
skills (Q6, and Q7). A number of statistical analyses of the data were carried out to

draw results. The findings are presented by themes and step by step.

5.1.2.1 The Analysis of Descriptive Statistics

Since the questions of the questionnaire survey were organised by themes,
the statements discussed here are also presented by themes. Both the questionnaires
(student questionnaire and teacher questionnaire) were constructed on the same
domains of EFL testing and teaching. The number of questions on each domain was
equal. Therefore, the findings from both questionnaires are presented and discussed
simultaneously comparing the frequency and values from statistical analyses. Now,
the first theme touched upon in the surveys concerns the influences of HSC
examination on the syllabus and curriculum and their assumptions about the
washback effects of the EFL test. Details of the findings of the student survey are
also presented in the tables, histograms, and other figures. For the sake of

presentation, questions are coded as student question=SQ, and teacher question=TQ.

5.1.2.1.1 Awareness of the Objectives of the EFL Curriculum

Question 1 (Q1) asked whether the participants (teachers and students) were
aware of the objectives of the syllabus and curriculum. The results showed that more
than 64% students (M= 2.55, STDV =.1.47) believed (strongly disagree + disagree)
that they were not aware of the objectives of the syllabus and curriculum, whereas
over 59% of teachers admitted (strongly disagree + disagree) that they were also not
aware of the objectives of the syllabus and curriculum. The objectives of the HSC
English (2000) are: to enable the learners to communicate effectively and
appropriately in real-life situations, to use English effectively across the curriculum,
to develop and integrate the use of the four skills of language, etc. But the teachers
and their students were not aware of the objectives of the syllabus and curriculum
because they only concentrated on the test and test items. They did not teach the
syllabus, rather they taught to the test. It is important to mention that the HSC EFL

curriculum has a set of objectives to be attained through classroom teaching. If the
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teachers themselves are not aware of the objectives, it is hardly possible for them to
achieve the curriculum objectives set by the state authority. Details of the findings

of Q1 are also presented in the tables numbered 5.2 and 5.3:

The frequency options are coded as Strongly Agree= SA, Agree=A,
Disagree= D, and Strongly Disagree= SD

Table 5.2: Frequency counts of awareness of the objectives of the curriculum

Significant Frequency Negligible Frequency
Agreement Disagreement Neutral Missing Total
(SA+A) (SD +D)
No Freq. | Percent | Freq. Percent | Freq pct Freq | pct
(%) (%) % %
SQ1 | 172 | 34.2 321 64.2 7 14 | - - 500
TQ1 |51 40.8 74 59.2 - - - 125

As shown in Table 5.3, the variances among the options were 2.176 and
2.675 for the students and teachers respectively. The skewness value for student
question was .520 (positive), and kurtosis value was -1.254(negative). On the other
hand, the teacher skewness value was 0.312(positive), and kurtosis value was -1.609
(negative). The analysis and discussion of skewness and kurtosis values are
presented separately at the latter part of this section. The histograms (Figure 5.1 and
Figure 5.2) give an overall display of the findings from frequency and descriptive

point of view.

Table 5.3: Descriptive statistics on awareness of the objectives of the curriculum

Qno | Mean | Median | Standard Deviation | Variance | Skewness | Kurtosis
(M) (STDV)

SQ1 2.55 2.00 1.475 2.176 520 -1.254

TQ1 2.78 2.00 1.636 2.675 312 -1.609

The findings of the question (Q1) are presented in the histograms below
(Figure 5.1 and Figure 5.2):
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Figure 5.1: Awareness of the Figure 5.2: Awareness of the

curriculum objectives (student) curriculum objectives (teacher)
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Washback has a deep relation with the syllabus and curriculum. Test
contents also can have a very direct washback effect upon teaching curricula.
Therefore, curriculum is a vital part of the EFL classes. Very often the test leads to
the narrowing of contents in the curriculum. Tests can affect curriculum and learning
(Alderson & Wall, 1993). Frontloading alignment of curriculum is commonly
practiced in EFL education. A frontloaded curriculum can prevent teaching to the
test, which may lead to an extremely narrow and rigid view of the actual goals and
objectives of any curriculum. The findings of the study about washback onto the

curriculum indicate that it operates in different ways in different situations.

The findings of the Q1 revealed that both groups of respondents were not
aware of the objectives of the syllabus and curriculum. It is now strongly grounded
from a number of studies that the poor knowledge of curriculum objectives is the
ultimate outcome negative washback of the examination. The findings of the present
study support the studies of Maniruzzaman and Hoque (2010), Maniruzzaman
(2011), and Wang (2006) who find that teaching to the test and test preparation are

the main concern of the teachers and their learners.

5.1.2.1.2 Appropriateness of the Syllabus and Curriculum

Q2 inquires about whether the present syllabus and curriculum enhance EFL
teaching and learning. The findings of Q2 (Table 5.4 and Table 5.5) show more than
74% students (M= 3.86, STDV=1.309) and over 64% teachers (M=3.53, STDV=
1.532) suggested that the present HSC syllabus and curriculum could enhance

teaching and learning:
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Table 5.4: Frequency counts on appropriateness of the syllabus and curriculum

Significant Frequency Negligible Frequency
Agreement Disagreement Neutral Missing Total
(SA+A) (SD +D)
No Freq. Percent | Freq. | Percent | Freq | pct Freq | pct
(%) (%) % %
SQ2 | 371 74.2 129 | 24.2 8 16 |- - 500
TQ2 |80 64 42 33.6 3 24 |- - 125

As a cross-referencing question, Q12 asked the participants whether the
textbook, English for Today for classes 11-12 was well-suited for practising EFL. To
this question, 61.6% teachers and 75% students were with the opinion that the
textbook (which corresponded to the syllabus and curriculum) were well-suited for

developing communicative competence in English.

Table 5.5: Descriptive statistics on appropriateness of the syllabus and curriculum

Qno | Mean | Median | Standard Deviation | Variance | Skewness | Kurtosis
(M) (STDV)

SQ2 | 3.86 4.00 1.309 1.714 -.910 -.549

TQ2 | 353 4.00 1.532 2.348 -.559 -1.287

The overall objectives of the HSC English curriculum (2000) are: (a) to
enable the learner to communicate effectively and appropriately in real life
situations, (b) to use English effectively, (c) to develop and integrate the use of the
four skills of language (listening, speaking, reading, and writing), (d) to develop an
interest in and appreciation of literature, and (e) to recycle and reinforce structures
already learned. The findings are also presented in the following figures (Figure 5.3
and Figure 5.4):

Figure 5.3: Appropriateness of the Figure 5.4: Appropriateness of the
curriculum (student) curriculum (teacher)
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In the present study, the findings revealed that though most of the teachers
and students were not aware of the objectives of the syllabus and curriculum, they
believed that the syllabus and curriculum could enhance EFL learning. The view
was supported by the classroom observation findings (Section 5.2).1t is a well
grounded fact that any curriculum cannot ensure that communicative language
teaching and learning take place in the classroom. It only provides a set of criteria
which, if properly implemented, would give the best possible chance for that to
happen. The analysis of the syllabus and curriculum found (section 5.3) that the
HSC syllabus was communicative thematically. There is a very strong question
whether the set objectives of the curriculum are attainable. Because the teachers do
not like to take any risk of teaching the items which are not tested, they consider it

simply waste of time.

5.1.2.1.3 Teaching of the Syllabus and Curriculum

A group of questions (Q3, Q4, and Q5) asked the respondents to assess their
own pedagogical knowledge and their treatment of syllabus contents in the
classroom (e.g., whether they knew how to go about things in the course of their
instruction and whether they were clear on the principles underpinning CLT). Q3
asked whether the teacher taught every section in the textbook whether those were
tested or not. In reply to Q3, 60% teachers (M=2.52, STDV=1.501,
Variance=2.252) pointed out that they did not teach every section of the syllabus.
About 71% students (strongly disagree +disagree) students (M=2.37, STDV=1.376,
Variance=1.894) confirmed that their teachers did not teach all the sections of the

syllabus. The following tables (Table 5.6 and Table 5.7) project the findings:

Table 5.6: Frequency counts on treatment of the syllabus and curriculum

Agreement Disagreement Neutral Missing Total
(SA+A) (SD +D) Sample

Freq. | Percent | Freq Percent Freq | pct | Freq | pct

(%) (%) % %
SQ3 132 26.4 352 70.8 13 |26] 3 |0.6 500
TQ3 48 38.4 75 60 2 |16 - - 1125
SQ4 360 72 129 25.8 10 2 1 0.2 500
TQ4 107 85.6 18 14.4 - - - - 1125
SQ5 349 69.8 146 29.2 5 |10] - - 1500
TQ5 89 71.2 33 26.4 1 |]08] 2 [16]125
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As a cross referencing question for Q3, Q11 asked whether they skipped
certain sections of the textbook which were less likely to be tested in the
examination. The findings of the question (Q11) directly supported the result. To the
question Q11, over 70% teachers admitted that they skipped some of the sections of
the syllabus, whereas nearly 75% students suggested that teachers skipped certain
topics because they were less likely to be tested in the examination. The findings of
Q3 are also presented in the figures below:

Figure 5.5: Teaching every section of
the syllabus (student)
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Table 5.7: Descriptive statistics on treatment of the syllabus and curriculum

Qno | Mean | Median | Standard Deviation | Variance | Skewness | Kurtosis
(M) (STDV)
SQ3 | 2.37 2.00 1.376 1.894 354 -.731
TQ3 | 2.52 2.00 1.501 2.252 354 -1.525
SQ4 | 3.75 | 4.00 1.349 1.820 -.834 -.679
TQ4 | 4.17 5.00 1.183 1.399 -1.580 1.501
SQ5 | 3.69 4.00 1.400 1.961 -.728 -.944
TQ5 | 3.78 | 4.00 1.452 2.107 -.884 -.749

Q4 asked the respondents (teachers and the students) whether they cared

about the syllabus and curriculum while preparing for the examination. The results
revealed that a huge number of teachers (86%) (M=4.17, STDV=1.183, Variance=
1.399) and students (72%) (M=3.75, STDV =1.349, variance= 1.820) did not care

about the syllabus and curriculum while preparing for the examination. This findings

were also supported by the classroom observation (Section 5.2) using the UCOS,

COLT and a self-made checklist, where the present researcher found the teachers
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and the students practising the test items (model questions, and past papers) in the
class. The findings are supported by Hwang (2003) who finds that learners practise
the items that are tested in the examination. The figures below (Figure 5.7 and

Figure 5.8) reflect the findings of this question:

Figure 5.7: Caring about the syllabus Figure 5.8: Caring about the syllabus
(student) (teacher)
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From the interview with the EFL teachers, it was found that the teachers
went on their own way to prepare their students for the examination. The students
also followed their teachers’ instruction to prepare themselves. For Q4, Q10 can be
used as a cross-referencing question which (Q 10) disclosed that majority of the
respondents (75% teachers and over 66% students) believed that the students did not
study the textbook materials seriously. The figures below present the frequency of

responses of the students and the teachers:

Figure 5.9: Feeling pressure to cover Figure 5.10: Feeling pressure to cover
the syllabus (students) the syllabus (teacher)
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Itis a well grounded fact that the students do not prefer to study the textbook
materials seriously because they have alternative materials such as model questions
and test papers. This classroom practice and use of commercially produced
materials are the evidences of the existence of negative washback on language

teaching and learning English at the higher secondary level.

Q5 asked whether the respondents felt pressure to cover the syllabus before
the examination. In response to the question, nearly 70% students and more than
71% teachers pointed out that they felt pressure to complete the syllabus. It is
strongly believed that a high-stakes test such as the HSC examination imposes
exaggerated pressure both on teachers and students to secure good grades in the
examination. This is an observable evidence of negative washback on teaching and
learning English as a foreign language. It leads the teachers and students to the
narrowing of the curriculum by directing teachers to focus only on those items and
skills that are included in the examinations. As a consequence, such tests are said to

dominate and distort the whole curriculum (Shepard, 1991).

A test is considered to have beneficial washback when it does not dominate
teaching and learning activities by narrowing the curriculum. When a test reflects
the aims of the syllabus of the course, it is likely to have beneficial washback, but
when the test is at variance with the aims and the syllabus, it is likely to have

harmful washback.

5.1.2.1.4 Goals of the EFL Curriculum and HSC Examination

Q6 asked if the HSC examination reflected the goals of HSC curriculum, that
was, communicative competence. In reply to the question, over 69% students
(M=2.43, STDV=1.378, Variance=1.9) and more than 59% teachers (M=2.76,
STDEV=1.668, Variance=2.78) suggested that the HSC examination in English did
not correspond to the objectives of the HSC English curriculum. In this study, their
opinion on this question was proved by many ways: analysis of the HSC English
test, analysis of the HSC answer scripts, in-depth interview with the EFL teachers
and examiners, and above all the classroom observation. The tables (Table 5.8 and
Table 5.9) display the detailed findings of Q6 and Q7:
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Table 5.8: Frequency counts on practising and testing the competence

Agreement Disagreement | Neutral Missing Total
(SA+A) (SD +D) Sample

Freq. | Percent Freg. | Percent | Freq | pct Freq | pct

(%) (%) % %
SQ6 | 139 |2738 346 | 69.2 14 2.8 1 0.2 | 500
TQ6 |50 40 74 59.2 1 0.8 - - 125
SQ7 137 | 274 353 | 70.6 9 1.8 1 0.2 | 500
TQ7 |28 22.4 96 76.8 125

Validity of the present HSC examination is found doubtful, because HSC

examination does not measure what it is intended to measure. Validity relates to the

extent to which meaningful inferences can be drawn from test scores (Bachman,

1990). In contrast, reliability concerns the consistency of measurement. Of the

validity considerations for a language test, construct validity is viewed as pivotal.

Table 5.9: Descriptive statistics on practising and testing English

Qno | Mean | Median | Standard Deviation | Variance | Skewness | Kurtosis
(M) (STDV)

SQ6 | 243 2.00 1.378 1.900 740 -.825

TQ6 | 2.76 2.00 1.668 2.781 325 -1.62

SQ7 | 2.37 2.00 1.365 1.864 172 - 773

TQ7 212 2.00 1.435 2.058 1.111 -.261

It is often used to refer to the extent to which one can interpret a given test

score as an indicator of a test takers’ language ability. The term can be interpreted to

mean that if a test has good construct validity, it is a good indicator of test takers’

language ability and vice-versa. The histograms below (Figure 5.11 and Figure 5.25)

demonstrate the comparison between teachers’ and students’ responses:

Figure 5.11: HSC examination and
curriculum objectives (student)
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Figure 5.12: HSC examination and
curriculum objectives (teacher)
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The main objective of the HSC syllabus and curriculum is to attain
communicative competence, whereas the HSC EFL examination assesses mainly
grammar, vocabulary, reading comprehension, and the writing skills to some extent.
The last question (Q7) about the syllabus and curriculum asked if the respondents
gave little attention to the examination preparation classes. In replying to the
question, nearly 77% teachers (M= 2.12, STDV=1.435, Variance= 2.058) almost
70% students (M= 2.37, STDV=1.365, Variance= 1.864) disagreed with the
statement meaning that they usually gave serious attention to the test items. The

histograms below display the findings of the question.

Figure 5.13: Concentration on the Figure 5.14: Concentration on the
exam preparation classes (student) exam preparation classes (teacher)
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The syllabus and curriculum advocate for the communicative language
teaching (CLT), but the HSC examination in English hinders the application of CLT.
The study probed into the views on the impact of the EFL examination on learning
(e.g., whether the test could motivate students, helped students understand their own
learning needs, etc.). The results reflected that the majority of teachers showed
negative impression of the impact of the HSC examination on teaching and learning

EFL. Thus, the study found mismatches between teaching and testing English.

Chapman and Snyder (2000) suggest that policy makers are responsible for
clarifying and elaborating the link between testing and improved teaching and
learning. Although Chapman and Snyder (2000) do not articulate the role of beliefs
of stakeholders, it can be argued that one of the embedded assumptions is belief
change as Fullan (2001) suggests that it plays an important role in promoting desired
test impact.
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5.1.2.2 Skewness and Kurtosis

It was found that the findings of the student questions Q1, Q3, Q6, and Q7
(Table 5.10) had positive skewness (0.520, 0.798, 0.740, and 0.772). On the other
hand, the skewness values of the questions: Q2, Q4, Q5 were negative (910, -.834,
and -.727) (Table 5.10). The figure 5.15 shows how the histogram skewed
positively. On the other hand, the histogram (Figure 5.17) showed how the data

skewed negatively:

Table 5.10: Skewness and kurtosis value distribution (student data)

Students SQ1 SQ2 SQ3 SQ4 | SQ5 | SQ6 SQ7
N Valid 500 500 497 499 500 499 499
Missing 0 0 3 1 0 1 1
Skewness 520 -.910 .798 -.834 | -728 | .740 72
Std. Errorof | 409 | 109 | 110 | 109 | 109 | 109 | 109
Skewness
Kurtosis -1.254 | -.549 -.731 -.679 | -.944 | -825 -773

Std. Error of

Kurtosis 218 218 219 218 | 218 | .218 218

Similarly, it was observed that the findings from the teachers’ (Table 5.11)
questions had both positive and negative skewness. It was found that the Q7 had
very highly skewed data. In addition, the findings from teacher questions: Q1, Q3,
Q6, and Q7 had positive skewness values (.312, .354 .325, and 1.111); therefore, the
histogram (Fig. 5.16) skewed positively. On the other hand, the teachers’ questions
had also negative skewness value (such as in Q2, Q4, and Q5) and the histogram

skewed negatively (Figure 5.18):

Table 5.11: Skewness and kurtosis value distribution (teacher data)

Teachers TQ1 TQ2 TQ3 TQ4 | TQ5 | TQ6 TQ7

N Valid 125 125 125 125 123 125 124
Missing 0 0 0 0 2 0 1

Skewness 312 -.559 354 | -1.580 | -.884 | .325 1.111

Std. Error of 217 | 217 | 217 | 217 | 218 | 217 | 217

Skewness

Kurtosis -1.609 | -1.287 | -1.516 | 1501 |-.749 | -1.628 -.261

Std. Error of

. 430 430 430 430 433 430 431
Kurtosis

As mentioned, if the skewness is negative then the data is negatively skewed.

For example, the histograms (Figure 5.17 and Figure 5.18) are negatively skewed.
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The analysis of skewness on syllabus and curriculum both for student data and
teacher data are shown in details in the tables in 5.10 and 5.11. The histograms
(Figure 5.15 to Figure 5.18) display the distribution of skewness and kurtosis values.

It is found that they are normally distributed:

Figure 5.15: Frequency of responses Figure 5.16: Frequency of responses
skewed positively (student) skewed positively (teacher)
Histogram Histogram
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From the above discussion, it is now clear that negative skewness indicates
that most of the respondents have disagreed with the statement of the question; and
the positive skewness suggests that most of the respondents have agreed with
statement of the question. The frequency tables (Tables 5.10 and 5.11) show the
frequency of responses of agreement and disagreements of the respondents on the
syllabus and curriculum. The histograms below demonstrate the skewness and

kurtosis values of the questions:

Figure 5.17: Frequency of responses Figure 5.18: Frequency of responses
skewed negatively (student) skewed negatively (teacher)
Histogram Histogram
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In the study, the kurtosis was calculated to observe whether the findings of
questions on the syllabus and curriculum were peaked or flat relative to a normal
distribution. That is, data sets with high kurtosis tended to have a distinct peak near
the mean, declined rather rapidly, and had heavy tails. Data sets with low kurtosis

tended to have a flat top near the mean rather than a sharp peak:

Figure 5.19: Distribution of Kurtosis Figure 5.20: Distribution of Kurtosis
results (teacher) results (student)
60— 200 _
50—
> > 150 /
O 40— O
5 = 5
= 30 = 100
o o
LL 20— LL
/ 50 /
10— \ Mean = Mean =
2.12 2.37
Std. Dev. = Std. Dev. =
0 T T T T T 1435 0 T T T T T1365
0 1 2 3 4 5 6 N=124 0 1 2 3 4 5 6 N=499

A high kurtosis distribution has a sharper peak and longer, fatter tails, while
a low kurtosis distribution has a more rounded peak and shorter thinner tails. The
descriptive statistics for the 7 items are presented in the above tables. The means
ranged from 1.95 to 3.14 and the standard deviations ranged from 1.30 to 1.47. The
medians and modes ranged from 2 to 4. The values for skewness ranged from -1.68
to 1.33, and kurtosis ranged from -.910 to 0.79. All values for skewness and kurtosis
were within the accepted limits of £3.0, indicating that the items appeared to be

normally distributed:

Figure 5.21: Distribution of Kurtosis Figure 5.22: Distribution of Kurtosis
results (student) results (teacher)
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Washback has deep relation with the syllabus and curriculum. A test is
considered to have beneficial washback, when preparation for it does not dominate
teaching and learning activities as narrow the curriculum. When a test reflects the
aims and the syllabus of the course, it is likely to have beneficial washback, but
when the test is at variance with the aims and the syllabus, it was likely to have
harmful washback. Test contents can have a very direct washback effect upon
teaching curricula. A curriculum is a vital part of EFL classes. It provides a focus on

the class and sets goals for the students throughout their study.

A curriculum also gives the student a guide and idea to what they will learn,
and how they have progressed when the course is over. The test leads to the
narrowing of contents in the curriculum. Tests can affect curriculum and learning
(Alderson & Wall, 1993). Shohamy et al. define curriculum alignment as “the
curriculum is modified according to test results” (1996, P.6). It is common to claim
the existence of washback and to declare that tests can be powerful determiners,

both positively and negatively, of what happens in classrooms.

5.1.2.3 The Inferential Statistical Analysis

In the previous section, the survey results from descriptive statistics
concerning the principal aspects involved in the washback phenomenon-various
components of the syllabus and curriculum are presented. In this section, the major
research question of this study “‘Does washback of the HSC public examination
influence EFL teaching and learning?” is answered more extensively. Concretely,
the salient findings derived from inferential statistics of the questionnaire data are
now presented. Levene's Test (1960) for Equality of Variances and Independent
Sample Test (T-Test) were performed for some advanced level of analysis of
findings. The researcher performed the internal consistency reliability analyses to

examine the homogeneity of the items.

5.1.2.3.1 Internal Reliabilities

The researcher computed internal consistency reliability estimates (i.e.,

coefficient alpha) of the syllabus and curriculum variables. The tables below (Table
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5.12 and Table 5.13) show the reliability estimates for internal consistency of the 7

items of the questionnaire concerning the syllabus and curriculum:

Table 5.12: Reliability estimate table- (Student items)

Student items No. Items Used | Question Number Reliability Estimates
(alpha)
Syllabus and 4 items 1,2,3,4 .79
curriculum 2 items 5,6 .69
4 items 1,56,7 71

For the student- items, the reliabilities of the items ranged from a low 0.69 to

a relatively high 0.79 for the students’ curriculum knowledge and practice.

Table 5.13: Reliability estimate table- (Teacher items)

Teacher item No. Items Used | Question Number | Reliability Estimates
Cronbach’s (alpha)
3 items 2,3, 7 78
Syllabus and 3 items 5,6, 4 .65
curriculum 3 items 1,5, 6, 73

For the teacher-items, the reliabilities ranged from .65 to a relatively high .78
In general, the reliability estimated for all the scales were relatively high or
moderate. The items produced a reliability estimate of 0.79 for students and .78 for

teachers, above the desirable threshold of 0.70 (Garson, 2007).

Table 5.14: Correlation coefficient between teachers and students means

Pearson’s product —Moment Correlation
Correlation Standard Error of Coefficient Degree of | Two tailed | r-squired
coefficient Freedom | probability
0.927 0.053 5 .0026* .0086

* = significant at p < 0.05
I Pearson (r) =0.92- among the means in two group of respondents

f r&=.0086. The hypotheses for this test are: Ho: rho = 0 Hy: rho <> 0
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5.1.2.3.2 Levene’s Test and T-Test Analysis

The present researcher conducted Levene’s test and independent sample test
(T-Test) to determine whether there was a significant difference between two sets of
scores. The significance level of mean differences was examined using independent
sample T-Tests. The Levene’s test for Equality of Variances was adopted to check
the equal distribution in each subgroup. The Independent Samples Test compares the
mean scores of two groups on a given variable. The following two hypotheses were
dealt with to judge the significance of the difference of two independent sample

groups (students and teachers):

a. Null Hypothesis- The means of the two groups are not significantly different.

b. Alternate Hypothesis- The means of the two groups are significantly
different.

The two groups were independent of one another. The study compared the
mean scores of HSC students with the mean scores of EFL teachers on the various
issues of syllabus and curriculum to examine whether effect of the HSC examination
in English affected the use and teaching the syllabus and curriculum. The
Independent Samples T-test determined whether the means of the two groups were
significantly different or not. Means and standard deviations of two groups are
presented in the table below:

Table 5.15: Group statistics of means

Group Statistics

Resp_type N Mean | Std. Deviation | Std. Error Mean
Q1 | Student 500 2.55 1.475 .066
Teacher 125 2.78 1.636 146
Q2 | Student 500 3.86 1.309 .059
Teacher 125 3.53 1.532 137
Q3 | Student 497 2.37 1.376 .062
Teacher 125 3.03 1.586 142
Q4 | Student 499 3.75 1.349 .060
Teacher 125 4.17 1.183 .106
Q5 | Student 500 3.69 1.400 .063
Teacher 123 3.78 1.452 131
Q6 | Student 499 2.43 1.378 062
Teacher 125 2.76 1.668 149
Q7 | Student 499 2.37 1.365 061
Teacher 124 2.12 1.435 129
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For the first question (Q1), students’ mean was 2.55 while teacher

S’ mean

was 2.78. The teachers’ mean (M=2.78) was greater than the students’ mean

(M=2.55). It was found that the teachers’ score is higher than the students’ score, but

the difference was only (2.78-2.55) 0.23. It proved that both groups of res
gave almost similar responses to the awareness of the objectives of syllab

curriculum.

Next, the Levene's Test for Equality of Variances is presented. If t

Levene's Test is significant (the value under "Sig." is .05 or less than .05),

pondents

us and

he

the two

variances are significantly different. If it is not significant (the value is greater than

.05), the two variances are not significantly different; that is, the two variances are

approximately equal. If the Levene's test is not significant, the second assumption

should be met. In Q1, It was found that the significance was .001, which was smaller

than .05. It was assumed that the variances were different. If the Levene's

significant, the second assumption (Equal variances not assumed) is met.

test is not
The tables

below (Table 5.16, Table 5.17, and Table 5.18) present the results of Levene’s test

and T-test of different items of syllabus and curriculum:

Table 5.16: Levene’s test of equity of variances- significant deference

Levene's Test for Equality of
Variances
F Sig,
Q1 Equal variances assumed 10.419 > 001
Equal variances not assumed <
* = significant at p < 0.05
Table 5.17: T-Tests for equity of means for insignificant difference
Levene's Test
for Equality of
Variances t-test for Equality of Means
95% Confidence
Interval of the
Difference
Sig. (2-| Mean |Std. Error
F Sig. t df tailed) |Difference |Difference| Lower | Upper
Q1 |Equal 10.419 | 0p1*| -1.485 | 623 .138 -.224 151 -520 | .072
variances "
assumed
Equal -1.396 |177.722)/" -.224 .160 -541 | .093
variances not '
assumed
* = significant at p < 0.05
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