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Abstract 

This study sets out to explore the issue of evaluation in general and language testing in 

particular in the Algerian educational system. In precise terms, the present research 

investigated how a particular type of language tests, achievement tests, should be designed 

and developed in order to make them fit their intended purposes. This aimed to provide EFL 

teachers at the secondary school level in Biskra region with theoretical and practical 

understanding, with the expectations to make these developed tests become part of the 

learning experience and not a mere operation of grading for the sake of passing or failing. 

The rationale for this study is twofold. Firstly, given that there is a multitude of washback 

studies of language tests on teaching and learning, no empirical study of this sort was 

available for this particular context. Secondly, this study stems from the students’ low scores 

that do not actually reflect their performance by virtue of the non-pertinence between what 

these students learn and what they are tested in. Ultimately, the fundamental objective of the 

present exploration is to yield practical insights to overcome the array of anomalies present 

in the current testing system. In order to achieve this objective, an Alternative Testing Model 

was proposed. This model was first tried-out and then put into practice on a selected sample 

of EFL classes in Biskra region. In the investigation of the washback effects of the new 

testing system on participants’ perceptions of, and attitudes towards, teaching and learning, a 

qualitative and quantitative study was carried out, employing four data collection methods to 

gather insightful feedback. From the analysis of these data, the findings show that the new 

testing policy had positive washback effects on teachers and students in this study. It 

succeeded to change to some extent and with different degrees the participants’ attitudes and 

behaviours in teaching, learning, and assessment practices. 

Key Terms: Washback - Achievement Test - Test Design - Test Development - ATM 
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General Introduction 

It may seem paradoxical but tests are not sanctions. They should be looked at as a 

rewarding experience. In the past, language tests used to be regarded as the students’ “bête 

noire”. Students did not enjoy taking tests and teachers did not enjoy marking them. 

Nowadays, more focus is put on the relevance of language tests to the teaching operation. 

Instead of being a separate subject that frequently takes place at the end of a course, a term or 

an academic year, language tests have become an integral part of the curriculum; that is, they 

are seen as a learning experience, which is part of the on-going course of study.  

More importantly, language tests are now regarded as a valuable tool for providing 

information that is relevant to several concerns in language teaching. They can be one way of 

providing systematic feedback for both teachers and students. The teacher can see how well 

or badly the students are performing and check for any discrepancies between expectations 

and actual performance. Likewise, the students can know how much attainment and progress 

they are doing in learning the language. 

Language tests can also be a good means of evaluating instructional materials and tasks 

and their relevance to the educational goals. Ideally, the goals of language tests and/or test-

items should be clear to students, so that they need not spend time guessing what the teacher 

means. If the students perceive the tests as relevant to their needs, they themselves are 

probably going to engage more actively in the process of dealing with them. 

Another aspect of language tests concerns the insights and inferences a teacher often 

draws from the outcomes of language tests. The usefulness of such inferences is manifested 

when they provide feedback to be utilized in making the teaching programme more effective 

and when they provide information to the kind of materials and tasks students need. These 

inferences can be the only ground on which teachers can make appropriate decisions to the 

teaching operation. 
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To be able to achieve its aims, a language test must meet the requirements of some 

fundamental test-qualities, such as, validity, reliability, and practicality. In other contexts, it 

should be authentic, interactive, and should have an impact on all the concerned parties. 

Certainly, these considerations will vary from one situation to another because what might be 

appropriate in a given case might not be so in another. Because of this reality, an 

understanding of how one designs and develops a language test is very crucial.  

Furthermore, an important assumption behind the numerous uses of language tests is 

that a language test exerts an influence on both teaching and learning. It can transgress these 

levels to concern even border areas in the educational setting. In the assessment literature, 

there is now a clear consensus that the impact of a test on teachers and students is termed 

washback. For many specialists, the concept of washback direction encapsulates the 

principles that some effects of a language test may be beneficial, while some other effects 

may be harmful. A positive washback is often seen as to encourage learning, and, conversely, 

a negative washback usually inhibits the attainment of the educational goals held by learners. 

In this sense, washback is judged positive or negative according to how far it enhances or 

reduces forms of teaching and learning evaluated to be appropriate. Of course, what is 

considered appropriate will depend on the instructional goals one espouses. 

Enchanted by the power of the decisions they can provide, language tests are key 

components in projects to introduce in education through interventions. It is argued that a 

language test can stand as an effective instrument to reform or innovate an educational or a 

language testing system. In line with this assumption, research on washback has 

demonstrated that a language test can also be a way by which teachers’ and students’ 

behaviours and perceptions of their own abilities can change. In addition, a testing instrument 

may influence the content and methodology of teaching programmes, attitudes towards the 

value of certain educational goals and activities; in the long term, it many even serve the 
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needs of society as a whole. Given this potential power, a language test, as an innovative act, 

can thus become a useful source for contending participants who seek to bring about a new 

vision of what education in general and instruction in particular should be. 

In Algeria, evidence from assessment practices in the school system is scanty and such 

evidence is not of quality to support the inferences that tests are expected to yield in relation 

to teaching and learning. It can be argued that the current testing system used by teachers in 

the Algerian educational system may be developed under pressure to reflect more closely, 

and to sustain desired educational goals. There is clear evidence that these practices are 

meant to exploit the format and content of developed tests to improve the final outcomes 

quickly and efficiently. In reality, there is something wrong in the way these tests are 

conceived. The assessment practices do not consider the fundamental theoretical and 

procedural constructs of tests and the connection that should exist between teaching and 

learning and the mechanisms by which students have to be assessed. In this spirit, it is 

assumed that the employed traditional testing system leads to inappropriate or outmoded 

forms of inferences which often fail to keep pace with the requirements of pedagogy. 

Therefore, if improvement in the educational system is to be realised, the testing system 

should be used principally in support of teaching and learning, rather than in producing 

limited outcomes for the sake of just passing or failing. The underlying objective in this 

context should be employed in supporting of the learning process. Thus, the aim of 

assessment is said to develop and improve students’ achievement and progress in learning the 

target language, and not just to measure their performances in some given skills and language 

components. Of course, this could be attained only when testing is connected to teaching and 

learning process through processes of feedback. In addition, there is a need that teachers 

should ensure appropriate standards of test design and development and content strategies 

with the intention to relate their tests more closely to valued classroom behaviours as these 
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are the underlying assumptions of the educational objectives set out in the official syllabuses 

suggested for the teaching of English language in the Algerian schools. In short, achievement 

tests should mirror the best practices of teachers, so that test practice will involve students in 

activities which will develop a full range of skills in the target language. 

1. Statement of the Problem  

From our experience of 10 years teaching English language at the secondary school 

level, we observed that the testing practices through the available assessment instruments did 

not provide specific available information about students’ achievement and progress in 

English. The current testing system employed by the teachers in the Algerian schools relied 

only on either copies of the “Bac” exam model, or merely intuitive tests constructed without 

reference to any theoretical bases or operational procedures. Wrongly, what teachers attempt 

to do is to build test contents on the basis of previous existing tests, believing that such a 

practice would improve students’ scores. It is ostensible that there is not much congruence 

between test-content and the contents of the syllabuses. The syllabuses, very often, are based 

on the integration of the four skills and the development of competencies; but, when it comes 

to assessment, our observation with regard to this issue has shown that tests assess one skill 

and/or two skills and eschew the other skills. For instance, the didactic unit presented to 

students throughout the learning cycle starts with a listening phase, but students are never 

tested on that skill. The same remark can be made about the speaking skill. 

This study was stimulated by another observation in the field of language testing in the 

Algerian context. A dangerous phenomenon has cropped up: the scores have lost their 

credibility in judging the actual degree of achievement and progress of students. Those who 

might seem bright are really not the best while those with low scores are often believed to be 

weak, as far as the learning of English language is concerned. The interpretation of this 

phenomenon might reside in the misconception of language test design and development. As 
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a result, a negative washback effect has emerged. Instead of designing and developing a test 

that should assess the amount of mastery of the content of the syllabus, and to see to what 

extent the educational goals have been reached, teachers turned to becoming mere trainers of 

students on how to respond mechanically to a typology of questions and activities that are 

frequently included in the “Bac” exam papers. This system urged these teachers to 

considerably reduce the time available for instruction, restrict the range of the curriculum and 

limit the teaching methods, and potentially diminish their freedom to teach content or use 

methods that are believed to be incompatible with instruction. 

As pointed out earlier in this section, having been an English teacher, what bothered us 

most about the English language teaching in the Algerian secondary schools is that teachers 

in this context do not realise how important assessment has been in shaping the current 

teaching and learning situation. We consider the situation one of a serious case of negative 

washback of an external standardized examination on the processes of teaching and learning. 

It is within this framework that we conceived our work in order to understand the 

reasons of the set of anomalies observed in the current testing system in the context under 

exploration. The intention is not to criticize this system for the sake of criticizing it, but it is 

believed that this study would be an opportunity to judge the mechanisms by which the 

Algerian teachers come to evaluate and assess English language learners, and highlight 

common errors that currently occur in their assessment practices. To remedy this situation, 

we found it more appropriate to suggest an Alternative Testing Model (ATM) that seeks to 

overcome the deficiencies diagnosed in the current testing model, and to repair the 

shortcomings that are thought to be one of the sources of the decline in learning English 

language. To be able to succeed in this new project, there is a need to conceive the 

relationship that ought to exist between teaching, learning, and testing as one of partnership. 
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Each element in this equation has a tremendous role to play for the ultimate goals traced in 

this research. 

2.Research Questions 

Based on what has been stated in the problematic, the study explores these research 

questions: 

RQ1: What is the nature and scope of the washback effect on teachers’ behaviours of 

aspects of teaching English language in the Algerian secondary schools due to 

the use of the current testing system? 

RQ2: What is the nature and scope of the washback effect on students’ perceptions 

of aspects of teaching English language in the Algerian secondary schools due 

to the use of the current testing system? 

RQ3: What strategies does one need to implement the Alternative Testing Model 

with EFL classes at the Algerian secondary school level? 

RQ4: What is the nature and scope of the washback effect on teachers’ behaviours as 

a result of the Alternative Testing Model implementation? 

RQ5: What is the nature and scope of the washback effect on students’ perceptions 

as a result of the Alternative Testing Model implementation? 

3. Aims of the Study 

The general purpose of the present study is to explore how those involved in teaching 

and learning of English in the Algerian secondary schools perceive themselves to be affected 

by the implementation of the Alternative Testing Model. More specifically, this study aims at: 

1.  investigating the phenomenon of washback effect in light of using the ATM.  

2.  understanding how the main participants at the micro-level (teachers and 

students) reacted to the implementation of the ATM. In other words, the study 

offers the teachers and students an opportunity to voice their opinions to 

decision makers for a serious consideration of the issue of testing. Such a 
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purpose can provide a new solid ground for more consistent assessment reforms 

in the Algerian educational system. 

3.  exploring the nature of washback effect on aspects of teachers’ and students’ 

perceptions of the new model, and teachers’ behaviours within the context of 

English in the Algerian secondary schools. 

4. Hypotheses 

On the basis of the research questions formulated before, we hypothesised that: 

a. A useful achievement test for EFL secondary classes in Algeria will influence 

positively teaching and learning; and, conversely, an achievement test for EFL 

learners that is not useful will influence negatively teaching and learning. 

b. A useful achievement test will influence attitudes towards the content and 

method of teaching and learning. 

c. An achievement test that has important consequences will have positive 

washback; and, conversely, an achievement test that does not have important 

consequences will have no washback. 

5. Research Methodology 

Because the intention of this study is an exploration of the washback effect of an ATM 

on teaching and learning for EFL learners at different levels, focusing on perceptions, values, 

and situational factors in the complex and varying situation of the Algerian secondary 

schools, the design of the study needs to take into account all variables that are concerned 

with the different facets of teaching and learning where such a phenomenon may occur. 

In order to draw a picture of the context where the current testing practices take place 

and find out the differences of this situation with the intended changes that might occur with 

the ATM implementation, the participants’ perceptions, attitudes, and opinions were 
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significantly quested between two phases: (1) prior and (2) after the introduction of the new 

testing policy. Accordingly, a mixed-methods approach to data collection seemed 

appropriate; no single method is able to explain such a complex phenomenon as different 

methods have different strengths and weaknesses. Thus, using a range of methods can be 

considered the best way to understand the problem. 

A mixed-methods approach which is both qualitative and quantitative data driven 

would allow the refinement and checking in context of these methods. As a result, the 

research methodology in the present study relies on questionnaires, interviews, classroom 

observations, and focus groups as data collection methods. These methods are seen to 

complement one another and could be relatively integrated in practice. 

In order to verify the results and check for the validity of these results, the commonly 

known statistical method SPSS (Statistical Package for Social Sciences) is employed as an 

additional validating instrument in this study. From a research point of view, SPSS is useable 

as a complement to the used methods to corroborate the results. From a statistical point of 

view, the application of this method allows the researcher to validate the findings in some 

methods by cross-checking them with other methods. 

6.Structure of the Thesis 

Besides a general introduction and a general conclusion, the thesis is divided into 6 

chapters. Chapter 1 provides background information and the literature review on the central 

research concept of ‘washback’ in this study. It also displays its implications to innovation in 

education and  provides a washback model for the present study. 

Chapter 2 identifies the research methodology adopted in the current study. The 

chapter describes the research methodology, research strategies, and data collection methods. 

Chapter 3 describes how the teacher-participants in this study perceive the current 

testing system they use to assess and evaluate their students’ achievement and progress. In 
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this chapter, the research design highlights the research questions and purposes and delineates 

the procedures used to develop the research instruments in the Preliminary Study. This 

includes procedures for validating and increasing reliability of the data collection methods, 

and the procedures for collecting data.   

Chapter 4 describes the proposed ATM, i.e., it displays the components of the new 

testing system. The content and format of the three sub-tests that form an achievement test 

based on the new model are discussed. The chapter ends with a description of the time 

framework and scoring procedure this model utilises. 

Chapter 5 discusses the results obtained after the implementation of the ATM. The 

reactions of the participants to this innovation are shown in this chapter. As with the 

Preliminary Study, the design of the Final Study is displayed. This concerns the data 

collection methods used, the kind of respondents in each one of the research instrument, the 

data collection and analysis procedures. The chapter ends with discussion and summary of 

the findings. 

Chapter 6 synthesizes the findings from the pre-implementation to the post-

implementation time of the new testing model. In addition, the chapter devotes a section to 

the implications and recommendations of the study for those parties involved in the teaching 

and learning of English, and limitations of the study. 
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Chapter One: Washback in Language Testing 

Introduction 

The gist of this chapter turns around the underpinnings that shaped and guided this 

research. First, the chapter highlights the origins of washback as a recent concept that has 

come to emerge in the scenes of language education in general and language testing in 

particular. Second, it provides definition of this concept and its related constructs as it is 

conceived by most language testing specialists. Then, it identifies the different types of 

washback. Following this section, the chapter displays the functions and mechanisms of the 

concept under exploration. Next, washback as a lever to innovation and change in educational 

settings is discussed. Finally, this chapter ends with a potential washback model for the 

present study that investigates how the different components that make-up washback are 

structured. It also provides an ideal opportunity to understand how new testing systems are 

introduced into different educational systems. 

1.1  Washback: Origins and Definitions 

In recent years, washback has led to a greater understanding of this construct in the 

testing literature. In this section, a review of the literature related to the origins and 

definitions of this concept will be displayed. Besides, from this literature review, the different 

points of review about what the construct of this concept may encompass will be thoroughly 

discussed. 

1.1.1 Washback: Origins 

Although the subject of the effects of examination has long been discussed in the 

literature of General Education (Kellaghan et al., 1982; Vernon, 1956), and has been looked 

at from different points of view (Madaus, 1988; Fredericksen, 1984), it has been common in 

the testing literature that the concept of ‘washback’, as it is known now, has come to attract 
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the attention of testing an assessment researchers only at the beginning of the 1990's. Before, 

applied linguists used different terms to refer to the idea of examination influence. Some of 

these terms included, ‘test impact’ (Bachman & Palmer, 1996; Baker, 1991), ‘systemic 

validity’ (Messick, 1989), ‘measurement-driven instruction’ (Popham, 1988), ‘curriculum 

alignment’ (Shepard, 1990), ‘backwash’ (Biggs, 1993), and possibly other terms. 

Among this set of terms, two of them dominated the scene of the issue of examination 

influence. Reference here is to the two concepts: ‘backwash’ and ‘washback’. Testing 

specialists have quickly admitted that in order to avoid any sort of confusion in terms of the 

adoption and use of the appropriate terminology, it would be better to assume that these two 

concepts can be used interchangeably, and, therefore there is no need to place a clear 

distinction between, on the one hand, ‘washback’, and, on the other, ‘backwash’ in language 

testing uses and practices. In this sense, Hamp-Lyons (1997) corroborated the idea and noted 

that “washback is one of the set of forms that has been used in language education and 

language testing to refer to a number of beliefs about the relationship between testing and 

learning” (295). She goes on to add that “another set of terms is ‘backwash’, but it would 

appear that the terms ‘backwash’ and ‘washback’ are used interchangeably in the field” 

(ibid). To confirm this interpretation of the two concepts, Hughes (1993) points out that there 

is an interchangeable use of the two terms. He makes it more explicit when he states that 

“where washback comes from, I don't know. That I know is that you can find backwash in 

dictionaries, but not washback” (57). However, in another context, Cheng and Curtis (2005) 

prefer the term ‘washback’ and not ‘backwash’ since they think that ‘washback’ is the 

concept that is frequently found in applied linguistics in general and language testing 

literature in particular. In short, this brief reviewing of the distinction between ‘washback’ 

and ‘backwash’ leads one to believe that these two terms do not present any kind of 

difference, rather, the great majority of testing researchers who have dealt with this matter 
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have agreed upon the idea that both of the two terms stand for the same sense, and hence each 

one of them can be used interchangeably with the other one. 

Language testing researchers have realized that the emergence of this concept is the 

result of the considerable reforms and advances that have taken part in the field of language 

testing during the last two decades at the end of the twentieth century. Indeed, it has been 

assumed that one of the areas that was actively discussed in that period of time was the 

influence of tests on both instruction and learning. Cheng (2005) indicates that the subject of 

examination influence was rooted in the notion that tests are often seen to drive teaching and 

learning. He argues that in order to realize what he refers to as measurement driven 

instruction, there is a dire need to seek for the creation of the matching between the construct 

of the test and what teachers present in instruction. In other words, he aims to say that the 

clearer the fit between test content and teaching is, the greater the potential improvement will 

be on the test. In a different approach, Messick (1989) placed the concept washback in a 

broader scope of construct validity. He claims that this construct encompasses a set of aspects 

about testing such as the impact of tests on language test takers and teachers, the 

interpretation of scores by decision makers and the intended uses of these scores. In such a 

view, the concept washback stands as an inherent quality of any kind of assessment, 

especially when test takers’ futures are affected by examination results. 

In a comprehensive study on how the concept washback has come to exist as an 

important research concept in the field of language teaching and testing. Tsagari (2006) 

proposed an artificial time framework divided into three different but successive phases: (i) 

the 'pre-1993' phase, (ii) the '1993' phase, and, finally, (iii) the 'post-1993' phase. First, he 

labelled the 'pre-1993' phase the 'myth' phase. He identified it as the period of time when 

writers recognized the examination influence phenomenon but no one accounted for it. What 

is noticeable in this era was that few empirical studies were carried out and published to the 
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language testing community (Wesdrop, 1982; Hughes, 1988), which made strong claims of 

the absence of this phenomenon. Most of the available studies in this period were merely 

based on self-report data or on direct results or on test results rather that direct contact with 

participants involved. Second, the '1993' phase, was markedly different from the previous one 

since it was typically characterised by the publication of a seminal work paper by two 

prominent language testing researchers, Alderson and Wall, who are indebted the fact they 

were the first who questioned the nature of examination influence. More crucially, the 

authors managed to reconceptualise this phenomenon by suggesting a set of relevant 

hypotheses. Finally, the third 'post 1993' phase, or as Tsagari named it the 'reality phase', was 

fundamentally recognized to be a new era where substantial research projects on washback 

used developed models to accurately decorticate and explain the various components that 

make up this concept. 

To summarize, although relatively little has been written about the origins of washback, 

a great deal of information has emerged about various concepts that refer to examination 

influence. Based on this review, it is not an exaggeration to say that the study of the origins of 

washback is crucial to shape the scope of further needed research in this area. This matter 

should be treated as a direct consequence of other educational studies that targeted the 

investigation on the relationship between learning, teaching, and testing. 

1.1.2 Washback: Definition 

In testing research and literature, definitions of washback are numerous. These 

definitions vary from simple and straightforward to complex. Some take a narrow focus on 

teachers and students, while others transgress to concern even educational systems and 

society in general. Some definitions stress on intentionality whereas others insist they occur 

haphazardly (Bailey, 1999 : 3). In this subsection, a discussion of these definitions and how 

they are similar to or different from one another will be presented. 
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Many applied linguists have indicated that the concept washback is rarely found in 

language dictionaries. The few available definitions can be found in dictionaries such as 'The 

New Webster's Comprehensive Dictionary', which says washback as “the unwelcome 

repercussions of some social actions”, expressed on the ‘Collins Cobuild Dictionary of 

English’, which defines washback as “the unpleasant after-effects of an event or situation”. 

Apart from these two examples, a meticulous research in other common language dictionaries 

in English has shown that there does not exist an explanation or indication of the term 

washback as it is generally known in the testing literature in the present time. 

Unlike the rare definitions found in language dictionaries, a great number of other 

definitions of the concept washback is present throughout the published assessment research 

and literature with various meanings. In a paper on testing listening comprehension, Buck 

(1988) describes the apparent effect of Japanese University entrance examinations on English 

language learning in Japan. In this description of washback, he says: 

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 student, 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 important; this washback effect can be either beneficial or harmful (17). 

In this sense, Buck's definition emphasises the importance of what teachers and 

students do in classrooms.  

In another definition, Messik (1996) considers washback as a prominent concept in 

applied linguistics. For him, this term refers to the extent to which the interaction and the use 

of a test influence language teachers and learners to do things they would not otherwise do 

that promote or inhibit language learning. Shohamy (1992) also focuses on washback in 

terms of language learners as test-takers when she describes, “the utilisation of external 

language tests to affect and derive foreign language learning in the school context” (15). She 

points out that “this phenomenon is the result of the strong authority of external testing and 
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the major impact it has on the lives of test takers” (ibid). To corroborate this belief, Shohamy 

cites the example of the introduction of an oral test proficiency based on an interview in the 

Unites States. She says that this example involves “the power of tests to change the behaviour 

of teachers and students” (Shohamy: 514). 

Bailey (1999) refers to Shohamy who summarized four key definitions that are crucial 

to understand the washback concept. Accordingly, 

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

2. Measurement driven instruction refers to the motion 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. 

 Cheng (2005) converged to some extent with Shohamy's (1992) ideas. She relies on 

Pearsons (1988) to show the influence of external examinations on the attitudes, behaviours, 

and motivations of classroom teachers, learners, and even on other broader, related areas of 

this research concept. Similarly, Cheng (1997) introduced the concept of intensity, “the 

degree of washback effects in area or a number of areas of teaching and learning affected by 

an examination” (43). Cohen (1994) also takes a broad view. He describes washback in terms 

of “how assessment instruments affect educational practices and beliefs” (41). In the same 

vein, Pierce (1992) suggests that “the washback effect, sometimes referred to as the systemic 

validity of a test, refers to the impact of a test on classroom pedagogy, curriculum 

development, and educational policy” (687).  

However, a number of researchers in general education have reported that before 

yielding an accurate definition of the concept washback in its boarder sense, there is a crucial 
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need to clearly display the distinction between washback and the other confusing concept 

impact in language testing. On this matter, Tsagari (2006), in a study on washback, explores 

the relationship and/or distinction between these two major concepts: washback and impact. 

He argues that the common view which prevails in the field of language assessment considers 

washback as one dimension of impact. The latter is often used to describe effects on the 

wider educational context. Tsagari goes back to Wall (1995) to discuss in some detail the 

existing  relationship between washback and impact. The latter suggests that “washback is 

frequently seen to refer to the effects that tests may have on teaching and learning, whereas 

impact deals with the effects that tests may have on individuals, policies, and practices, 

within the classroom, the school, the educational system, or even societies as a whole” (16). 

Following this interpretation, Tsagari (2006) recognizes that this view intersects to a great 

extent with other writers' explanations, such as McNamara (2000) and Shohamy et al. (1996) 

who place washback within the scope of impact. 

These ideas are revisited in Bachman and Palmer (1996 : 35). They note that washback, 

however, is a more complex phenomenon than simply the effect of a test on teaching and 

learning. Instead, they feel that the impact of a test should be evaluated with reference to 

contextual variables of society's goals and values, the educational system in which the test is 

used, and the potential outcomes of its use. They referred to these  uses at two levels: 

 a micro-level, in terms of individuals who are affected by the particular tests uses, 

especially test-takers and teachers, and; 

 a macro-level, in terms of society and educational systems. 

Bailey (1996) adopts “a holistic view on washback, but prefer to consider overall 

impact in terms of ‘washback of learners’, and ‘washback to the program’, counsellors, etc.” 

(263-264). For Cain (2005), although the two forms of washback and impact are used in 

many cases, interchangeably, the test impact more accurately refers to the wider implications 
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and effects of a given test use. Andrews (1994 : 37) writing on washback, appears to 

acknowledge the fragility of the washback-impact distinction. He reports that: 

The term washback is interpreted broadly ...  washback refers to the effects of tests on 

teaching and learning, the educational system, and the various stockholders in the 

educational process, whereas the word process is used in a non-technical sense, as a 

synonym of effect. 

 Hawkey (2006) comments on the fact the concepts washback and impact are often 

considered in terms of their: 

 logical location, 

 definition scope, 

 positive and negative implications, 

 intentionality, 

 complexity, 

 direction, 

 intensity, emphasis, 

 relationship with validity and validation, 

 relationship with testing critical view, and, 

 the role in washback/ impact models. 

Alderson and Wall (1993) also discussed the notion of washback, and tried to identify 

what washback was. The authors reviewed the concept as it has been presented by language 

specialists up to that time. They concluded that the concept was too vaguely defined to be 

useful and much of what have been said and written about this concept had been based on 

assertion rather than empirical findings. As response to this claim, they presented a number of 

'washback hypotheses', which were meant to illustrate some of the effects that tests might 

have on teaching and learning. They argued that test developers should specify the types of 

impact that they wished to promote and the kinds of effects test evaluators should look for 

when deciding whether or not the desired washback has occurred (Wall, 2005: 51). The 
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washback hypotheses they presented stated: 

1. A test will influence teaching. 

2. A test will influence learning. 

3. A test will influence what teachers teach; and 

4. A test will influence how teachers teach; and 

5. A test will influence what learners learn. 

6. A test will influence how learners learn. 

7. A test will influence the rate and sequence of teaching; and 

8. A test will influence the rate and sequence of learning. 

9. A test will influence the degree and depth of teaching; and 

10. A test will influence the degree and depth of learning. 

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

learning 

12. Tests that have important consequences will have washback, and conversely. 

13. Tests that do not have important consequences will have no washback. 

14. Tests will have washback on all learners and teachers. 

15. Tests will have washback effects for some learners and some teachers, but not 

for others. 

Alderson and Wall proposed these hypotheses as a result of their own extensive work in 

Sri Lanka and reviewing case studies conducted in Nepal (Khaniya, 1990), Turkey (Hughes, 

1988), and the Netherlands (Wesdrop, 1982). 

After reviewing numerous definitions of the concept washback, it is evident that this 

concept is open to a variety of explanations and that there are number of variables one needs 

to consider when conducting research on this subject. Crucially, what comes out from this 

discussion is that washback can be defined according to two major scopes. One following a 
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narrower definition which focuses on the effects that a test has on teaching and learning,  and 

the other following a wider and a more holistic view of washback that transgresses the 

classroom to take into account the educational system and society at large, which can as 

noted earlier in this section would be more accurately referred to as test impact. In this 

connection, Hamp-Lyons (1997) summarises the situation and the terminology well. She 

finds that Alderson and Wall's limitation of the term washback to influence on teaching, 

teachers, and learning seems now to be generally accepted, and the discussion of the wider 

influences of tests is considered under the term impact, with the term used in wider 

educational measurement literature. In a similar view, the adoption of Bachman's and 

Palmer's definition, which refers to issues of test use and social impact as 'macro' issues of 

impact, while washback takes place at the 'micro' level of participants, particularly teachers 

and learners, sounds the most acceptable. 

It is not within the scope of the present study to look in details at the wider implications 

of testing. Rather, in the context of this research, and since this work is exploratory in nature, 

the washback adopted will be primarily concerned with the area identified by Alderson & 

Wall (1993) and Bachman & Palmer (1997), i.e., ‘washback to teaching’ and ‘washback to 

learning’. In other words, the researcher will adopt the narrow definition of washback 

focusing more on the washback at the micro-level that investigates the effects of a suggested 

ATM on teachers and students. Besides, he will try to be consistent in the use of the two 

terms ‘washback’ and ‘impact’. In this respect, he uses ‘washback’ to cover influences of 

language tests on language learners and teachers, language learning and teaching processes 

and outcomes. In the same vein, he uses ‘impact’ to cover influences of language tests on 

stakeholders beyond language learners and teachers.    
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1.2  Types of Washback 

Assessment studies have indicated that washback very often implies movement in a 

particular direction. This movement in a particular  direction is an inherent part on the use of 

this phenomenon to describe teaching-testing relationship. Hsu (2009) referred to Pearson 

(1988) who pointed out that:  

Public examination's influence the attitudes, behaviours, and motivation of teachers, 

learners, and parents, and because examination often come at the end of the course, 

this influence is seen working in a backward direction, hence, the term washback 

(98).  

Besides, washback has also been perceived as bipolar- either negative (harmful) or 

positive (beneficial). Messick (1996) cites Alderson and Wall's (1993 : 17) definition of 

washback as the “extent to which a test influences language teachers and learners to do things 

they would not necessarily otherwise do that promote or inhibit language learning” (Messik: 

241). They add that “tests can be powerful determiners, both positively and negatively, of 

what happens in classrooms” (cited in Hsu, 2009 : 46-47). 

Following this line of argument in this sub-section, regarding the two types of 

washback, the tremendous impact and power of testing on teaching and learning in schools 

and whether this washback exerts a positive or negative influence will be discussed in some 

detail.  

1.2.1  Negative Washback 

Negative washback is seen by testing researchers as the negative influence of tests on 

teaching and learning. Alderson and Wall (1993) point out that: 

A negative washback is defined as the undesirable effects on teaching and learning 

of a particular test. The tests may fail to reflect the learning principles and/or the 

course objectives to which they are supposedly related (5). 

 In this case, such tests will lead to the narrowing of content in the curriculum, instead 

of covering a definite content from what has been learnt in class. For Vernon (1956), 



 

 

21 

 

“teachers tend to ignore subjects in activities that are not directly related to passing 

examination, and testing accordingly alter the curriculum in a negative way” (18). Once 

again, it is logical that those tests may fail to create correspondence between the learning 

principles and/or the course objectives to which they should be related (Cheng, 2005 : 8). 

More dangerous, negative washback can substantially reduce the time available for 

instruction, narrow curriculum offering, and modes of instruction, and potentially reduce the 

capacities for teachers to teach content and use methods and materials that are incompatible 

with useful testing instruments (Smith, 1991 : 120). Madaus (1988) intersects with the above 

claims and adds that  

The negative washback definitely result in cramming, narrowing the curriculum, 

focus attention of those skills that are the most relevant to testing, placement of 

constrains on teachers’ and learners’ creativity and spontaneity, and disparage the 

professional judgment of educators (22). 

One strong impression that resulted from negative washback is that an increasing 

number of coaching classes are set up to prepare students for examinations, but what students 

will learn are test- taking skills rather than language activities (Wiseman, 1961 : 21). In such 

a learning context, an atmosphere of high anxiety and fear of test results become current 

among teachers and learners (Shohamy et al., 1996 : 9). For Shohamy, teachers will feel that 

success or failure of their students is reflected on them, and they speak of pressure to cover 

the materials for the examination. When the students know that one single measure of 

performance can determine their levels, they will less likely take a positive attitude toward 

learning. 

1.2.2  Positive Washback 

There are other testing researchers, on the other hand, who have seen washback in a 

more positive way (Andrews, Fullilove and Wong, 2002; Bailey, 1996; Davies, 1985; Hsu, 

2009). Those researchers strongly believe that it is possible to bring about beneficial changes 
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in teaching by changing examinations, representing the positive washback (Cheng & 

Watanabe, 2004 : 10). This phenomenon refers to tests and examinations that influence 

teaching and learning positively (Alderson & Wall, 1993 : 15). In a broad sense, good tests 

can be utilised and designed as beneficial teaching-learning activities so as to encouraging a 

positive teaching-learning process (Pearson, 1988 : 7). Andrews et al. (2002) suggest 

deliberately introducing innovations in the language curriculum through modifications in 

language testing. For instance, an oral proficiency test was introduced in the expectation that 

it would promote the teaching of speaking (Hsu, 2009 : 49). Davies (1985) considers that “a 

creative and innovative test can advantageously result in syllabus alternation or even in a new 

syllabus” (18). In this sense, a test no longer needs to be only an obedient servant; rather, it 

can also be a leader.  

Nevertheless, in educational settings, things sound a little bit different as one may think 

of in that assessment researchers have come to realise that there exists a set of conflicting 

positions towards washback in language testing. That is, most of these experts claim that 

there is no clear consensus among practitioners as to whether certain washback effects are 

negative or positive. One justification to this conflicting situation is that potentially positive 

or negative nature of the test can be influenced by many contextual factors (Hsu, 2009 : 9). 

Alderson and Wall (1993 : 117-118), commenting on this particular case, posit that the 

quality of the washback effect might be said to have beneficial or detrimental washback. 

They add that whatever changes educators would like to bring about in teaching and learning 

by a particular assessment method, it is worthwhile to first explore the educational context in 

which an assessment is introduced. 

Therefore, for many testing specialists research into washback may be more fruitful if 

this latter turns its attention looking at the complex causes of such phenomenon in teaching 

and learning, rather than focusing on deciding whether or not the effects can be classified as 
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positive or negative. According to Alderson and Wall (1993), the best way to realise this is to 

investigate as thoroughly as possible the broad educational context in which the act of 

assessing is taking part, since the major variables that often affect this act exist within the 

education system, and that might prevent washback from appearing. Cheng and Watanabe 

(2004) summarise this situation, and note that “if the consequences of a particular test for 

which teaching and learning are to be evaluated, the educational context in which the test 

takes place needs to be fully understood” (31). This means that whether the washback effect 

is positive or negative, this will largely depend on where and how it exists and manifests 

itself within a particular educational context in order to understand the mechanism of 

washback.  

1.3  Functions and Mechanisms of Washback 

Traditionally, tests used to be given at the end of the teaching and learning processes to 

provide an accurate diagnosis of the effects of teaching and learning. Nevertheless, with the 

advances and changes made in the field of testing and how this latter is conceived, a test can 

also be developed to be used at the beginning or in the middle of the teaching and learning 

processes in order to influence either or both processes. This section intends to shed light on 

the functions and mechanisms by which washback occurs in relation to other educational 

theories and practices. 

1.3.1 Functions of Washback 

In discussing the functions of language tests through which washback occurs in actual 

teaching and learning environments, Wall (2005) referred to a set of reviews of those tests 

and influences they could have on the systems they are introduced into. One of these crucial 

reviews is the one that was produced by Eckstein and Noah (1993). In its essence, Eckstein 

and Noah provided a historical account of the myriads of a number of functions and 

influences of some types of tests that displayed appropriately how people over history have 
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usually considered tests as an important tool by which they take the desired decisions for 

some targeted purposes. For instance, for the authors, the first documented use of written, 

public examination systems occurred under the Han Dynasty in China about 200 B.C. The 

main function of these particular examinations was to select candidates for entry into the 

government services. In other words, the candidates were used to break the monopoly over 

government jobs enjoyed by an aristocratic feudal system. 

With Eckstein and Noah, the second example of the functions of tests was that one 

which sought to check patronage and corruption. A typical example of this function was 

Britain where people could gain entry into higher education or the profession of strengths. An 

important, direct consequence of this examination was the establishment of a great deal of 

public schools, which aimed at preparing students to sit for these examinations. In addition to 

this, a third example of functions of examinations, suggested by Eckstein and Noah, was to 

encourage levels of competence and knowledge amongst those who were entering 

government services or professions. The intention was to design and develop examinations 

which reflected the demands and requirements of the target situations; students for those 

examinations could have to develop skills which were relevant to the work they hoped to get 

in the future.  

The fourth function, in this series of examples, was that of allocating spare places in 

higher education. At this level, examinations were used as means of selecting the most able 

candidates for the available places. This type of examinations is the same to what is referred 

to as placement tests in the testing literature in the present time. The fifth function in this 

illustration was to measure and improve the effectiveness of teachers and schools. Eckstein 

and Noah used again Britain, as an example describing how, at a certain time, the government 

set up a system of examination to monitor performance of schools by sponsoring these 

examinations through the allocation of considerable funds. The amount of funds that the 
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school received depended on how its students performed. However, the system had serious 

unintended consequences and at last had forced to achieve the expected objectives. The last 

function, in this set of examples suggested by Eckstein and Noah, was limiting curriculum 

differentiation. In Britain, in the nineteenth and the twentieth centuries, there was a 

remarkable resistance to the idea of centralised education, and all the schools had the freedom 

to decide on their own curriculum and means of assessment. With the establishment of 

certificate examinations, these schools had a common target they could aim for, and all these 

schools turned to teach the curriculum that can help better in doing well in the examinations 

that are relevant in these certificates. 

In the modern world, tests are frequently used for accountability within the system, and 

in particular for certification of achievement in education. They form part of the procedure 

for decisions about the allocation of scarce resources of both systemic and an individual 

level. For example, tests in many countries and Algeria is one of them, tests control the 

transition between school and higher education, and they may lead to the awarding of a 

degree. Tests are also seen as ways to upgrade knowledge and to improve the performance of 

institutions (Hsu, 2009 : 62). Through testing, education policy can be rapidly defused and 

implemented at relatively low cost (Linn, 2000). Test results that are visible and ideally 

measurable can be reported by the media in terms the public can understand and can be used 

to show that change has or has not taken place. However, tests are also criticized for exerting 

a certain authority and power on both systemic and individual level. But, in spite of the 

criticism levelled at them, tests continue to occupy a leading place in the educational system 

of many countries.  

The series of functions, exposed above, are typical situations where these tests were 

used to exert influence on the final outcomes to suit the expected intentions of those who are 

in authority to make and impose their policies. As pointed out by some testing specialists, this 
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is an especially common practice in countries with centralized educational systems, where the 

taught programmes are controlled by central agencies. Policymakers in these contexts and 

countries have used tests to manipulate educational systems, to control curricula, and to 

impose new textbooks and teaching methods. In such settings, tests have been viewed as a 

primary tool through which changes in the educational system can be introduced without 

having to change other educational components such as teaching training and curricular. On 

this point, Shohamy (1993) commented on that:  

The power and authority of tests and external examinations enable policy-makers to 

use  them as effective tools for controlling educational systems and prescribing the 

behaviours of those who are  affected by their results - administrators, teachers, 

students and others (239).  

Given the status of tests and examinations in public spheres, it seems that it is important 

to understand the functions of testing in relation to many facets and scopes of teaching as 

mentioned in the examples discussed earlier. The importance of considering these functions 

serves as a starting point and also a linking point to get a clear picture of the various 

mechanisms within different educational contexts. 

1.3.2 Mechanisms of Washback 

In explaining the complex mechanisms through which washback occurs in actual 

teaching and learning environments. Bailey (1996) cited Hughes (1993) trichotomy to show 

how this phenomenon works in different contexts. Bailey points out that this particular 

trichotomy allows educators in general education and language testing specialists in 

particular to develop a basic model of washback that explains how the various components 

that make-up this framework interact to help the understanding of the nature of this subject of 

interest. In describing this model, Hughes states that the trichotomy is formed of three parts. 

First, the participants who are mainly the people such as classroom-teachers, students, 

administrators, materials developers, and even publishers whose perceptions and attitudes 
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toward their work may be a test; Hughes' second component in this framework is termed 

process. The latter covers any actions taken by the participants, which may contribute to the 

process of learning as the development of teaching methods. Third, in Hughes' framework, 

product refers to what is learnt as facts, skills, and other aspects and also the quality of 

learning. 

Contrary to Hughes who stresses more on the three component that make-up this 

model, Alderson and Wall (1993), in their Sri Lankan study, focus on what they referred to as 

'micro-aspects' of teaching and learning that might be influenced by examinations. Alderson 

and Wall argued that there is little evidence provided by empirical research to sustain the idea 

that tests impact on teaching. They advocated that: 

 The concept is not well defined, and we believe that it is important to be more 

precise about what washback might be before we can investigate its nature and 

whether it is a natural or inevitable consequence of testing (117). 

 Consequently, they suggest 15 hypotheses that can aid researchers to illustrate areas in 

teaching and learning that are usually affected by washback and can stand as a basis for 

further researcher. This set of hypotheses has shown that there exists a strong correlation 

between the importance of tests and the extent of washback. Alderson and Wall concluded 

that further research is needed and that such research must “entail increasing specification of 

the washback hypothesis”. They called on that researchers in the field of language testing had 

to take into account to research literature in at least two areas: motivation, performance, and 

that of innovation in the educational settings. 

Following this seminal work realised on washback hypotheses, Wall (1996) followed 

up their study and stressed the difficulties in finding explanations on how tests exerted 

influence on teaching. She went back to innovation theory and literature to explore the 

complex topic of washback. In this respect, she proposed that the research areas that are seen 

to be relevant to washback should include (a) the writing of detailed baseline studies to 
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identify important characteristics in the target system and the environment, including an 

analysis of the current testing practices (Shohamy, Donista-Scmidt and Ferman, 1996), 

current testing resources (Bailey, 1996; Hughes, 1993); 

(b) attitudes stockholders (Bailey, 1996), and;  

(c) formation of management terms representing all important interest groups; teachers, 

teachers-trainers, ministry officials, parents, and learners (Cheng, 2008). 

Likewise, in the same perspective of washback mechanisms as a phenomenon of 

change in teaching and learning, Hsu (2009) referred to Smith (1991) who investigated an 

ELT project and worked on to construct a corresponding model of variables involved with the 

aim to introduce the desired change in the teaching and learning processes. In its essence, 

smith's model comprises five components of change: the target system, the management 

system, the innovation itself, the resources available, and the environment in which change is 

supposed to take place. Hsu adds that, on the ground of the same idea, Markee (1997) 

illustrated through another study how change might occur on larger subjects such as 

curricular through following stages which are to design, to implement, and finally to 

maintain. In this respect, Markee suggested a framework that was based on the composed 

questions that were posed by Cooper (1989) and which referred to: who (participants), what 

(product), where (the content), when (the time, duration), why (the rationale), and how 

(different approaches in managing the washback effect). 

In two other studies, Fullan with Steingelbawer (1991) dealt with the issue of washback 

effect but in its broader uses. They discussed the effects and changes of tests on schools and 

came to identify two main recurring themes: first, a washback effect should be seen as a 

process rather that an event. Second, all participants who are affected by this phenomenon 

have to find their understanding of what washback effect is. Cheng (2004) made this last 

point clearer. He explained that according to Fullan teachers work on their own with little 
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reference to experts or consultation with colleagues. Thus, those latter are usually forced to 

make on -the-spot- decisions, with little time to reflect on their better solutions. The other 

problem they often encounter in this context is that they are always unable to accomplish 

what they prepared to do. Consequently, their lives can become very difficult, indeed. This 

reality can explain why intended washback does or does not occur in teaching and learning. 

In other words, this means that, if educational change is often imposed upon teachers and 

students without meticulous preparation, resistance is likely to be a natural response (Curtis, 

2000 : 4). 

In summary, these reviews of major studies on the mechanisms of washback have 

corroborated the fundamental relationship between the design of given tests and their positive 

or negative impact and power on teaching and learning. However, it is worth noting that the 

outcomes of these studies, even if they have contributed in advancing research into the 

domain of washback in language testing, they remain insufficient to draw a larger and 

transparent picture of this issue since a number of raised questions on the mechanisms of 

washback in language testing remain without definite answers.  

1.4  Washback: Empirical Studies 

In this section, a number of common empirical research studies into washback of both 

language and general education are discussed. This literature review is a summary of detailed 

reviews realized by a number of researchers. The latter highlighted the basis of the central 

research concept and pointed out useful research methods adopted by the myriads of 

researchers to carry out their investigations. Such an elucidation is of a great utility for the 

present exploration since it shapes the scope of the study and serves as a guideline for many 

relevant issues for further needed research. For ease of reference Table 1.1 provides 

background information for the most used studies in terms of the educational context, exam 

type, and research methods employed.  
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Authors Context Exam Methods 

Wesdrop 

(1982) 

 

 

 

 

Hughes  

(1988) 

 

 

Li 

(1990) 

 

 

 

 

Alderson and 

Wall (1993) 

 

 

 

 

 

 

 
Lam (1993) 

 

 

 

 
Andrews 

(1994) 

 

 

Alderson and 

Hamp-Lyons 

(1996) 

The Netherlands 

 

 

 

 

 

Turkey 

 

 

 

China 

 

 

 

 

 

Sri Lanka 

 

 

 

 

 

 

 

 
 

Hong Kong 

 

 
 

 

 

Hong Kong 

 

 

 

USA 

Multiple choice 

language assessment 

and final exams in 

Dutch Secondary 

Schools. 

 

University entrance 

test. 

 

 

Matriculation English 

test (MET)  

 

 

 

 

O- level examination 

in English 

 

 

 

 

 

 
 

 

New use of English 

(NUE) (end of 

secondary school) 

 

 
 

Oral component of the 

revised use of English 

(RUE)  

 
TOEFL Exam 

 Scores 

 Analysis of tests 

 Teacher and students' 

questionnaires. 

 

 

 

 Test scores 

 Questionnaires to 

lecturers. 

 
 Questionnaire to 

teachers and local 

officers (and 

students’ discussion).  

 

 
 

 Individual and group 

in interviews with 

teachers  

 Questionnaires to 

teachers and students 

and teacher advisors  

 Materials and test 

analysis 

 Observations 

 
 

 Questionnaire to 

teachers  

 Test book analysis 

 Analysis of test script 

and scores 
 

 
 Two parallel 

questionnaires to the 

working party 

members and teachers 

 
 Individual and group 

teacher and student 

interviews 

 Observations 

 Fieldnotes 
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Table 1.1: Overview of the common research projects into washback 

Referring back to the above illustrative table, what is ostensible is that most reports 

from the various, available research studies into washback indicate that the influence of 

washback has been observed on various aspects of learning and teaching, and that this 

phenomenon generated was mediated by numerous factors. What is more significant on this 

matter is that almost all research projects looking at washback have been carried out in 

several different countries and various contexts. Crucially, all these research studies are 

organised with regard to what Hughes (1993) referred to as process-washback on content, 

teaching methods, and classroom assessment, product-washback on students learning, and 

participants-washback on feelings and attitudes of teachers and students in the context under 

Watanabe 

(1997) 

 

 

Read and 

Hayes (2003) 

 

 

 
 

Qui (2004) 

 

 

 

 

 

 

 

Cheng (2005 ) 

 

 

 

 

 

Gosa (2006) 

 

 

 

 

Hawkey 

(2006) 

Japan 

 

 

 

New Zealand 

 

 

 

 

 
China 

 

 

 

 

 

 

 

Hong Kong 

 

 

 

 

 

Romania 

 

 

 

 

UK 

University entrance 

exam 

 

 

IELTS 

 

 

 

 
 

National Matriculation 

English Test (NMET) 

 

 

 

 

 

 

Revised Hong Kong 

Certificate of 

Education 

Examination 

(HKCEE) 

 

English component of 

the Romanian school 

learning exam (Bac) 

 

 

CPE (Cambridge 

EOSOL) 

 Questionnaires  

 Interviews with 

students and teachers 
 

  

 Interviews 

 Questionnaires 

 Observations 

 Pre- and Post-English 

test 

 
 Interviews and 

questionnaires with 

NMET constructors, 

inspectors, teachers, 

and students 

 Observations 

 
 

 Questionnaires to 

teachers and students 

 Observations 

 Interviews 

 

 

 Students diaries (10 

students retrospective 

use) 

 

 

 Text book analysis 
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exploration. Thus, in order to have a clear understanding of how these research studies were 

carried out, it is worth examining several of the most interesting tenets of these research 

projects. 

Wesdrop (1982) investigated whether the incorporation of multiple-choice technique in 

secondary school institutions would lead to the impoverishment of the curriculum. He argued 

that such a fear could happen because the skills that could not be tested through multiple-

choice would not be practised and hence would eventually completely disappear. He added 

that if this happens there would be a failure in the adoption of some teaching methods. Also, 

this fact may provoke some changes in the way in that students prepared themselves for tests. 

Wesdrop concluded that his study revealed that there are no differences between teaching 

practices and students' preparation methods. He concluded with the assumption that after all 

the so-called washback effects are a mere “myth”. If they do exist, they must be so weak or 

just small that our methods cannot detect them. 

Hughes (1988), in a project at Bogaziri University in Istanbul, Turkey, explored how 

the introduction of a test in English for academic purposes helps to improve English 

performance in the university's English medium undergraduate courses. Hughes 

demonstrated that the basic aim of this test was to devise a new proficient test as the sole test 

by which students could get access to undergraduate programmes. The intended test was 

developed after completing a needs analysis. It comprised sections on three major skills: 

listening, reading, and writing. Hughes, after introducing this test, noted that, “for the first 

time, the foreign languages schools teachers were compelled by the test to consider seriously 

just how to provide their students with training appropriately for the tasks which they could 

face them at the end of the course” (44). Hughes concluded that the washback effect occurred 

as a result of the incorporation of this test, with great changes in the materials used in the 

foreign language school. 
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Likewise, Li (1990), in another washback study examined high-stakes examination 

taken by Chinese students at the end of secondary school, the so-called the matriculation 

English test-MET-. He pointed out that this test was first introduced in 1984 to replace an 

earlier examination, which was so weak and lacked considerable validity and reliability. Li 

aimed at identifying whether or not the introduced test would lead to better results or not, in 

comparison to the previous adopted examination. After a period of time from the 

incorporation of this new test, Li came to the conclusion that the teachers' and students' 

attitudes towards the MET were positive. In this respect, he wrote “tests are able to subjugate 

the minds of millions of people to the thraldom of forced memorisation, but, we would say it 

is a greater kind of power to be able to liberate people's minds from such thraldom” (42).   

From the short discussion of these three research projects into washback illustrated 

above, the common view is that the very few empirical studies that were carried out prior to 

the 1990's period indicated that little effect and impact of tests on learning and teaching was 

found on classroom assessment. Such a result would be explained by the fact that these 

studies into washback research failed to construct a definite washback model that would take 

into account the array of factors which may place a part in determining why teachers react in 

the way they do. 

In brief, the washback studies that prevailed in this particular phase succeeded to 

provide a clear definition of the concept washback, some guidelines about how to achieve 

positive washback, and a few references to the effects of tests on the contents they had been 

introduced into; but, in the meantime, there were few detailed accounts of specific attempts to 

innovate through testing. Most of the research was based on questionnaires or on test results 

rather than direct classroom observations.  
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Contrary to the preceding period of time, starting precisely from 1993 the scenes of 

language education in general and testing in particular have known a significant increase in 

empirical studies on washback effects. A great deal of language testing researchers recognise 

that the recent research projects have led to a more detailed understanding of the phenomenon 

in the domain of language education and of the factors which contribute to it.  

Wall and Alderson (1993), for example, examined the effects of the new O-level 

examination on English teaching and learning in secondary schools in Sri Lanka. They 

emphasized that, by the time the study was published, it was the only investigation that 

included classroom observation as one of its research methods. Wall (1996) summarised the 

findings of the study by pointing out:  

The examination had had considerable impact of English lessons on the way 

teachers designed their classroom tests, but, on the other hand, this examination had 

had little to no impact in the methodology they used in the classroom or on the way 

they marked their students' performance (348).  

Wall and Alderson found that the potential factors which impeded teachers from using 

new teaching methods included insufficient teacher training, problematic management 

schools, and teachers' beliefs in the efficacy of various methods. 

In another context, Lam (1993) examined the New Use of English (NUE) examination 

in Hong Kong. Lam through this study, attempted to find out clear answers to a set of some 

raised questions, such as whether the amount of time that schools allocated to the teaching of 

English language is sufficient, the schools set aside special time to prepare for one particular 

section of the examination, how the attitudes and abilities of their students are, how the 

quality of English textbooks is, and how the content of the teaching and the students' 

performance are. He concluded that it is worth noting for the examination designers to take 

into account how different factors in the context where this examination occurs might interact 

with one another to yield the appropriate intended results and a clear picture of the expected 

examination. 
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Andrews' (1994) Hong Kong study, was about the development of the RUE -the 

Revised Use of English- test to measure students’ oral performance in Hong Kong. In order 

to see the degree of efficiency of this newly, developed test, Andrews conducted a study 

using two parallel questionnaires to the working party members and teachers with three 

groups of candidates. The results of this investigation were that there was not one definite 

conclusion to the washback effect of the designed oral tests; rather, Andrews remarked that 

the final outcomes indicated that the nature of washback varied across the three groups: only 

a small improvement in performance between the first and the second group was ostensible. 

These results led the researchers to conclude that the washback effect of the test was delayed. 

For this reason, the findings of Andrews' study suggested to re-use the test in a second year to 

see whether or not the expected results could be noticeable. 

Alderson and Hamp-Lyons (1996) found, in their study of washback of the test of 

English as a foreign language (TOEFL) on preparation courses, that “this particular test was 

seen to have a more direct washback effect on teaching content than on teaching 

methodology”. The researchers employed three different types of data: interviews with 

students in groups, interviews with teachers (both individuals and groups), and field notes 

and audio-recordings during classroom observations. Like Watanabe (1996), Alderson and 

Hamp-Lyons observed “two different teachers while they taught both TOEFL preparation 

classes and courses. This particular design permitted Alderson and Hamp-Lyons to compare 

TOEFL preparation to non-TOEFL preparation classes” (cited in Bailey 1999 : 32). The 

authors concluded that the amount and type of washback which occurred depended on  

The status of the test, the extent to which the test is counter, the current practice, the 

extent to which teachers and textbook writers think about appropriate methods for 

test preparation, and the extent to which teachers and textbook writers are willing to 

and able to innovate (296).  
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A similar research design was used by Watanabe (1997), who investigated the 

university entrance examination in Japan through two different types of data collection 

methods: questionnaires, and interviews with teachers and students. Watanabe found that all 

the textbooks used by the teachers observed consisted of past exam papers and materials. In 

addition, the results showed the presence of grammar translation questions on a particular 

university entrance examination did not influence the teachers in the same way in that some 

teachers were affected by these exams, and others were not. Watanabe identified that “three 

possible factor that might promote or inhibit washback to teachers: (1) the teachers' 

educational background and/or experience; (2) differences in teachers' beliefs about effective 

teaching methods; and (3) the teaming of the researcher's observation” (cited in Bailey 1999 : 

23) . Thus, Watanabe concluded that "teacher factors may out weight the influence of an 

examination in terms of how an exam preparation courses are actually taught" (ibid). 

Moreover, he noted that school cultures might influence the degree of washback in that “a 

school positive atmosphere which encouraged students to interact with authentic language 

might infiltrate into individual classrooms” (Hsu 2009 : 58). 

Cheng (2005), in a large-scale empirical quantitative and qualitative study, sought to 

corroborate the idea of whether the modified Hong Kong Certificate of Education 

Examination (HKCEE) taken by most secondary graduates brought about the positive 

washback on teaching that was intended. In this study, Cheng used questionnaires, 

interviews, and observations during the first year after the announcement and discovered that 

the newly introduced examination was having considerable influence to the 'what' teachers 

teach, and not to the 'how' they teach (Wall, 2005). In other words, the charge of the 

examination would change teachers' classroom activities, but it did not change teachers' 

beliefs and attitudes about teaching. Cheng suggested that, “to change the how ... genuine 

changes in how teachers teach and textbooks are designed must be involved. A change in the 
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examination syllabus itself will not alone fulfil the intended goals”  

   In a study that converged with the findings found in Cheng's work, Read and Hayes 

(2003) attempted to measure the learning outcomes through an investigation conducted on the 

IELTS in New Zealand. The researchers used four data collection tools: interviews, 

questionnaires, observations, and pre- and post-English test. What was particular in this study 

was that the researchers had two small groups of 17 students. Those latter took retired version 

of the IELTS exam as a pre- and post-tests to two ILTS courses (intensive and general). Like 

the final result obtained in Cheng, Read and Hayes study did not show any significant 

improvement overall, nor between the groups of students. The researchers concluded that 

time is needed for washback to occur. 

Furthermore, in order to determine how students' individual differences can be affected 

by washback effect, Ferman (2004) examined the influence of the introduction of an oral test 

on learners' achievement. The author found that average ability level students were 

significantly different from other students: their anxiety level was the lightest and they were 

not adversely affected by potential failure in the test. For that reason, Ferman concluded that 

in order that washback could occur, it is important to consider the individual differences 

among learners. 

Like Ferman (2004), Gosa (2006) sought to identify possible washback effects that took 

place inside and outside classrooms as experienced by her students in Romania. Gosa used 

students' diaries to analyse whether or not the students’ study environment was affected by 

test washback. Adopting that particular method, Gosa recognised that the individual 

differences among the learners and the environment where they operate need to be considered 

to see if an exam might exert the expected effects, attitudes; perceptions, beliefs, learning 

styles, and anxiety should be taken into account when trying to promote positive washback as 

they are likely to interact with the test, and hence intervene in the washback process. 
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Qui (2004) conducted a survey to examine the impact of the National Matriculation 

English Test (NMET) in China. This investigation focused on the main function used to 

select students for higher education. The obtained data revealed that the NMET has a 

considerable impact on materials and learning activities, but not the type of the intended 

results set out at the beginning of this survey. Qui concluded that one of the reasons for this 

was that teachers failed to teach students the required skills that are supposed to be an integral 

part of instructional objectives. Instead, these teachers felt more pressured to work only for 

good results that have to be obtained at the end of this examination. 

Wall and Horâk (2006) examined the impact of the changes of the TOEFL on teaching 

and learning in preparing students to take the test from teachers' point of view in central 

eastern Europe. Wall and Horâk used interviews over the period of five months to detect the 

degree of answers of teachers on the changes in the TOEFL test. They observed that there 

was indeed a certain awareness, but it grew very slowly. Nevertheless, the two researchers 

found that there was a positive impact toward the introduction of a speaking test and the 

integrated writing skill. They concluded that the availability and quality of the information 

about the test and test preparation materials would be a major source contributing to teachers' 

reactions to desired changes. 

Therefore, from the above literature review on washback effects a number of findings 

have emerged with regard to this phenomenon and the ways in which it can be investigated. 

Some of these concluding remarks are summarised as follows: 

First of all, the review of the literature showed clearly that washback is broad and 

multi-faceted and can be brought through the agency of many independent and intervening 

variables besides the exam itself. As far as washback is concerned, one can see now some of 

the factors which seem to have affected the form that washback can take included teachers 

and students factors such as beliefs, attitudes, experience, education, training, personality, the 
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status of the subject to be tested, resources, classroom conditions, management of practices in 

the schools, communication between test providers and test users, and even the socio-political 

context which the test is put to use. In addition, what stands out clearly is that to carry on 

washback investigation, a multitude of different data collection methods were employed. 

Example of these used instruments concerned methods as classroom observation, individual 

interviews, group discussion, questionnaires, analysis of participants' diaries and their talk in 

the context under exploration. All these methods and instruments aimed to examine the 

factors and variables that make-up washback. 

As was seen in this review of literature, the majority of research studies into washback 

tried to report the effects of examinations on the teaching content (Alderson & Hamp-Lyons, 

1996; Read & Hayes, 2003; Wall & Alderson, 1993). Some results have indicated that tests 

altered teaching methods and materials, but others have shown that the tests had limited or no 

impact on either (Alderson & Hamp-Lyons, 1996; Cheng, 1997; Wall & Alderson, 1993). 

Washback may also be differential, it occurs with some teachers, but not with others 

(Alderson & Hamp-Lyons, 1996; Watanabe, 1996). Besides, most of the analysed data 

revealed that tests have a superficial impact on students learning, and these individual 

learners like teachers have experienced this influence in different ways, with the potential for 

considerable impact in terms of effective factors and teachers' behaviours (Cheng, 1997; 

Ferman, 2004). The differences between the degree of washback on teachers and students 

have raised questions about the extent to which washback to teachers can be assumed to be 

generalizable to washback to learners. In sum, there is an evidence indicating how washback 

to teachers and programmes might interact with washback to learners. 

At the end, on the ground of the literature review dealt with above, there has been an 

evidence displaying most of the common and available empirical studies that investigated 

washback in language testing on learning and teaching but at large-scale proficiency tests. In 
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other words, this implies that a study of washback on assessment in a classroom context is 

still not well explored. This reality is expressed by McNamara (2000), too much language 

testing research is about high-stakes proficiency test, ignoring classroom context, and 

focusing on the use of technically sophisticated qualitative methods to improve the quality of 

tests at the expense of methods more available to non-expert. Hence, what is required to 

overcome this shortage is to realize a study of washback on learning and teaching for 

classroom tests, and the influences of these tests on the teachers' and students' behaviours and 

attitudes. This objective becomes the priority of any washback investigation, and this is 

actually the main argument on which the present study in this thesis rests. 

1.5 Washback: Lever of Innovation in Education 

Washback is the key concept in this study. So, this section will attempt to clarify the 

implication of this concept to educational innovation. The aim of this section is to highlight a 

possible framework that can help test developers to judge whether their innovations (the 

testing they are developing) are likely to have the impact they intend them to have. In the 

literature, it was argued that to understand the nature of washback it is also important to take 

account of findings in the research literature in the area of innovation in language and change 

in educational innovation. 

A great deal of applied linguists assert that there has been a well-established tradition, 

which led to the realisation of a number of networks that served to yield the most elegant 

compilation of ideas about the different phases in the innovation process at the factors at 

work in every phase (Rogers, 2003; Fullan, 2007), and an increasing body of literature 

focusing on the English teaching context (Henrichsen, 1989; Kennedy, 1990; Markee, 1993, 

White, 1993; Li,2001). Crucially, what is most remarkable with these research studies is that 

they succeeded to some extent to make clear for readers the complexity of the innovation 

process, and the factors which inhibit or facilitate successful diffusion and implementation. 
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Because it is not possible to cover all of innovation theory in a single action, the 

discussion will be limited to the ideas which are relevant to the present study. The 

particularity of what is going to be displayed in this section is that ideas are arranged in a 

certain way in order to help readers find a link between innovation and washback in 

education. The researcher looks first at the term innovation and what it implies as a specific 

concept in relation to washback in language testing, then he considers what distinguishes this 

term from the other types of change needs to be considered. This will be followed by a 

discussion of the process of innovation and the sense of change, for the individuals who are 

most affected by it. This section concludes with the provision of several models of 

innovation, including the hybrid model of the diffusion/implementation process by 

Henrichsen (1989), which served as the starting point for the analysis of data in the present 

study. 

1.5.1 Innovation: Definition 

The first question that needs to be answered is what the term 'innovation' refers to. 

Following wall (2005: 60), Rogers (1985) defines innovation as an “idea, practice, or object 

that is perceived as new by an individual or other unit of adoption”. For Rogers, he sees that:  

It does not matter whether the idea is objectively new (in terms of the amount of 

time that has passed since its discovery or invention), but rather whether it is felt to 

be new by those who may be adopting or using it (ibid).  

In Hsu (2009), innovation can be usefully defined as a planned and deliberate effort, 

perceived as new by individuals to bring about improvement in relation to desired objectives. 

Hsu makes this idea more explicit. He advocates that educational innovation is the result of a 

number of problems that a given educational system can present such as failure in students' 

achievement, a poor performance by students in specific areas, or a lack of transparent 

accountability reporting. What is worth noting about these problems is that they also 

transgress to touch some aspects of educational systems that concern systematic attempts by 
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some authorities to change educational policies and practices with the intention to achieve 

better final outcomes (Brindeley, 2008 : 36). 

Some other researchers make a distinction between innovation and other types of 

change. For Wall (2005: 60), who cites White (1993), “the difference has to do with 

intentionality: while 'change' is any difference that occurs between time one and time two, an 

'innovation' requires human intervention” (244). For Miles (1964) “innovation is a deliberate, 

novel, specific change, which is thought to be more efficacious in accomplishing the goals of 

a system” (cited by White, 1988: 211). Nevertheless, there is another view borne by some 

other researchers who use the terms as synonyms. Many of them argue that if they believe 

that the distinction is a valid one, they use them interchangeably to avoid any sort of 

confusion or ambiguity, the researcher prefers to opt for the view that regards that these two 

terms bear the same sense since the efforts required to launch innovation in this research are 

so high, and the challenges go beyond the discussion between the two concepts. 

In the literature on innovation in language education, it is thought of that the ideas 

provided by Markee (1987) are said to be the most comprehensive. Markee recommends that 

language-teaching professionals should adopt a 'diffusion -of-innovation perspective' in order 

to understand why their attempts to innovate meet with success or failure. In other words, this 

means that specialists need to be aware of the matters and findings reported by educators and 

vice versa. For Markee, this approach will not only provide language educators with a 

coherent set of guidelines and principles for the development of their own innovation 

evaluation, but will also apply them with criteria for retrospective evaluation of the extent to 

which these innovations have actually been implemented (cited in Wall, 2005 : 61). 

What comes out from this brief discussion on the right sense of the concept 

‘innovation’ is that it is deliberate, intentional and also planned. With regard to this 

definition, it is apparent that the other concept ‘washback’, the central research concept in 



 

 

43 

 

this study, should be conceived with a meaning that overlaps to a large extent with this 

definition of innovation in order to bring about changes and improvements to the teaching 

and learning processes. Obviously, this is what it is intended by the innovation of a newly, 

testing system in the context under study in this thesis. In what follows, more understanding 

about the process of innovation and what it encompasses, and how it is adapted to this 

research will be discussed. 

1.5.2 The Process of Innovation  

The concept of innovation has been so far defined. The next step in this section is to 

synthesise the process of innovation through the discussion of four major innovation views 

provided by four different educationists in order to highlight four attempts of innovation to 

bring about their relevant ideas together: a basic model for innovation by Rogers (1995), a 

comprehensive survey of innovation by Fullan (1991), a set of principles that are seen to 

guide an innovative act by Markee (1997), and Henrichsen's (1989) innovation model. The 

latter is discussed in some detail because of its relevance to language education and to 

language testing projects in various contexts. 

1.5.2.1 Rogers' View  

In the innovation process, a number of attributes have been proposed as correlating 

with the success of implementing innovation. One of the most cited set of attributes is 

perhaps that proposed by Rogers (2003). For Rogers, there are five attributes that compose 

his model, which are relative advantage, compatibility, observability, trialibity and 

complexity. The first attribute, as Rogers posits, is about the answer to the question that is 

first raised on the persons whom are mostly affected by innovation. In addition, relative 

advantage represents the perception that those persons have on the innovative act. It is 

believed that the greater an individual perceives the relative advantage to be, the quicker it 
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will be adopted. Hsu (2009) refers to Rogers to make this point more explicit:  

He linked relative advantage to a person's incentives. If incentives contribute 

strongly to a decision to adopt a change, there may be little relative advantage to its 

continued use after the incentive is removed or sometimes reduced (70).  

Compatibility, the second attribute, provides a thorough description of the degree of 

congruence between the innovation and the existing values, past experiences and perceived 

needs of those who are expected to adopt this innovation. For Rogers, it is clear that if there is 

a high degree of compatibility between the innovation and the standard norms and values of a 

system where innovation is to occur, the act of innovation is going to happen rapidly. 

Contrary to this attribute, the third one, complexity, is proposed by Rogers to display the 

extent to which an innovation is difficult and complex to take. It is argued that if an 

innovation is seen by its adopters to be difficult, it will be difficult to diffuse and adopt 

(Rogers, 2003).  

The next attribute in this series of Rogers' model concerns mainly the issue of triability. 

The latter refers to the extent to which a prospective adopter could try out an innovation 

before its adoption. For Rogers, an innovation that is triable represents less uncertainty to the 

person who is considering for its adoption, as it is possible to adopt the innovation a little at a 

time rather than all at once and to learn by doing. The final attribute, observability, pertains to 

the adopter's ability to actually see the innovation being used by others. For Rogers, if an 

innovation is observable, it is easy to adopt and defuse (Hsu, 2009 : 70). What is significant 

about this model is that it claims that considering these five attributes makes it easy for the 

innovation to be adopted and rapid for its diffusion Among these five attributes, innovation 

researchers believe that relative advantage and compatibility are of a great value, and very 

important in giving a thorough explanation of an innovation's rate of adoption 
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1.5.2.2 Fullan's View 

On the issue of quality, Fullan and Steingelbawer (1991), in their comprehensive 

survey of innovation in education, observe that innovation should be regarded as a process 

rather than an event. For Fullan (2007), the innovation process is identified through three 

fundamental stages, which are: 'Initiation', 'Implementation', and 'Continuation'. What is 

worth noting on these stages is that Fullan recognised that it is not possible to predict how 

events in one phase will influence those in the others, or how long it will take for one phase 

to change into another. 

Referring back to these three basic stages in Fullan's model, these are defined as 

follows: 

1. The 'Initiation' stage: it is the process that occurs between the first appearance of an idea 

for a change and the time when it is adopted. In this stage, Fullan proposes to ask a set of 

questions to see whether or not the idea to be adopted is worthy. These questions include: 

 What is the source of the idea of change? 

 What was the motivation behind the idea? 

 What is the quality of the innovation? 

 Are the participants in the innovation process aware about the 

requirements of the idea? 

 Is this particular idea supported by external establishments? 

2. The 'Implementation' stage: it is the process of putting into practice an idea, programme, 

or a set of activities and structures new to the people attempting or expecting change. 

Fullan insists on the assumption that there should be a definite consideration to the factors, 

which are important in this stage. This particularity includes three aspects: the 

characteristics of the innovation (need, clarity, and availability/practicability), the 

characteristics of the local context (the district, the community, the principal and the 
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teachers), and the characteristics of external bodies such as (government and ministries) 

(cited in Wall, 2005 : 62). 

3. The 'Continuation' stage: it refers to whether an innovation becomes part of the 

educational system, or whether it fails and is rejected. Like the previous stage, a number of 

factors need to be considered. These mainly concern matters such as: 

 the degree to which an innovation has been built into the system; 

 the number of people who are committed to and skilled in the change; 

 the strength and procedures to provide continued support, and 

 the degree of the staff turnover in the target situation. 

 

Besides the identification of the three stages of the implementation process, Fullan 

(2007) observed that quality in implementing projects needs to be considered; he thought that 

quality may be compromised, especially, in politically-driven projects, simply because the 

period between the decision to initiate and start up is often too short to allow for adequate 

quality assurance. Hsu (2009) made this idea more explicit; he posits that “when adoption is 

more important than implementation, decisions are frequently made with the follow-up or 

preparation time necessary to generate adequate materials” (74). To overcome this problem, 

Fullan (2007) proposes that “it is important to attempt substantial change and to do it by 

persistently working on multi-level meaning across the system over time” (92). By this, 

Fullan shows that innovation is a complicated task to carry out. In order to make it easier for 

innovators, it is wiser to break down complex changes into components, which can be 

implemented in an incremental manner. 

1.5.2.3 Markee's View 

Markee's (1997) framework in the area of educational innovation is seen by innovation 

researchers to be one of the most comprehensive models that successfully realised to 
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summarize and display the relevance of ideas from innovation theory. In the diffusion of 

innovation in language education, Markee provides Principles for language teaching 

professionals:  

To understand the factors that affect the design, implementation, and maintenance of 

innovation. His frame work is based on the questions that were posed by Cooper 

(1989): these include questions such as, who adopts, what, when, why, and how (118). 

In terms of who, Markee, based on Fullan (1982), associates the who to the teachers. 

He sees that those latter are key players in the language teaching innovation. Though the 

teachers are different from one context to another, they tend to assume the role as 

implementers who carry out the process of innovation on the ground. Markee also reported 

that Kennedy's (1988) study shows the individuals in this process of innovation may 

transgress to concern often people other than the teachers, mainly those who are seen to play 

the role of deciders. These are individuals such as Ministry of Education, directors of schools, 

and general inspectors. The other part in this process are students, who are the clients. All of 

those individuals form the community that the innovation act targets. 

In the course of the implementation process, the potential adopters, drawing from the 

studies by Rogers (1983) and Rogers and Shoemaker (1971), should pay attention to basic 

stages. Markee identifies these stages as: 

1. gaining knowledge about innovation, 

2. being able and persuaded of its value; 

3. making a preliminary decision of whether to adopt or reject the innovation, and 

4. confirming their previous decisions. 

In terms of what, Nicholls (1983) defines “innovation as an idea, objective, or practice 

perceived as new by individuals, which is intended to bring about improvement in relation to 

desired objectives, which is fundamental and which is planned and deliberate” (cited in 

Markee 1993 : 231).  
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Chinda (2009), based on Markee's interpretation of the what, sees this latter:  

…what needs to be considered as a managed process of development whose 

principal product are teaching or teaching materials, methodological skills, and 

pedagogical values that are perceived as new by potential adopters or as he labelled 

it the who (65). 

 Here, Markee addresses two issues he felt were missing in Nicholls' definition. These 

mainly are: the notion of fundamental change and the question of whether innovations need 

to be planned or not (Wall, 2005 :71). 

In terms of where, citing Cooper (1989), Markee says that “where in an innovation is 

implemented or is a socio-cultural, not a geographical issue” (55). Markee also stresses the 

importance of understanding the context where innovation takes place. In general terms, the 

context here refers to a social and cultural context where many factors, such as cultural, 

ideological and socio-linguistic are involved and currently affect it.  Markee cites Kennedy 

(1988) who gives the name of 'sub-systems' to these factors displayed in Figure 1.1. 

Figure 1.1: The Hierarchy of inter-relating systems in which an innovation has to operate  

                           (Source: Kennedy, 1988 : 332, cited in Wall, 2005 : 72) 

In terms of when, Markee discusses the rate of diffusion. He points out that this rate 

may vary from one type of innovation to another. He also adds that “the diffusion process 

tends to begin slowly and then accelerates to finally shaken” (58). Besides, Markee thinks 
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that innovation takes time to implement and always takes longer to implement than expected. 

In order to grasp this idea in the diffusion process of an innovation, it is appropriate to refer 

to Rogers (1995), who explained the rates of diffusion in the form of S-shaped curve (Figure 

1.2). In this version, Rogers claims that most innovations follow the same pattern. First, the 

rate of diffusion is slow in the beginning, but then after the adoption of the rate by 

individuals, the rate accelerates. This is indicated by the step climb in the curve. 

Figure 1.2: The Rate of adoption of an innovation (The S-shaped diffusion curve) 

                   (Source: Rogers, 1995: 11, cited in Wall, 2005 : 74) 

Rogers (1995) makes clear what the attributes of the rate of diffusions are. In his words, 

he states that: 

the rate on adoption is usually determined by five types of variables: the attributes of 

innovation, the type of innovation, decision, communication channels operating in 

the environment, the nature of the social system, and the extent of the agents (cited 

in Wall, 2005 : 74). 

In terms of why, Markee discusses the characteristics of adopters and characteristics 

which can facilitate or hinder innovation. About the characteristics of adopters, Markee refers 

to Rogers (1993) and emphasizes on the assumption to consider five categories. These were 

discussed with some detail under the who. He adds that giving too much importance to the 

characteristics of adaptors make it possible that the agent would be more convinced about the 

adoption of the innovative act. On this particular point, Rogers used the phrase ‘audience 
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segmentation’ to talk about the various communication channels or appeals that are used to 

target different categories of adopters (Rogers, 1993, cited in Wall, 2005 : 74). The second 

factor that was discussed by Markee is about the features of successful innovation. Rogers 

(1995) stresses that it is the adopters perceptions of the features which decide whether to 

adopt or reject the innovation. Drawing on this assumption, Markee points out five 

fundamental crucial attributes to adopt or reject the innovation. These attributes were 

illustrated in Rogers' view (see 1.5.2.1). 

Finally, in terms of how, Markee (1997) describes five different approaches to affecting 

change: the social interaction; centre-periphery model; research-development and diffusion 

model, problem-solving model; and, the linkage model. 

1. The social interaction model: “it sees a diffusion of an innovation as a matter of 

communication: individuals belong to one or more network and information about spreads 

and colleagues interact with others in their own social grouping” (62-63). 

2. The research-development, and diffusion model: “it assumes that research, long-term 

planning and specialist teams working on different aspects of development can ensure 

high-quality innovations” (63-64). 

3. The centre-periphery model: “it is more ‘top-down’ policy-makers decision of whether 

and innovation will be adopted and from it should take, and pass their decision on the 

subordinates who must try to manage the implementation” (ibid). 

4. The problem-solving model: “it is a ‘bottom-up’ model, where it is the potential users of 

innovation who decide whether there is a need for change. They identify possible, trial and 

evaluate them, and repeat the process until they reach satisfactory outcomes” (67-68). 

5. The linkage model: “it is corporate features from the social interaction, problem-solving 

models, and which acknowledge that different approaches should be used in different 

situations, depending on the type of problem that need to be solved” (68). 
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1.5.2.4 Henrichsen's View 

In congruence with the previous illustrated innovation views discussed earlier in this 

section, Henrichsen's (1989) model suggests a full understanding of the diffusion and 

implementation of innovation processes required not only an examination of the innovation 

itself, but also an in-depth examination of (a) the role of the change agent (eg. policy makers, 

deciders of innovation,), (b) the role of the adopted (eg. teachers and students), (c) the various 

stages of the innovation diffusion process (eg. decision making, adoption, implementation, 

diffusion), and (d) the local constraint which reformers operate. In other words, it is crucial to 

understand the context where innovation would occur and take part, the length of time that is 

required for successful innovation, and the factors that are present in the context where the 

innovation is expected to happen (Andrews, 2004). Without an understanding of these 

different components of the innovation process, innovators will find it very complicated to 

carry on what they want to innovate. 

In this respect, from his attempt in diffusion innovations in English language teaching, 

Henrichsen (1989) proposes a hybrid model of the diffusion/Implementation process. The 

model consists of three main elements: ‘antecedents’, ‘process’, and ‘consequences’. 

1. The ‘antecedents’ component of the model focus on the significance of the set of 

conditions of the educational context or environment before an innovation is introduced. 

On this point, Henrichsen insists on that those who postulate for an innovation must be 

aware of the characteristics of the intended 'user system', the characteristics of the 'users', 

traditional pedagogical practices, and the experience of the pervious reforms before they 

decide on the suitable innovation to be carried out. The characteristics of the 'user system' 

correspond to the structure and power relationships in schools and society. The 

characteristics of the intended ‘users’ of the innovation process include the used attitudes, 

values, norms, and abilities. Traditional pedagogical practices consist in deriving from a 
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variety of cultural and historical influences. Finally, the experiences of the previous 

reforms will provide an understanding on how to achieve the goal or how to overcome the 

difficulties present in the innovation.   

2. In the ‘process’ component of the model, Henrichsen describes and analyses the factors 

which stand as facilitators and/or hindrances to change; he lists the factors as follows: 

 Within the innovation itself, including originality, complexity, 

explicitness, relative advantage, triability, observability, status, 

practicality, flexibility, adaptability, primacy, and form; 

 Within the ‘intended user system’, including geographic location, 

centralisation of power, and administration, size of the adopting unit; 

 Communication structure, gap orientation, and balance, learner factors, 

student factors, capacities, educational philosophy and examination; 

 Within the inter-elemental, including compatibility, linkage, reward, 

proximity, and synergism.  

3. In the ‘consequences’ component, the hybrid model provides different types of the 

innovation decisions and outcomes. In this section, Henrichsen describes how a decision 

to adopt or reject an innovation can be changed at a later stage; he also describes the types 

of innovation decisions, collective decisions, authority decisions, and contingent decisions. 

Besides,  he labels the types of outcomes that can be in mediate or delayed manifest or 

latent, and functional or dysfunctional functions (Wall, 2005 : 83-86, Chinda, 2009 :66-

67).     

Based on this discussion, different views on innovation in education provide 

implications for the present study since the major aim in this research is to repair the myriads 

of anomalies present in the current testing system adopted by EFL teachers in the Algerian 

secondary schools, and hence seek to implement an ATM; besides, another implication 
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mainly concerns to examine the impact of the intended innovation on those who are 

concerned by it in the context to be explored. In this respect, this synthesis of the available 

literature review on educational innovation has led us to consider that Rogers (2003) model 

has provided a general definition of innovation, its basic characteristics, and its diffusion 

process. Fullan (1991) has proposed broad phases of change in innovation, as well as factors 

affecting each phase. Fullan, through his model, has made clear that the process of innovation 

should be seen as a process rather than as an event, and all the participants who are affected 

by this act have to find their own understanding for the change. Markee's (1997) model has 

yielded specific perspectives in the domain of innovation in education. The set of proposed 

questions have proved to be crucial in making this process true. Finally, Henrichsen's (1989) 

hybrid model has offered insights into the fundamental factors affecting the different stages 

in the implementation and diffusion of innovation. 

From this synthesis of the implications of “innovations” views in this study, it is 

ostensible that different theories of innovation and change have provided the researcher in the 

present exploration useful insights on how one should proceed to implement subjects that are 

new for the people concerned by this change and to serve to bring positive outcomes. 

Knowing that not all what was discussed above by these theories can be taken for granted, it 

is essential to note that there is a dire need to adapt the contents of these models to the subject 

and objective of the present study, so that conceiving things in such a way makes these 

frameworks effective in their uses. 

As has been pointed out at several instances in this review of the literature on 

innovation in education, bringing about any kind of change can be extremely long, complex, 

and difficult. Research into washback has consistently shown that tests, in many cases, can be 

seen as effective and useful levers for innovation in education. This is why the final 

implication of this discussion of innovation in education to the current study is that it has 
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enabled the researcher to base his investigation on a clear-founded theoretical background, 

and, second, it has also offered the understanding of how systematic the process of 

implementing a new testing system should be an issue which is very indispensable to 

diagnose the factors affecting the different stages of this innovation in this study.  

1.6  A Washback Model for the Present Study 

In section 1.3 in this chapter, the functions and mechanisms of washback through which 

it is believed to operate were investigated. The present section explores a washback model 

arrived at from the set of reviews of different empirical studies in various contexts. Its 

fundamental aim is to investigate the effects of the introduction of new tests in this research 

and to consider the nature of evidence required to support claims of a washback effect. 

The model proposes that the nature of washback from language tests flows from 

overlap, the distance between the contents, and the instructional objectives set out in the 

relevant, taught syllabus. The greater there is a correspondence between the two, the likely 

positive washback becomes. Nevertheless, in this model, washback is not simply a matter of 

test design, it is realised through, and limited by, participant characteristics. Participants 

perceptions, attitudes, and reactions of test importance and difficulty, and their ability to 

accommodate to test demands, will moderate the strength of any effect and certainly the 

evaluation of its value. 

To provide a structure of this model, the researcher used an adapted model of washback 

that is based on a framework that was suggested by Hughes (1993). It is worth noting that this 

latter is very common in the literature review on the most current research studies on 

washback. The researcher discussed this model with some detail in section 1.4. The choice of 

this washback model among many other available models in the language testing area is 

manifested by the fact that such a framework is very appropriate to the nature of the present 

research. In what follows, the different components that form the adopted and adapted 
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washback model in this study are discussed. However, before proceeding to this, it is 

worthwhile to mention that to describe washback phenomenon and how it occurs, it is 

important to distinguish between participants, process, and product, recognising that these 

three components may be affected by the nature of a test. 

1.6.1 Washback on Participants 

In considering this first component in the adopted framework in this research, one can 

point out that the participants' behaviour can either support or override the intended washback 

effect of the introduction of the new testing system. As noted by Shohamy et al. (1996), the 

results obtained from tests can have serious consequences for individuals as well as 

programmes, since many crucial decisions are made on the basis of test results. In this study, 

the researcher called for one of these two important sorts of washback, that is, washback on 

participants. This idea overlaps, to some extent with, Bachman's and Palmer's (1996 : 30-31) 

micro-level of washback. On this point, Bailey (1999 : 12) views that the participants either 

teachers or students affected by washback may be influenced by information that a test bears 

prior to its administration, or by ‘folk-information’ (such as reports from students who have 

taken earlier version of the test). Besides, these participants may also be influenced by several 

sources of feedback following the administration of the test. These would include the actual 

test scores provided by teachers, feedback from students, and feedback from the teachers to 

the students scores. 

To access the participants' attitudes in a washback study, the literature review on this 

issue presents myriads of means of investigation. Alderson and Wall (1993) point to the 

inadequacies of relying on survey data in isolation, but acknowledge that surveys can help to 

explain teachers' behaviour by probing, understanding, and beliefs. Watanabe (2004) 

proposes that qualitative data methods such as interviews in understanding washback in 

context can provide access to the world view of the participants. He adds that qualitative 
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interview can also assist the researcher both in the design on more quantitative instruments 

and in the interpretation of the results (cited in Green, 2007 : 28).  

1.6.2 Washback on Process 

The second component in the adopted model is washback on process. Hughes (1993: 2) 

defined process “as any actions taken by the participants which may contribute to the process 

of learning”. Specifically, he included processes such as materials development, syllabus, 

teaching methods, contents of teaching, learning strategies, and assessment. 

To understand better washback on process, a number of language assessment 

researchers recommended that the triangulation of perspectives, incorporating the views of 

teachers is needed (Watanabe, 2004; Shohamy, 2001; Turner, 2001; Alderson & Wall, 1993).  

Hence, they suggest that both questionnaires responses and interview data will need to be 

sustained by another instrument, Cheng (1997), citing Bailey (1999) agrees that “observation 

allows for a richer understanding of washback than surveys alone and argues for a 

combination of asking through surveys and interviews - and watching through observation” 

(cited in Green 2007 : 29). 

1.6.3 Washback on Products 

The last component in the adopted washback model in the current study is washback on 

products. Hughes (1993) defines “the products associated washback on products as what is 

learnt (facts, skills, etc.) and the quality of learning”. What is notable on this component is 

that it is sometimes difficult to untangle it from the two other components that are 

participants and process. For Bailey (1989), much of the literature review about participants 

and washback describes the various processes participants try to increase. Such processes 

include aspects, such as reviewing what one carries on in teaching. Shohamy (1993) 

highlights “processes as well when claims that negative washback often brings about under 
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emphasis on the means by which the learner arrives at proficiency” (186). This means to 

include processes and products in the model. 

To access language outcomes, most of language assessment researchers claim that it is 

complicated to measure products. The reasons for the lack on consideration given to tests 

include the problem of comparing non-equivalent, often-distant groups and the selection of 

alternative outcome measures (Green, 2007: 29). For Madaus (1988), in evaluating outcomes, 

it is important to bear in mind the circularity of evaluating test impact through score gains. A 

rise in score does not obligatorily imply that there is an improvement in learning. Rather, the 

score may mask the reality that there is no positive washback of the test on the final outcomes 

of learners. Because of this, and in order to make washback on products actual, in the current 

study, the researcher would work on the evidential link between test design issues and test 

score interpretation. This can result in gains on the newly testing system. 

Having explained the choice of a washback model, highlighted its structure and the 

components it comprises, introduced the appropriate research methodology to be employed to 

access each of these components in this research, now we turn to dependent variables of the 

model arrived at above. This raises how washback can be recognized and gives a clear picture 

on its nature. A thorough examination of these dependent variables is needed and will be 

presented further through the two fundamental studies: the “Preliminary Study” and the 

“Final Study” in Chapters 3 and 5.  

On this matter, Green (2007) cites Wall and Alderson (1993) who argue that it is 

necessary to define dependent variables in washback research and their 15 washback 

hypotheses suggest predictions regarding content (what), methods (how), rate, sequence, 

degree, and depth of teaching and learning as potential dependent variables for investigation. 

In the same vein, calling for the same explicitness of these dependent variables, Bailey (1999) 

remarks that washback studies can broadly be divided into those focusing on perceptions and 
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those concerning actions. Hughes (1993), whose ideas are the starting point of the washback 

model adopted in this research, provides his model that attempts to tackle the dependent 

variables as a basis for research which encompasses both perceptions and actions and links 

these two variables to learning  outcomes. Bailey (1996), who developed this model presents 

it in the form of flow diagramme, where the conditions outlined for washback are met. In this 

sense, washback will occur to participants, affecting their attitudes towards work. 

Participants' attitudes will affect processes, including both what participants do, and how they 

do. Processes concern aspects such as teaching materials, teaching, and learning. In their turn, 

these processes will influence the product: the content and the extent of learning.  

Drawing on the reviewed literature, dependent variables in this study will include the 

effects of the prevailing, existing testing system in the Algerian secondary schools on 

participants' attitudes and beliefs, the content and methods of teaching and learning and the 

students' outcomes, in the form of their scores and self-assessed gains. Likewise, the same 

way of conceiving these dependent variables will be adopted with the effects of the newly, 

introduced testing system in the context under exploration on participants' attitudes, beliefs, 

and reactions to that innovation. Each of these facets to be considered poses its own 

challenges for the researcher in this investigation. Therefore, this study aims to explore how 

different components in the Algerian educational system reacted when washback was 

strategically anticipated to determine the possible areas of washback intensity in teaching and 

learning English in the Algerian Secondary schools and to define the interrelationship 

between the who changes, ‘what’, ‘how’, ‘where’, and ‘why’. 
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Conclusion 

To summarize, this chapter reviewed a number of issues related to the central research 

concept in this research. Crucially, an attempt has been made to elucidate the origins, 

definitions, functions, and mechanisms of washback in language testing. In addition, this 

literature review on the concept has also considerably helped us to display the power and 

authority of tests on the teaching and learning processes, indicate how language tests become 

effective ways for influencing educational system, prescribe the behaviour of those who are 

affected by their results. Some ideas related to the question of impact of tests on teaching and 

learning either in positive or negative sides are still not well explained, and the raised 

questions remain without thorough and comprehensive answers. Next to this part, in this 

chapter, an array of assessment studies on washback have revealed that a large number of 

investigations on this phenomenon are from different perspectives and multiple levels are 

available. In the meantime, those studies have shown that a few of them are of empirical 

nature, and findings become fewer when research turns to explore the washback effects of 

language tests in classrooms. 

The following displays the theoretical background of the research methodology 

employed in the present study. 
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Chapter Two: Research Methodology for this Study 

Introduction 

This chapter describes the research methodology underlying the research. It comprises 

four sections. Each one of these attempts to explain a particular area or a relevant issue to the 

research strategies and research methods of the whole research design.  

The first section of the chapter describes the overall research design wherein an 

elucidation of matters, such as the research framework and the research methodology for this 

study is displayed. The second section elicits the research time that the investigation took 

from the initial phase until the end of the study. The next section deals with the subject of 

ethics in this research through which the researcher shows the basic ethical guidelines he 

followed to avoid any form of bias or influence that can minimize the validation and 

credibility of the final outcomes in this study. Following this section, the researcher’s roles 

and his epistemological positioning are described. The aim of such a presentation is to show 

how the researcher proceeded to carry out the current exploration. 

2.1 The Research Design of this Study: An Overview 

2.1.1 Research framework 

The research puts emphasis on the importance of ‘context’, ‘setting’, and ‘subjects 

frames’ (Marshall, Rossman, 1989:46). The methodology adopted in this study sought to 

capture the reality, variation, and the complexity of the changes in day-to-day classroom 

practice as well as changes within the Algerian educational context. In order to understand 

current practices, the researcher engaged directly in the local scene, spent sufficient time to 

understand how action took part in its specific context, gained access to these practices, and 

observed how behaviours of participants changed over time due to the innovative act subject 
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to the present study. Without this direct involvement, an understanding of the studied 

phenomenon was not possible.  

Due to the nature of this newly implemented test and its impact on the educational 

system as a whole and the learning of English as a subject in this system, this study explored 

the area of teaching and learning of this subject in in-depth. The level of the washback effect 

on the ATM consisted in the micro-level, the level of teachers and students. The researcher 

suggested that observing the educational context at the micro-level was very crucial to allow 

one to identify gaps or mismatches between the teaching/ learning practices and the way by 

which learners are constantly assessed and evaluated. Accordingly, in the present case an 

understanding of the perception of the relevant gaps and mismatches within the educational 

context should greatly improve the knowledge and understanding of how and in what areas 

the suggested achievement tests drawn out from the ATM can actually influence the teaching/ 

learning process.  

As has been noted in chapter 1, the washback effect is a powerful phenomenon. Indeed, 

it is so since it not only influences different people at different levels within educational 

contexts, but also this phenomenon has a strong impact on many aspects of the teaching/ 

learning process. This is why it is very important to gain an understanding on research 

findings about teaching and learning, make references to the existing models of teaching and 

learning, and also draw on theories in educational change, since the notion of change is the 

fundamental principle of the washback effect. 

For Cheng (2005), classroom-centred research investigates what happens inside the 

classroom when the two main parties teachers and students come to interact. It also seeks to 

answer related questions to the issue of the process variables of the classroom and in the 

mean time looks for appropriate answers to questions such as how and why it is that things 

happen as they do in the classroom. The focus on such aspects is actually the purpose of the 
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current research of the washback study because it investigates how this particular 

phenomenon works in the educational context and in the classroom.   

Accordingly, language researchers have chosen to look at the classroom as a place 

where language learning takes part in terms of the language input provided by the interaction 

between the teacher and students. In this respect, the classroom should be the first place to 

consider if one actually wants to understand how to help the learners learn more efficiently 

and how teachers and students come to interact together. Likewise, the classroom is the first 

place to look at if one wishes to know whether a proposed new test can bring about changes 

in classroom teaching and learning, and the subsequent types of changes that can occur.   

Consequently, regarding the existing different approaches to classroom investigation, 

Chaudron (1988) summarized four main prevailing traditions in classroom research. The first 

tradition is referred to as the ‘psychometric’. This latter involves context, passage, and 

product studies, which attempts to investigate the quantitative relationships between various 

classroom activities or behaviours and language achievement. However, this tradition has 

been criticized for its neglect of some existing variables in the classroom and for its try to 

establish a linear relationship between input and output variables via quantitative analysis 

(Allwright, 1988). For many language testing experts, this tradition is not adequate for 

studying washback as this phenomenon is very complex to have a possible linear input and 

output relationship. 

The second tradition is the one known as 'interaction analysis'. It refers to observational 

schemes adopted by researchers in order to provide a description of the teacher-student in the 

classroom. For Moskowitz (1971), the designed observational schemes are meant to help 

teachers discover and evaluate their own classroom behaviours so as to become ultimately the 

teachers' agent for change. Like the previous first tradition, this approach was also criticized 

in that the used observational schemes were regarded not to be able to capture the complete 
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picture of classroom interaction (Bailey, 1985). Hence, for the present research, this form of 

analysis is considered too small to understand the complexity and multidimensional 

phenomenon of washback. The other tradition is seen by many researchers as a tradition that 

arose from a linguistic perspective, and attempts to fully analyse the discourse of classroom 

interaction in structural-functional linguistic terms. This third tradition is often labeled as the 

discourse analysis approach. In its essence, it usually views interaction as a chain of teacher 

and student behaviour. Its particularity is that it has the potential to be applied in a 

quantitative fashion. Like the previous tradition, this approach is also seen to be too detailed 

for the purpose of this study. 

The fourth tradition is the ‘ethnographic approach’. In comparison to the other major 

traditions, this one is considered by a great deal of researchers to be the most accepted and 

used approach in the domain of classroom research during the last twenty years. Its 

specificity is that it attempts to interpret behaviour from the perspective of the individual 

participant's unique understanding rather than from the observer's objective analysis. For 

Mehan (1979), this tradition provides “extensive empirical descriptions that approximate the 

knowledge of participants in a particular event, making the implicit explicit, and the invisible 

visible” (176). Nevertheless, this approach is often criticized for being unable to be 

generalized to other contexts.   

What is noticeable, therefore, on the above traditions is that researchers have agreed 

that no one of these cited approaches and traditions could satisfactorily carry out an 

explanatory study of washback on teaching and learning. Cheng (2005) posits that to draw on 

the various strengths of these traditions, it would be better to adopt a combined research 

framework that takes from each of these approaches one which is suitable to the given study. 

On this particular assumption, Allwright (1983) notes two viewpoints on classroom centred-

oriented research: one focusing on the interactive aspects of classroom behaviour and the 
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other focusing more on teacher talk as input. This viewpoint has brought classroom research 

on language teaching and learning nearer the sociological tradition of such educational 

researchers as Hymes (1972), and the ethnographic work of such educational researchers as 

Mehan (1979). This second viewpoint, focusing on teacher talk, has brought much research to 

language acquisition, with crucial variables as the input (Krashen, 1981). Hence, the present 

study puts more emphasis on these two viewpoints: interactive behaviour and teacher talk in 

the classroom since these two approaches are so closely related to the intended changes that 

the implemented ATM would make. 

In terms of relevant models, the adoption of a combined framework based on the 

approaches discussed earlier had led the researcher to provide two teaching and learning 

models of classroom study at different levels and different involved contexts. The two 

suggested models are the ones of Chaudron (1988), Dunkin and Biddle (1974). Dunkin's and 

Biddle's model serves as an initial guide for the classifications of the variables and 

behaviours in studies of teaching. It deals primarily with the process variables of the 

classroom component where a teacher and students interact with each other-what teachers do 

and what students do in the classroom-. Concerning the teacher presage variables and 

students' characteristics of the context variables, they were studied through two surveys of 

teachers and students. Stern (1983) defines the presage variables as the characteristics, which 

teachers bring to teaching, their own experience, their training, and their personal qualities. 

The context variables concern mainly the environment and the conditions where the teachers 

operate. In the present study, the community and the environment were not chosen as the 

focus of the study. The other component, product variables, was not investigated in this study 

due to the nature of the research and the constraints of time. With the short span time, only 

limited changes could be expected in students' learning outcomes.   
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Chaudron's model deals with a model of four issues that concern the effectiveness of 

classroom interaction. As has been stated so far, interaction in the classroom is the focus of 

the present study. Chaudron (1988) outlines the basic issues as very crucial in improving 

classroom interaction. The first issue, learning from instruction, relates the basic assumptions 

of the acquisition of certain fundamental units or elements, the integration in functional 

relationships and applications, and producing and practising some operations involving these 

elements. The second issue, teacher talk, concerns some categories of language teaching as 

the speech rate, syntax, vocabulary, pragmatic functions, and others. The third issue is about 

the learner behaviour, linguistic behaviour, learning strategies, and social interaction. The 

final issue, interaction in the classroom, reveals the fundamental concepts of classroom 

interaction that are turn taking, questioning and answering, negotiation of meaning, in 

contrast to a more traditional view of teaching and learning which conceptualizes classroom 

interaction, as the conveyance  of information from the knowledgeable teacher to 'empty' and 

passive learners. 

In addition to these two models for research into classroom teaching and learning, the 

researcher considered the dire need to take into account the importance of washback 

functions on multiple levels. In this respect, the ideas of Fulhan (1983) and Fulhan and 

Stiegelbawer (1991) have been drawn upon. The authors strongly argue the need for teaching 

and learning to be studied within multiple perspectives. Fulhan (1983) makes this point clear 

enough in that he posits that the process of innovation is multidimensional. Fulhan's idea 

coincides with Hughes' (1993) trichotomy of backwash model that was mentioned previously 

in chapter 2. Hughes' trichotomy focuses on examination influences on participants, 

processes, and products. Bailey (1996) elaborates Hughes' trichotomy further to include 

different levels of influence within the trichotomy. 
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Drawing on all sources of research in the classroom at the micro-level, the present 

research proposes a working model to study the complex and multidimensional nature of 

washback. This model serves as theoretical and methodological guide for the current study. 

The proposed model is a combination of the two previously mentioned models of Chaudron 

(1988) and Dunkin and Biddle (1974). In addition to the fact that this model has provided 

theoretical guidance in what to look for teaching and learning in this study, it has also 

supported the researcher'  beliefs and ideas about teaching and learning. After reviewing the 

basic of the research framework for this study, the point to lay focus on at the end for this 

section is the fact that such an elucidation has made it clear enough for us that washback 

needs to be studied in relation to the above components suggested in the exploratory model 

and at different levels of the educational context. 

2.1.2 Research Methodology: The Present Study   

Because the intention of this study was to explore the washback effect at the micro-

level, focusing on perceptions, values, and situational factors in complex and varying 

situations of the Algerian educational context, it became apparent to the researcher that both 

quantitative and qualitative approaches were the most appropriate for this study. Accordingly, 

the current researcher decided to conduct a comparative study throughout the three phases 

that make-up the whole investigation. Indeed, such a way of conceiving things aimed at 

realizing understanding of the changes that the implementation of the ATM had brought to 

teaching/learning within the context under study. Thus, in the first and second phases of this 

research, the investigator only employed qualitative research methodology. In the final, third 

phase of this work, in order to find out the differences between participants' perceptions, 

attitudes, and opinions, the researcher needed to combine the two approaches: quantitative 

and qualitative. This practice was meant to help comprehend the factors that affected directly 



 

 

67 

 

or indirectly the process of innovation and its subsequent changes that occurred in the context 

of research due to the introduction of the newly testing system.  

Furthermore, the research methodology for the present study was selected because it 

offers data collection methods which potentially enable the researcher to collect rich 

information for the stated purposes. Also, this methodology provides methods of analysis that 

are grounded in the data itself. In addition to these, the data collection was planned to gain 

some knowledge of the participants' perspectives if the researcher was to understand the 

actions and reasons of individuals at different points over the period of time during which this 

particular study went on. For the above reasons, therefore ,  a mixed-.methods approach to 

data collection seemed to be appropriate, since there was no one all-purpose method of 

capturing such a complex phenomenon, like the washback effect, as different methods have 

different strengths and weaknesses. Indeed, it is usually claimed that by using a range of 

methods one can put together a clear picture of the scene. 

2.1.2.1 Research Strategies  

It has been noted by many scholars that combining research methods, both quantitative 

and qualitative data, was employed based on the goals and circumstances of the study. As 

mentioned earlier, a washback study should involve what teachers talk about or think of. It is 

also concerned with what teachers actually do in the classroom, and what real changes have 

been made consciously and sub-consciously inside the classroom, both individually by the 

teachers and the students and also between the two parties (Cheng, 2005:70). In this context, 

the goals and circumstances require a multi-method methodology.     

According to Cheng (ibid : 24) quantitative and qualitative approaches have their own 

separate strengths and weaknesses. Quantitative research involves data collection procedures 

that result primarily in numerical data which is then analysed by statistical methods. Typical 

example: survey research using a questionnaire, analysed by a computer software programme 
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that is designed to perform statistical operations and facilitate data analysis and is by far the 

most popular statistical package used by social scientists today, often referred to as SPSS. 

However, qualitative research involves data collection procedures that result primarily in 

open-ended, non-numerical data which is analysed primarily by non-statistical methods. 

Typical examples: interview research, with the transmitted recordings analysed by qualitative 

analysis. The results in a quantitative approach are generalizable but are often oversimplified 

and show poor ecological validity. On the other side, the qualitative approach can present a 

more accurate picture of reality and reveal more complexities, but it is time-consuming and 

the results are not generalizable (Bryman, 1992; Cohen, 1976; Halfpenny, 1979; 

Hammersley, Hatkinson, 1983, Patten, 1987, cited in Cheng, ibid). While we test hypotheses 

with a quantitative method, we have derived inferences from qualitative, conceptual 

considerations. The qualitative paradigm permits objectivity in the form of inter-observer 

agreement (Chaudron, 1986; Howe and Eisenbart, 1990; Martyn, 1992; Miles, 1979, cited in 

Cheng, ibid). Nevertheless, for a number of methodologists, quantitative and qualitative 

researches are mutually dependent. That is why, to serve the exploratory research purpose 

with teaching and learning variables, neither of the single approaches would be sufficient to 

answer thoroughly the research questions of this washback phenomenon.  

Therefore, for the purpose of this thesis, the researcher adopts the framework put 

forward by Dörnyei (2007) who identifies eight major research strategies within the inquiry: 

ethnography, case studies, experiments, phenomenology, grounded theory, action research, 

mixed methods, and longitudinal study. In the present research, the researcher adopted the 

above framework, and employed five strategies: ethnography, case study, experiment, mixed- 

methods and longitudinal study. Below is an elucidation of the tenets of each one of these 

five strategies. 
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2.1.2.1.1 Ethnography 

Ethnography is a strategy of inquiry in which the researcher studies an intact cultural 

group in a natural setting over a prolonged period by collecting, primarily, observational and 

interview data with the aim of getting an in-depth understanding of how individuals in 

different cultures and subcultures make sure of their lived reality (Creswell, 2009; Hesse-

Biber & leavy, 2006). Ethnographic studies intend to explore the culture or shared 

experiences that influence by understanding the attitudes , knowledge , and beliefs that affect  

behaviours of the people within a  community (Ladico, Spaulding and Voegtle, 2006, cited in 

Chinda, 2009:08-9). In this respect, ethnographers tend to be very sensitive to the matter of 

reflexivity and the way it affects their perceptions of the culture or events they wish to 

describe. What concerns them is that the conceptual tools they use to understand the culture 

or the events being studied are not, and can never be, neutral and passive instruments of 

discovery. According to Denscombe (2010:79-80) ethnography has the following 

characteristics: 

 It requires the researcher to spend considerable time in the field among the people 

whose lives and culture are being studied. The ethnographer needs to share in the 

lives rather than observe from a position of detachment. Extended field works allow 

for a journey of discovery in which the explanations for what is being witnessed 

emerge over a period of time. 

 The ethnographer is generally concerned to find out the members of the group 

(culture being studied understand things, the meanings they attach to happenings and 

the way they perceive their reality).   

 Ethnography generally prefers a holistic approach which stresses processes, 

relationships, connections, and interdependency among the component parts. 
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Regarding the last characteristic, Mallinowski (1922) stresses the holistic perspective of 

ethnography. He notes that 

One of the first conditions of acceptable ethnographic work certainly is that it should 

deal with the totality of all social, cultural, and psychological aspects of the 

community, for they are so interwoven that no one can be understood without taking 

into consideration all the others (16). 

Based on the above interpretations of ethnography, the purpose of this research strategy 

is to provide descriptions which stand in their own right without the need to worry about how 

representative the situation is or what the broader implication on what might be in terms of 

other events or cultures of the type, or of contributing to wider theories. Hence, ethnography 

is a strategy that aims at judging the depth of its portrayal and intricacy of its description 

(Chinda, ibid: 84). It is usually mentioned that ethnographic reports usually comprise a 'thick 

description' of the situation capturing the full complexity of the nuances in interaction, 

cultural, practices, and beliefs of the group under study. Nevertheless, some methodologists 

argue that the participants or ‘key informants’, on whom ethnographers depend to provide 

them with the richest insights into the culture, the issues observed in the study, as well as the 

unwritten rules of the group, might show and tell what they think other researchers want to 

see or hear, as well as hide things and even tell lies (Delamont, 2004:212)  

In the context of the present study, ethnography could be a study of a group of teachers 

and/or students in their institution over a period of time, which might be a term, two terms, a 

school year, or more, in order to take notes, interview teachers and students, and record their 

answers (Richards, 2003:15). Richards (ibid) also suggests that this strategy of inquiry can 

provide a means of understanding teachers' own professional worlds. Therefore, in this study, 

the current researcher behaved as if he is a member of the staff. So, he attended teaching 

sessions in the field work during a period of time in about 123 hours in two successive school 

years (2009/2010 - 2010/2011). Also, he recorded interviews with the participants to collect 
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information about the way teachers teach, assess, and evaluate their learners. Likewise, he did 

the same with the learners.  

2.1.2.1.2 Case study   

A case study is a specific instance that is frequently designed to illustrate a more 

general principle (Nisbet, Walt, 1984:22). It is the study of an instance in action (Adelman et 

al., 1980). The single instance is of a bounded system. It provides a unique example of actual 

people in actual situations, enabling readers to understand ideas more clearly than simply by 

presenting them with abstract theories or principles (Cohen et al., 2005:53). For other 

methodologists, a case study is a strategy of inquiry of which the researcher explores in-depth 

one or more individual programme, process, event, or activity (Creswell, 2009:13). Based on 

Stake (1995), Creswell (ibid) describes cases as being bounded by the time and activity, and 

researchers collect detailed information using a variety of data collection procedures over a 

supported period of time. They can penetrate situations in ways that are not always 

susceptible to numerical analysis. In this connection, Robson (2002:183) remarks, case 

studies opt for analytic rather than statistical generalization; that is, they develop a theory 

which can help researchers to understand other similar cases, phenomena, or situations.  

Thus, for a great deal of methodologists, a case study can establish cause and effect. Indeed, 

one of the strengths is that they observe effects on actual contexts, recognizing that the 

context is a powerful determinant of both causes and effects (Cohen et al., ibid). 

The main benefit of a case study approach is that the focus on one or a few instances 

allows the researcher to deal with the subtleties and intricacies of complex, social situations. 

In particular, it enables the researcher to grapple with relationships and social processes in a 

way that is derived to the survey approach. For Dörnyei (2007 : 54), the decision to use a case 

study approach is a strategic decision that relates the scale and the scope of an investigation, 

and it does not, at least in principle, dictate which method or methods must be used. Indeed, a 
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very common strength of the case study approach is that it allows the use of a variety of 

methods depending on the circumstances and the specific needs of the situation. 

Hitchcock and Hughes (1995:22) suggest that the case study approach is particularly 

valuable when the research has little control over events. They consider that a case study has 

several hallmarks: 

 It is concerned with a rich and vivid description of events relevant to the case. 

 It provides a chronological narrative of event relevant to the case study. 

 It blends a description of events with the analysis of them.  

 It focuses on individual actors or groups of actors, and seeks to understand their 

perceptions of events. 

 It highlights specific events that are relevant to the case. 

 An attempt is made to portray the richness of the case study in writing up the report. 

In ethnographic research, a case study should provide researchers with a 'thick 

description' of the situation to capture the full complexity and uniqueness of the use of 

information (Ladico, Spaulding and Voegtle, 2007:270). It typically examines the interplay of 

all variables in order to provide as complete an understanding of an event or situation as 

possible.  This type of comprehensive understanding is arrived at through the process which 

involves an in-depth description of the entity being evaluated, the people involved in it, and 

the nature of the community in which it is located. 'Thick description' also involves 

interpreting the meaning of demographic and descriptive data such as cultural norms, 

community values, ingrained attitudes, and motives. In this sense, a case study is descriptive 

and detailed, with a narrow focus, combining subjective and objective data. Hence, it is 

important in a case study for events and situations to allow to speak for itself, rather to be 

largely interpreted, evaluated, or judged by the researcher. 
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In the present study, focus was on investigating EFL secondary school classes in Biskra 

region. The major concern was to explore the washback effect of an ATM on teaching and 

learning EFL in this context. The exploration sought to understand the teachers' and students' 

beliefs of this newly implemented testing system. Therefore, a case study approach was 

employed because 

 It allows the provision of an in-depth, complex, and thick description of all the 

participants. 

 It enables the use of a variety of research methods. Further, it more or less encourages 

the use of multiple methods in order to capture the complex reality under scrutiny. 

 It fosters the use of multiple sources of data. This is, in turn, facilitates the validation 

of the data. 

 With this approach, there is no pressure on the researcher to impose controls or to 

change circumstances. 

 And finally, it allows the researcher to deal with the subtleties or intricacies of the 

complex washback phenomenon.  

2.1.2.1.3 Experiments  

As experiment is an empirical investigation in which investigators deliberately control 

and manipulate the conditions which determine the events in which they are interested, 

introduce an intervention, and measure the difference that it makes. The primary idea of an 

experiment is to isolate individual factors and observe their effects in detail. The purpose is to 

find out  new relationships and properties associated with the subject being integrated, or to 

test the existing theories. In addition to this, Denscombe (2010 : 66) remarks that experiments 

are generally concerned with determining the cause of any changes that occur to the thing 

being studied. For him, it is normally enough to show that two things that occur are limited; 

that they always occur at the same time or they always happen in sequence.  
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In social sciences, the use of an experiment would appear to be restricted to those 

situations where it is possible to manipulate situation and impose controls on crucial 

variables. Laboratories are clearly designed to aid this. There is, though sometimes a dilemma 

here 

It is often argued that laboratory experiments are of little use because the setting in 

which they take place are artificial and so the results of the ensuring findings have 

little validity beyond the confines of the laboratory. (Bryman, 1989: 90) 

In this situation, social scientists tend to rely on observing events which occur in 

circumstances over which they have little control. Thus, researchers in this case are on the 

look-out for naturally occurring and measuring the impact of isolated variables through 

circumstances as they happen, without imposing artificial control. The important elements 

displaying whether or not it is adequate to use experimentation as a ground on which the 

researcher rests are whether the circumstances allow researchers to observe the effect of one 

variable by controlling for the effect of others. 

In educational research, because they cannot always control all the variables, some 

social scientists have turned to what they call the ‘Quasi-experimental’ approach as a realistic 

possibility. For many methodologists, this approach relaxes the probabilistic and population 

distinction imposed by the other types of research methodologies, ‘true’ experimental design 

by shifting emphasis from 'cause-effect' in temporal priority to 'association' between 

variables. That is, quasi-experimental approaches are able to employ something approaching 

true experimental  design in which they have control over what Campbell and Stanley (1963) 

refer to as ‘the when and to whom of measurement’ but lack control over the ‘when and to 

whom of exposure’ or the randomization of exposures- essential if true experimentation is to 

take place. Kerlinger (1970) refers to these situations as ‘compromise design’, an apt 

description when applied to much educational research where the random selection or 

random assignment of schools and classroom is impracticable. Another advantage of the 
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quasi-experimental approach is that it is frequently sustained by statistical analysis. The latter 

permits the provision of validity to the result at the end of the investigation. 

In the present study, because the researcher's aim was to implement an ATM that 

attempts to repair the myriads of anomalies present in the Current Testing System used by 

EFL secondary education teachers in Biskra region to evaluate and assess their learners' 

progress and achievement in accordance with the instructional objectives, the quasi-

experimental approach was adopted to corroborate the results obtained by the other data 

collection methods, and hence  make the final outcomes more valid.  

2.1.2.1.4 Mixed –methods 

Mixed-methods apply to research that combines alternative approaches within a single 

research project. It refers to a research strategy that crosses the boundaries of conventional 

paradigms of research of deliberately combining methods drawn from different traditions 

with different underlying assumptions. A mixed-method strategy is one that uses both 

quantitative and qualitative methods. As an approach, with  a recognized name and research 

credibility, it has only come to the fore in recent years supported by writers such as Cresswell 

(2009), Creswell and Planoclark (2007), Greene (2007), Johnson and Onwvegbuzie (2004) 

and Tashakori and Teddlie (2008). It is notable that a number of different names have been 

given to mixed-methods strategies: ‘Mixed-methodology’, ‘multi-strategy research’, 

‘investigated methods’, ‘multi-methods research’, and ‘triangulation’ are just some of the 

alternatives. These names bear testimony to the variety of ways in which research can be 

mixed and the many aspects of research process can be involved. The most common form of 

mix, however, involves a mix of methods and, in practice, the term mixed- methods has come 

to be used in a general sense to cover the spectrum of ways in which mixing can occur in the 

research process. In effect, it has given its name to a broad approach to research (cited in 

Denscombe, 2010:137-138). 



 

 

76 

 

In social sciences, the mixed-methods approach has been endorsed by some of the most 

influential methodologies. Miles and Huberman (1994:319) summarize the recent emerging 

tradition and say:  

Entertain mixed-model. We have thought to make a virtue of avoiding polarization, 

polemics, and life at the extremes. Quantitative and qualitative inquiry can support 

and inform each other. Narratives and variable-driver analyses need to interpenetrate 

and inform each other. Realists and idealists, and critical theorists can do better by 

incorporating other ideas then by remaining pure. Think of it as hybrid vigour. 

Similarly on the mixed-methods approach, Dörnyei (2007:44) refers to Strauss and 

Corbin's (1998:34) to explicitly illustrate the tenets of this method: 

Qualitative and quantitative focus of research both have roles to play in theorizing. 

The issue is not whether to foster the development of theory. Although most 

researchers tend to use qualitative and quantitative methods in supplementary or 

complementary focus, what we are advocating is time interplay between the two. 

Qualitative should direct the quantitative feedback into the qualitative in a circular, 

but at the same time evolving, process with each method contributing to the theory in 

ways that only each can.  

According to Denscombe (2010 : 138-139), the mixed- methods approach has three 

characteristic features that set it apart from other strategies from social research. These can be 

summarized as follows 

1.Use of qualitative and quantitative approach within a single research project: at the heart 

of the approach is the idea that researchers can bring together within a single research 

project certain elements that have conventionally been treated as either or 'option'. In most 

cases, the description is drawn between ' quantitative' and 'qualitative' with researchers 

variously writing about using both quantitative, and qualitative methods, quantitative and 

qualitative data, or qualitative and quantitative research. 

2.Explicit focus on the link between approaches (triangulation): the mixed-methods 

approach analyses the need to explain why the alternative approaches are beneficial and 

the alternatives are to be brought together. Particular attention is given to the design of 
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mixed-methods research and especially the role of triangulation is justifying the use of the 

alternative approaches. 

3.Emphasis on particular approaches to research problem: the mixed-methods approach is 

‘problem- driven’ in the sense that it treats the research problem as the overriding concern. 

Other approaches, of course, share a concern for practical solutions to real-world 

problems. However, advocates of the mixed- methods approach regard it as the crucial 

driving force behind decisions about which methods to use. This means that they are 

prepared to use methods that come from different philosophical traditions, provided their 

use procedures findings that are of practical value for addressing the research problem. 

The mixed –methods approach in this sense, challenges the premise that social research 

should drive for consistency between the various components of the various research 

process in terms of their underlying assumptions about the nature of the social world and 

the possibilities this opens for the research.   

In the present research, drawing upon the methodological points described above, the 

researcher opted for a mixed-methods approach because he thought that mixing methods can 

be a valuable research strategy for the bias in research methods, and the development of 

research instruments. The use of more than one method can enhance the outcomes of the 

research by providing a further and more complete picture of the thing that is being studied. 

2.1.2.1.5 Longitudinal study 

In the literature on longitudinal research, many methodologists consider this research 

strategy to be very recent. Thomson, Plumridge and Holland (2003) confirm this information, 

and eventually recognize that “longitudinal research as ‘a primary new methodology’ which 

is yet taking place without a relevant literature to inform and debate the epistemological or 

practical decisions [they] were making” (185). What is more significant about this term is the 

fact that still there does not exist one precise definition of what longitudinal research means. 
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Rather, the available and agreed upon definition claims that longitudinal study refers to a 

family of methods that share something in common: information is gathered about the target 

of the research during a period of points in time. While this explanation of what longitudinal 

study is seems somehow straightforward, some methodologists view it to be inaccurate since 

there may be a single data gathering session that will yield longitudinal information about 

change over time. Accordingly, several schools point out that there is not necessarily a one-

to-one correspondence between the design of the study and the type of the data to be 

collected (Menard, 2002; Taris, 2000). Thus, for the advocates of this understanding 

longitudinal research must be defined in terms of both the data and the design that are used in 

the research.  According to Dörnyei (2007:79) who referred to Menard (2002), a longitudinal 

investigation is research in which (a) data are collected for two or more distinct periods; (b) 

the subject or cases analysed are the same or comparable from one period to the next; and (c) 

the analysis involves some comparison of data between periods. As he concludes “the above 

minimum, any truly longitudinal design would permit the measurement of differences or 

change in a variable from one period to another” (2).  

In terms of types, there are as many as four types of longitudinal design; the first type is 

‘prospective longitudinal studies’ also known as ‘panel studies’. This design implies that 

successive resources are taken at different points in time from the same respondents. It has 

also been stated that the popularity of this type of longitudinal study is because such a 

research strategy allows the researcher to collect information about changes at the micro-level 

as it really happens. Many methodologists postulate that this first type, indeed, offers a 

powerful non experimental method for examining development and causality. But, the same 

people believe that such a strategy presents some problems in that it is seen to be time-

consuming and expensive to run, and it also requires a committed research team maintained 

over years. The second type is the ‘repeated cross-sectional studies’ or ‘trend studies’. With 
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this strategy, obtaining information about change is usually by administering repeated 

questionnaire surveys to different samples of respondents. If the subsequent waves examine 

samples that are representative of the same population, then the results can be seen to carry 

longitudinal information at the aggregate level. Furthermore, the design makes it possible to 

investigate and compare changes in various subsamples.  

The main advantage of this type is that it does not suffer from attrition or condition, and 

each wave can be made representative of the population. Unfortunately, this second type of 

longitudinal research presents, too, some inadequacies in that the macro perspective which is 

characteristic of the cross-sectional design which is not particularly suited to resolve issues of 

casual order or to study developmental patterns (Taris, 2000). The third type of longitudinal 

research concerns what is named ‘retrospective studies’. What is notable with this third type 

is that the data are gathered during a single investigation in which respondents are asked to 

think back and answer questions about the past. This way of doing things is seen to be a good 

idea since it enables the researcher to save time and money. Once again, this other type has 

also shown some shortcomings in that past retrospective research has revealed the quality of 

the collected data can be uneven, which means that about as much as the half of the responses 

may be inaccurate or incorrect in some way (ibid). The last research design in this list of four 

types of longitudinal study is the ‘simultaneous cross-sectional study’. What is significant 

with this type is the fact that it is partially longitudinal, because it does not involve the 

examination of the change over time, but rather cross age groups. In other words, this means 

that cross-sectional survey is conducted with different age group sampled. This design is 

straightforward and economical; and, because it yields data about changes across age groups, 

it can be used to examine developmental issues. However, as the previous types, the 

‘simultaneous cross-sectional study’ presents a clear drawback in that it may measure 
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different cohorts and the observed changes may not be due to the age difference but to the 

special experiences of cohorts (Dörnyei, 2007 : 79-85). 

In the present study, the longitudinal design employed can be classified as a 

'prospective longitudinal study' of which data are gathered at different points in time from the 

same respondents. This type of longitudinal design was utilised because, according to 

Dörnyei, it offers a complex and true reflection life story of an individual participant, which 

was the major aim of the present research. 

2.1.2.2 Data Collection Methods 

As discussed in chapter 1, washback study is seen as a multivariate or multifactor 

endeavour that required the researcher to think of, or address more than one factor at a time. 

Consequently, for the data collection methods, there is ample evidence that the use of a 

combined quantitative and qualitative research design would certainly produce a valuable 

tool for the subsequent research strategy to obtain the needed data and explicit these collected 

information to enable the researcher to give an account of what is happening in the context. 

As noted in section 2.1, this type of mixed-method strategy that provides for cross-

examination mechanisms is often referred to as triangulation. 

Some methodologists argue on that the notion of triangulation was first used in the field 

of geometry and the geometric laws associated with triangles. Denscombe (2010:346) 

remarks that there are many applications of these laws but one extremely valuable application 

concerns the ability to find the exact location of a point if it is viewed from two other known 

positions. He goes on to add that the combination of information about angles and distances 

from these two other positions has been used extremely, for example, to help navigation and 

surveying. 

Social researchers have adopted the principle of triangulation and applied it in a variety 

of ways. Denscombe (ibid : 38) observes that triangulation in the social context does not 
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equate literally with the use of triangulation by the geologists, surveyors, navigators, and 

others concerned with measuring exact locations of things in the physical world. Rather, he 

posits that this term is used in a metaphorical sense and he justifies this by the fact that social 

researchers are not able to make use of fixed, objective, positions, universally agreed, from 

which to make their observations not in the same way surveyors, engineers, and others rely 

on absolute, objective positions in the physical world. What a social scientist has adopted, 

however, is the principle that viewing something from more than one viewpoint allows the 

researcher to get a better knowledge of it. 

In educational research, according to Denzin (1978), triangulation refers to the 

generation of multiple perspectives on a phenomenon by using a variety of data sources , 

investigators, theories, or research methods with the purpose of corroborating an overall 

interpretation (Dörnyei, ibid: 165). Denscombe (2010) confirms this interpretation of the term 

and what it implies. He notes that this approach involves the practice of viewing things from 

one perspective. In other words, this means that the triangulation is the different methods, 

different sources of data, or different researchers within the study. 

What is notable with these descriptions is that all research methodologists have come 

up with the same point that triangulation refers to the use of more than one approach / method 

to the investigation of a research question in order to enhance the confidence in the ensuring 

findings. Thus, since this research strategy can provide complementary data and tackle an 

issue from different angles, triangulation is seen to be an effective data collection method that 

can ensure the best research and accurate measurement of things, and facts, and evidence 

about the subject under exploration. 

Building on the work of Denzin (ibid), Denscombe (ibid) has adopted the principles of 

triangulation and applied it to a number of forms. In this respect, he distinguishes five major 

types of triangulation: 
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1. Methodological triangulation (between-methods), which refers to the use of alternative 

methods. This particular type allows the findings from one method to be contrasted with 

the findings of another. For the sustainers of this type of triangulation, there are many 

benefits 

 Findings can be corroborated or questioned by comparing the data produced by 

different methods. 

 Findings can be complemented by adding something new and different from one 

method to another. 

2. Methodological triangulation (within –methods), this refers to comparison using 

singular methods. It can provide a check on the accuracy of the findings. This type of 

triangulation was first used by Campbell and Fiske (1959) and Webb et al.(1996). The use 

of widely contrasting methods would increase the possibility that any difference in the 

findings might reflect the difference in the methods rather than the actual factor that is 

being checked (Mc fee, 1992, cited in Denscombe, ibid, 343). 

3. Data triangulation (use of contrasting sources of information), which entails gathering 

data from several sources of information. This can mean comparing data from the different 

informants (informant triangulation) or using data collected at different times (time 

triangulation). This type also concerns the idea of space triangulation (the use of more than 

cultural, social, or geographical context). 

4. Investigator triangulation, which refers to the use of more than one researcher in the 

field work to collect and analyse data. The benefit of this type of triangulation is that it 

permits the avoidance of any form of bias arising from the influence of any specific 

researcher. 

5. Theory triangulation, which involves the use of more than one theoretical position in 

relation to the data. 
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A broad generalization in research methodology is by and large true in that the main 

strengths of triangulation in social research are that by choosing more than one method for 

data collection, this allows the researcher to look at the research topic from a variety of 

perspectives, as a means of comparison and contrast, with each method approaching the topic 

from a different angle. Besides, this use of triangulation focuses on the validation of the 

findings in terms of their accuracy and authenticity. The alternative methods are used as 

confirmation. The other benefit of the triangulation approach is that it focuses on producing 

complementary data that enhances the fuller picture of the findings. In this sense, 

triangulation is used to complement information from other sources. 

Accordingly, in order to complement each other and compensate for an individual 

method's weakness, triangulation is employed in the present study. The adopted methods  are 

questionnaire, interviewing, classroom observation, and focus groups.  Both ‘Between-

methods’ and ‘Data triangulation’ are used to examine the methods and data. The 

triangulation involved is set in Figure 2.1. 

Questionnaires 

 Questionnaire for teachers(01) 

 Questionnaire for teachers(02) 

 Questionnaire for students (01) 

 Questionnaire for students(02) 

Figure 2.1: Data and method triangulation for the study. 

  *Arrows are used to indicate the direction of triangulation. 

  Classroom Observation 

 EFL classes of teachers in the secondary school in Biskra region who teach English 

under the ATM. 

 

Interviews 

 The teachers who adopted the ATM  

 The students. 

 General inspectors of Biskra region 

 

Focus Groups 

 The students 
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2.1.2.2.1 Questionnaires 

Questionnaires are written instruments that present respondents with a series of 

questions or statements to which they are to react either by writing out their answers or 

selecting from among existing answers (Brown, 2001:06). This data collection method is a 

useful instrument not only for collecting information, but also for providing respondents with 

structured, often numerical and analysing data in a straightforward way (Wilson and Mclean, 

1994). The popularity of questionnaires is usually due to the fact that this data gathering tool 

is easy to administer, since it is extremely versatile and uniquely comparable of gathering a 

large amount of information quickly in a form that is readily processable. Indeed, because of 

these criteria, questionnaires are regarded as the most often employed data collection devices 

in both social and educational research domains. 

What is remarkable about the strategies a researcher needs to follow when approaching 

a planning of questionnaires during the period that often precedes their realization is the fact 

that there exist two major approaches on the available literature on this matter. First, the 

advocates of the first approach view that in order to design and develop a questionnaire, the 

researcher has to follow three systematic stages. The initial stage concerns mainly developing 

a chart technique to plan the sequences of questions which is usually recommended at the 

very beginning. This initial stage is very helpful for the continuation of this process since the 

researcher is often able to anticipate the type and range of resources their questions are likely 

to elicit. Next, the second stage of operationalization deals with the issue of taking a general 

purpose or a set of purposes and turn these into concrete and researchable fields about which 

data can be gathered. In this sense, a questionnaire general purposes must be classified and 

then translated into a concrete, specific aim or a set of aims. Having decided and specified the 

primary objective of the questionnaire, the following step of planning involves the 

identification and itemization of subsidiary topics that relate to its central purpose. Third, the 
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final stage in planning questionnaires follows the identification and itemization of subsidiary 

topics and involves formulating specific information requirements, relating to each of these 

issues. What we have here is a move from a generalized interest or purpose to a very specific 

set of features about which direct data can be gathered (Cohen et al., 2005:246). 

Nevertheless, the sustainers of the second approach to planning questionnaires suggest 

an alternative strategy to follow. In essence, this view often consists in primarily identifying 

the research problem, then, clarifying the relevant concepts or constructs, and finally, 

identifying what kinds of measures or empirical indication there are some of these. This 

means that in this process there is a need to pay attention to the kinds of data that are usually 

required to give the researcher relevant evidence about the concepts and constructs. Examples 

of this is to display the constructs' presence, identify, main features, and dimensions (Wilson 

and Mclean, ibid, 8-9) 

What is significant with these two approaches to making questionnaires ready for use is 

the fact that both of them  recognize that there is a need that the questionnaire: (a) is clear of 

its purpose; (b) is clear on what needs to be included or covered in it in order to meet the 

needs;(c) asks the most appropriate kinds of questions; (e) elicits the most appropriate kinds 

of data to answer the research  purposes and sub-questions; (f) asks for empirical data.   

In terms of types of questionnaires, there are three major ones: structured, unstructured, 

and semi-structured questionnaires. First, structured questionnaires are this type of 

questionnaires composed of most closed questions. Those latter are seen to be useful in that 

they can generate frequencies of responses amenable to statistical treatment and analysis. 

They also enable the comparisons to be made across groups in the sample (Oppenheim, 1992: 

115). However, this type of questionnaires is regarded by several methodologists to be heavy 

on time in the research. Second, unlike the structured questionnaires, the unstructured 

questionnaires are based more on word-based and open-ended questions. They are considered 
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to be more appropriate because they can capture the specificity of a particular situation.  The 

main advantage of this second type of questionnaires is that it can enable a rapid analysis of 

the data since the researcher knows the response categories, the nature of the data, and the 

statistics to be used. In comparison to the first types, the semi-structured questionnaires are 

based on a series of questions, statements, or items that are presented and the respondent is 

asked to answer, or comment on them in a way that s/he thinks best. In this way, there is a 

clear structure, sequence, focus, but the format is open-ended, enabling the respondent to 

respond in his/ her own terms. The semi-structured questionnaires set the agenda but do not 

presuppose the nature of the purpose.  

The main attraction of questionnaires is their unprecedented efficiency in terms of (a) 

economy, in the sense they can supply considerable amount of research' data for a relatively 

low cost in terms of materials, money, and time; (b) simplicity to be arranged; in that it is 

actually for a researcher to arrange a questionnaire easier than with, for example, personal 

interviews. All what a researcher needs is to submit, mail, or even email the questionnaires 

for the respondents, who can hand back these documents using the same means; (c) 

standardized answers; (d) pre-coded answers, in that this allows the speedy collection and 

analysis of data of the researcher. In addition, these cited examples of advantages of 

questionnaires are not the only ones; rather, there exist some others, for example, 

questionnaires are also very versatile, which means that they can be used successfully with a 

variety of people in a variety of situations targeting a variety of topics. As a result, the vast 

majority of research projects in social sciences and educational research spheres involve one 

stage or another collecting some sort of data (Guilham, 2000; Dörnyei, 2007; Denscombe, 

2010). 

Since the primary aim of the present research is to explore teachers' and students' 

reactions to, and perceptions of implementing the ATM by the introduction of the 
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achievement tests drawn out from this modified, testing system , questionnaires would be an 

appropriate data collection method in order to allow a great deal of teachers and students to 

voice their opinions. Questionnaires could also be used to indicate where a more focused 

investigation should take place at the later stages of the study. 

2.1.2.2.2 Interviews 

In general, an interview marks a move away from seeing subjects as easily manilapable 

and data as somehow external to individuals that are usually expected to generate knowledge 

often through conversation (Kvale, 1996). Regarding an interview in such a way, it is 

assumed that this method is seen to favour exchange and interchange of views between two 

or more people on a topic of natural interest, with a central concern to emphasize the 

importance of human interaction for knowledge production and social situatedness of 

research data. As such, the interview is not exclusively either subjective or objective, it is 

inter-subjective (Laing, 1967). In other words, this simply implies that interviews are useful 

data collection methods that often enable participants -be they interviewers or interviewees- 

to discuss their interpretation of the world in which they live, and to express how they regard 

situations from their point of view. In these interpretations, the interview is not only 

concerned with collecting data about life: it is part of itself, its human embeddedness is 

inescapable (Chinda, 2009:144). Converging with this view, Rapley (2004) notes that 

“interviews are social encounters where speakers collaborate in producing retrospective (and) 

prospective accounts a version of their past (future) actions, experiences, feelings and 

thoughts” (16). In the same vein, Hesser-Bibber and Leavy (2006) add that “this method is 

useful when the researcher has a particular topic he or she wants to focus on to gain 

information from individuals” (20). They also stress that interviews, conceived in this way, 

are a ‘measuring-making’ and ‘knowledge-producing’ conversation that frequently occur 

between two parties. 
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Nonetheless, it is agreed upon among researchers that interviews are not the same as 

conversations; and the latter can never stand for the same uses and purposes of the former. 

Following this assumption, Denscombe (2010) asserts that an interview is different from a 

conversation. For him, interviews involve a set of ideas and understandings about the 

situation, which are normally not associated with a causal conversation. More interestingly, 

he makes his interpretation clear enough and comprehensive in that he states that when 

someone agrees on to have part in a research interview: 

There is consent to take part. From the researcher’s point of view, this is 

particularly important in relation   to research ethics. The interview is not done by 

secret recording of discussion or the use of casual conversations as research data. 

Rather, it is openly a meeting intended to produce material that will be used for 

research purposes and the interviewee  understands  this and  agrees to it. 

 Interviewee’s words can be treated as ‘on the record’ and ‘for the record’. It is, 

of course, possible for interviewees to stipulate that their words are not to be 

attributed to them, or not to be made publicly available. The point is, though, that 

unless interviewees specify to the contrary, the interview talk is ‘on record’ and 

‘for record’. 

The agenda for discussion is set by the researcher. Although, the degree of 

control exercised by the researcher will vary according to the style of the 

interviewing, there is a tacit agreement built into the notion of being interviewed 

that the proceedings and the agenda for the discussion will be controlled by the 

researcher (Ibid: 172 - 3). 

Denscombe culminates his description of the distinction between an interview and a 

conversation by yielding the underlying assumptions of the systematic nature of the 

interviews in comparison to conversation. In doing so, he synthesizes this in these words: 
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The superficial similarity between an interview and a conversation can generate an 

illusion of simplicity. We all have conversations and it is likely that most of us do not 

have too much difficulty with them. So an interview should be fairly straightforward. 

As long as we know to whom we are going to talk and what we want to ask, the rest 

should be plain sailing. The superficial similarity can encourage a relaxed attitude to 

the planning, preparation, and the conduct of the method that would be unlikely were 

it to involve questionnaires or experiment. In reality, interviewing is not an easy 

option. It is fraught with hidden dangers and can fail miserably unless there is good 

planning, proper preparation and sensitivity to the complex nature of interaction 

during the interview itself (173). 

 

At another level, the research interview may have a set of purposes, each of which 

involves a situation where the retrospective roles of the interviewer and interviewee may vary 

and the motives for taking part may differ; a common dominator is the transaction that takes 

place between seeking information on the part of one, and supplying information on the other 

part of the other. In a very comprehensive illustration, Cohen et al. (2005:268) propose that 

an interview may serve three basic purposes. First, it may be used as the principal means of 

gathering information having direct bearing on the research objectives. As Tuckman (1972) 

describes it, by providing access to what is inside a person’s head, [it] makes it possible to 

measure what a person knows (knowledge or information), what a person likes or dislikes 

(values and preferences), and what a person thinks (attitudes or beliefs). Second, it may be 

used to test hypotheses on to suggest new ones; or as an explanatory device to help identify 

variables and relationships. The least but not the last, as a third purpose, the interview may be 

used in conjunction with other data collection methods in a research understanding. In this 

connection, Kerlinger (1970) suggests that it might be used to follow up unexpected results 

for example or to validate other methods, or to go deeper into the motivations of respondents 

and their reasons for responding as they do. 

Concerning the types of this method, three common types are considered as the ones 

that are mostly used. These include examples such as the structured, semi-structured, and the 

unstructured interviews. First, what is notable with the structured interviews is that the 

interviewer follows a prepared and a very elaborate ‘Interview Schedule’ or ‘Interview 
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Guide’, which contains a list of the question-items to be asked to the interviewee. The 

advantage of this particular type of interviews is that it ensures that the interviews often focus  

on the central topic of discussion and that the interview covers a well-defined domain, which 

makes possible that the questions could be compared to one another across the times  devoted 

to the interview. In this respect, a number of researchers stipulate that such a type of 

interviews resembles to a great extent to the questionnaire method than the other types of 

interviews. Nonetheless, the same researchers often claim that in structured interviews, there 

is generally little room for variation or spontaneity in the respondents’ answers because the 

interviewee is expected to record the answers according to a coding scheme. Besides, there is 

also very little flexibility in the way question-items are asked by asking a standardized format 

it is hoped on the part of the researcher that nothing will be left to chance.  

Second, with semi-structured interviews, the interviewer still has a clear list of issues to 

be asked and questions to be answered. This type of interviews is suitable for cases and 

situations when the researcher has a good enough overview of the phenomenon or the domain 

in question and is able to develop both questions about the topic in advance but does not want 

to use ready-made response categories that would limit the depth and breadth of the 

respondents’ story. This format needs an ‘Interview Guide’ which has to be made and pilot in 

advance. With the semi-structured interviews, the interviewer will usually ask the same 

questions of the participants, although not necessarily in the same order or wording, and 

would supplement the main questions with various probes. Third, the unstructured interviews, 

also referred to as the ethnographic interviews, are about the type of interviews which is seen 

to allow maximum flexibility to follow the interviewee  in unpredictable directions, with only 

minimum interference from the research agenda. The intension is to create a relaxed 

atmosphere in which the respondent may reveal more than he/she would do in formal context, 

with the interviewer assuming a listening role. With the unstructured interviews, there is no 
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detailed guide which is prepared in advance. A particular point to be raised here is that during 

the interview, the researcher may ask an occasional question for clarification and may give 

reinforcement feedback as any good communication partner which keeps the interviewer 

moving, but interpretations are kept to a maximum (Dörnyei, 2007). In contrast to the 

structured interviews, the unstructured interviews allow the interviewee to use his/her own 

words and develop his/her thoughts. Moser and kalton (1977) describe this specific idea. and 

put out that:  

The informant is encouraged to talk about the subject under investigation and the 

cause of the interview is mainly guided by him. There are no set questions, and 

usually no predetermined framework for recorded answers. The interviewer confines 

himself to elucidating doubtful points, to rephrasing the respondents’ answers and to 

probing generally. It is an approach especially to be recommended when complex 

attitudes are involved and when one’s knowledge of them is still in vague and 

unstructured form (cited in Cohen, 2011:273). 

 

An important issue to raise when time comes to think of or decide to adopt this data 

collection method is to look for the procedures that are regarded to be crucial to make an 

interview ready for use. Reference here is to the process of planning interviews. In one of the 

most comprehensive illustrations, Cohen et al (2005) cited kvale (1996) who set out seven 

stages in an interview investigation that can be used to plan this type of research. In precise 

elucidation, the seven stages  include the following: 

Stage 1: Thematizing. 

It is the preliminary stage of an interview study. This mainly concerns formulating 

the purpose of an investigation and describing the concept of the topic to be 

investigated before the interviews begin. 

Stage 2: Designing. 

This involves translating the research objectives into the questions that will make-up 

the main body of the schedule.  What is significant in this stage is that the 
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interviewer has to be sure about the questions that adequately reflect what he/she is 

trying to find out. 

Stage 3: Interviewing. 

It deals with the process of setting up and conducting the interview. 

Stage 4: Transcribing. 

It is regarded by researchers as an important step in the process of interviewing since 

it prepares the required material for further analysis. The specificity of this stage is 

that the researcher transfers the recorded data into written texts. 

Stage 5: Analysing. 

On the basis of the purpose of the topic under investigation, the method for analysis 

is going to be elaborated. In this stage, the collected data is supposed to be 

interpreted in order to draw out useful outcomes to confirm or disconfirm the set of 

hypotheses that the research underlies. 

Stage 6: Verifying; 

It is to ascertain the reliability and validity of the interviews. In other words, this 

simply means validating the interviews findings. 

Stage 7: Reporting; 

It is to communicate the outcomes obtained via the interviews. The nature of the 

reporting itself will be decided to some extent by the interview. For instance, a 

structured interview will provide statistical and numerical data, while a semi-

structured interview will yield word-based accounts that take up considerably more 

space. 

One major issue here is that validation must take place at all the seven stages of the 

interview investigation. This is a crucial question facing the researcher who employs  this 

data collection method. This process mainly concerns checks to see if the collected 

information is broadly confirmed by other people and other sources. Hence, the interviewer 
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must be at pains to conduct the interview carefully and sensitively. It is also important for the 

interviewer to keep upmost in one’s mind the fact that the interview is a social, interpersonal 

encounter, nor merely a data collection exercise. 

For applied linguists, the main advantage of interview research is that it can capture 

information that would not be collected through other data collection methods such as, 

questionnaires, and classroom observations. This is true because interviewing is certainly the 

genre which is usually welcomed by people and is a socially acceptable way that most of the 

questioned people feel comfortable with and which can be used in a variety of situations and 

focusing on myriads of topics to yield in-depth data. On this last assumption, Denscombe 

(2010: 192-3) counts a series of advantages of interviews. Some on these benefits are as 

follows: 

 Interviews  are particularly good at producing data which deal with topics in 

in-depth and detail. In this sense, subjects can be probed, issues pursued, and 

lines of investigation followed over a relatively lengthy period. 

 Interviews require only simple equipment and build on conversation skills 

which researcher already have. 

 Interviews are a good method for producing data based on respondents’ 

priorities, opinions, and ideas. In this way, respondents have the opportunity 

to expand their ideas, explain their views, and identify what they regard as the 

crucial factors. 

 As data collection methods, interviews are probably the most flexible. 

Adjustment to the lines of enquiry can be made during the interview itself. 

Interviewing itself allows for a developing line of enquiry. 

 Direct contact at the point of the interview means that data can be checked for 

accuracy and relevance, as they are collected.  
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 Compared with other data collection methods such as, questionnaires,  

observation, and experience, with interviews, there is a more personal element 

to the method, and people tend to enjoy the rather rare chance to talk about 

their ideas at length to a person whose purpose is to listen and note the ideas 

without being critical. 

In the present study, realizing the difficulty to opt for only one data collection method, 

of interview investigation was due to the assumption that such a method can help to 

overcome the weakness of one or the other instruments. In the mean time, it can also 

strengthen the positive side that interviews underlie. In particular, the present researcher 

chose to employ the semi-structured type of interviews. The latter is thought of to be the one 

that can satisfy to a great extent the exigencies of the present investigation. In this context, 

semi-structured interviews offer a possibility to gain useful information on the respondents’ 

perceptions, attitudes, and reactions to both the Current Testing System and the ATM in the 

Algerian secondary schools. 

2.1.2.2.3 Classroom Observation 

Observation is another distinct way of collecting data. This data collection method is 

usually seen to offer the researcher the opportunity to gather ‘live data’ from the ‘situations’. 

Traditionally, observation has been characterized as non-interventionist since the researcher 

does not seek to manipulate or alter the situation or the subjects; he does not pose questions 

for the subjects, nor does he deliberately create ‘new provocations’ (Alder & Alder, 1994). 

Moreover, because observed phenomena are less predictable, there is a certain adherence to 

this form of data collection that is denied in other forms of research such as questionnaires or 

tests. On this point, Denscombe (2010) advocates that: 
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observation does not rely on what people say they do, or what they say they think. It 

is more straightforward than this. Instead, it draws on the direct evidence of the eye 

to witness events at first hand. It is based on the premise that, for certain purposes, it 

is best to observe what actually happens” (196). 

From a specific research perspective, observation is fundamentally different from 

questioning because this data collection method provides direct information rather than self-

report accounts, and thus it is one of the three basic data sources for empirical research 

(Dörnyei, 2007). In more practical concerns, this enables the researcher to understand the 

context of programmes, to be open-ended and inductive, to see things that might otherwise be 

consciously missed, to discover things that participants might not freely talk about in 

interview situations, to move beyond perception-based data, and to access personal 

knowledge (Cohen et al., 2005). Morrison (1993) converges with the above and notes that 

observation can aid the researcher to gather data on the following: 

 The physical setting (eg. The physical environment and its organisation); 

 The human setting (eg. The organisation of the people, the characteristics 

and make-up of the groups or individuals being observed, for instance 

gender, class, …); 

 The interactional setting (eg. The interactions that are taking place, formal, 

informal, verbal, non-verbal, etc.); and 

 The programme setting (e.g. the resources and their organisation, pedagogic 

styles, curricula and their organisation) within the sphere of classroom 

research, and as highlighted in 2.1.2, the review of literature on classroom 

observation in educational settings has displayed that this data collection 

method is fundamental in understanding what is happening in a particular 

place. “classroom observation views the classroom as a place where 

interactions of various kinds take place, affording learners opportunities to 

acquire L2” (Ellis, 1994: 465). Allwright sees “interaction as the 
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fundamental fact of classroom pedagogy”; “everything that happens in the 

classroom happens through a process of live person-to-person interaction” 

(156). This perspective has led researchers to observe and describe the 

interactional events that take place in a classroom in order to understand 

how learning opportunities are created (cited in Cheng, 2005:92). 

As we saw with the previous data collection methods, with observation, there are many 

ways how applied linguists categorize the different types of this instrument. As a first 

example, Denscombe (2010) considers that there are two kinds of observation research used 

in the social sciences. The first kind of these is the systematic observation. Systematic 

observation has its origin in social psychology - in particular, the study of interaction in 

settings such as school classrooms. It is normally linked with the production of quantitative 

data and the use of statistical analysis. The second kind is the one referred to as participant 

observation. This is mainly associated with sociology and anthropology and is used by 

researchers to infiltrate situations, sometimes as undercover operation, to understand the 

culture and processes of the group being investigated. It is normally associated with 

qualitative data. For Denscombe, even though these two kinds might seem poles apart in 

terms of origins and use in current social sciences, but still they share some vital 

characteristics. Some of these are as follows: 

 Direct observation: the obvious connection is that they both rely on direct 

observation. In this respect, they stand together, in contrast to methods such 

as questionnaires and interviews, which base their data in what informants 

tell the researcher, and in contrast to documents where the researcher tends to 

be one step removed from the action. 

 Fieldwork: the second common factor is their dedication to collecting data in 

real-life situations, out there in the field. In their distinct ways, they both 
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involve fieldwork. The dedication to fieldwork immediately identifies 

observation as an empirical method for data collection. As a method, it 

requires the researcher to go in search of information at first hand, rather than 

relying on secondary sources. 

 Natural settings: field observation-distinct from laboratory observation-

occurs in situation which would have occurred whether or not the research 

had taken place. The whole point is to observe things as they normally 

happen, rather than happen under artificially created conditions as laboratory 

experiments. There is a major concern to avoid disrupting the naturalness of 

the setting when undertaking the research. In this approach to social research, 

it comes to minimize the extent to which the presence of the researcher might 

alter the situation being researched. 

 The issue of perception: it is usually claimed that the researcher’s perception 

of situations might be influenced by personal factors and that the data thus 

might be unreliable. They tend to offer very different ways of overcoming 

this, but both see it as a problem that needs to be addressed. 

In a second example, Dörnyei (2007) proposes two dichotomies: ‘participant’ versus 

‘non-participant observation’ and ‘structured’ versus ‘non-structured or unstructured’ 

observation through which one can observe classrooms. At the level of the first dichotomy, it 

is thought that the ‘participant’ observer becomes a full member of the group, taking part in 

all the activities. This is the kind of observation that usually takes part in ethnography studies. 

In other contexts, however, the researcher can be minimally involved in the setting and if 

he/she behaves in such a way, the researcher can be described as a ‘non-participant’ observer. 

Hammersley and Atkinson (1983:93-5) suggest that comparative involvement may 

come in the forms of ‘participant’ observer and the ‘non-participant’ observer, with a degree 
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of subjectivity and sympathy, whilst comparative detachment may come in the forms of the 

observer as participant and the complete observer - where subjectivity and sympathy are key 

characteristics. Both complete participation and complete detachment are as limiting as each 

other. Moreover, about the second dichotomy the distinction between ‘structure’ and 

‘unstructured’ observation is similar to the ‘quantitative’ versus ‘qualitative’ distinction in 

observational terms. Highly structured observation involves going into the classroom with a 

specific focus and with concrete observation categories, whereas unstructured observation is 

less clear on what it is looking for and the researcher needs to observe first what is taking 

place before deciding on its significance for the research (Cohen et al., 2005). The former 

approach involves completing a scheme, while the latter deals with completing narrative field 

notes, often supplemented by maps or diagrams. This is, of course, a continuum, and in 

practice usually some combination of the two approaches takes place. 

A significant problem in observation has been pinpointed by researchers in that it has 

been shown that facts recorded by one researcher are very likely to differ from those recorded 

by another, and different observers can produce different impressions of the same situation. 

This problem becomes worrying when time comes to use observation as a method for 

collecting data. This suggests that the data are reliable to be inconsistent between researchers 

-too dependent upon the individual and the personal circumstances of each researcher. It 

implies that different observers will produce different data. Therefore, to overcome this 

intricate problem, researchers have thought to adopt the observation schedule.  The use of a 

schedule aims to minimize, and possibly eliminate, the variations that will arise from data 

based on individual perceptions of events and situations. More precisely, this instrument 

targets to provide a framework for observation which all observers will use, and which enable 

them to do systematically these matters: 
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 Be alert on the same activities and be looking out for the same things; 

 Record data systematically and thoroughly; 

 Produce data which are consistent between observers; and with two or more 

researchers who witness the same event recording the same data.  

To achieve these three aims, observation schedules contain a list of items that operate 

something like a checklist. The researcher who uses an observation schedule will monitor the 

items contained in the checklist and make a record of them as they occur. The process of 

systematic observation then becomes a matter of measuring and recording how many times 

an event occurs, or how long some event continues. In this way, there will be a permanent 

record of the events, which should be consistent between researchers who use the schedule, 

because what is being observed is dictated by the items contained in the schedule. When 

researchers are properly trained and experienced, there should be what is called high ‘inter-

observer’ reliability.  

With regard to the advantages of this data collection method, the main merit of 

observation is that it allows researchers to see directly what people do without having to rely 

on what they say to do. In such a sense, this method can provide an objective account of 

events and behaviours that reports provided by second-hand sources do not manage to yield. 

More interestingly, observation can give descriptive contextual information about the setting 

of the targeted phenomenon. This can enhance the information a researcher often needs to get 

more specific data of what he/she is investigating. For other researchers, this way of doing 

and collecting information can become more reliable and its results valid if structure is added 

by means of using observation schedules. For some, the use of this specific technique 

provides answers to the problems associated with the selective perceptions of observers and 

hence this can lead to produce more objective observations. In precise words, the schedule 

efficiently eliminates any bias from the current emotions or personal background of the 
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observer. It gives a means for collecting substantial amounts of data in a relatively short time 

span. And when properly developed, this technique should achieve a high level of inter-

observer reliability in the sense two or more observers using a schedule record very similar 

information. 

Contrary to these positive claims, a number of raised questions on this method remain 

unanswered. For many researchers, these unanswered points are regarded as drawbacks. For 

instance, one can namely first refer to the idea that sees that within the sphere of observation 

what is often targeted is only what is observed, whereas in practice many of the key variables 

and processes that researchers investigate are mental and thus unobservable. In addition to 

this, the second problem is that recording a phenomenon does not necessarily lead to 

understanding the reasons why it has happened, particularly when low inference categories 

are used. Another more specific and technical third problem concerns the presence of the 

researcher in the area where the investigation is taking part and where his/her task is to 

observe some given phenomena. For many experts, the presence of the researcher can, in 

some way or another, affect and bias the participants’ behaviours. That is, the quality of 

observational data is dependent on the skill which the researcher uses to conduct his/her 

observation. Finally, a serious additional disadvantage with observation is that regardless of 

coding convention applied it involves a reduction of the complexity of the observed situation, 

and by focusing on the target categories the observer can miss some important features. 

Highly shared schedules also share the weakness of qualitative measures, namely that the 

examined categories are preconceived and the instrument is not sensitive to context-specific 

emergent information.    

In the present study, because the main purpose of the researcher was to explore the 

teachers’ and students’ perceptions, attitudes, behaviours, and reactions in relation to the 

Current Testing System, and further to implementing the ATM, the researcher acted as a 
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‘non-participant’ observer, standing in the back of a classroom and observing how things 

were occurring in this setting. Choosing this type of observation aimed at eliminating any sort 

of influence, or negative attitude towards the presence of the researcher on the part of the 

teachers and students. Moreover, it is worth mentioning that the researcher’s previous 

experience as a secondary school teacher during a period in his teaching career helped him to 

behave in a natural way in the context of the research and with the participants that gave him 

the opportunity to gain time and in the mean time collect useful information. 

2.1.2.2.4 Focus Groups 

A focus group is a research method used to collect data through a group interaction on a 

topic determined in advance by the researcher. Dörnyei (2007) recognized that focus groups 

are sometimes treated as a subtype of interviewing because both the format and the 

interviewer’s role considerably resemble to some extent to what is taking part in the 

interviewing process. Cohen et al. (2005) converge with this view. They add that two groups 

are a form of group interview, though not in the sense of backward and forward between 

interviewer and group. Rather, the reliance is on the interaction with the group who discusses 

the topic supplied by the researcher. Hence, the participants interact with each other rather 

than with the interviewer, such that the views of the participants can emerge - the 

participants’ rather than the researcher’s agenda can predominate. It is from the interaction on 

the group that the data can be collected. 

In a focus group, the format is based on collective experience of group brainstorming, 

that is, participants thinking together, inspiring and challenging each other, and reacting to 

the emerging issues and points. This within group interaction can yield high-quality data as it 

can create a synergistic environment that results in deep and insightful discussion (Dörnyei, 

2007: 144). Individual interviews might put a great deal of pressure on the relation between 

the interviewer and interviewee; on the other hand, a ‘focus group’ can provide prompts to 
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talk, correcting or responding to other plausible audience for that talk that is not just the 

researcher. So, focus groups work best for topics people could talk about to each other in 

their daily lives - but  do not (Chinda, 2009: 116). For Dörnyei (2007), the format allows for 

various degrees of structure, depending on the extent to which the researcher relies on an 

interview guide - or as he names it a protocol - rather than giving the participants freedom to 

discuss  some broad topics - just like with one-to-one interviews, the semi-structured type of 

focus groups is the most common format because it includes both open-ended and close-

ended questions posed by the  researcher.  

In terms of characteristics, a great deal of researchers have agreed upon that in order to 

make focus groups suit the requirements of an adequate data collection method, the latter 

needs to specify some basic characteristics. Dörnyei (ibid) summarizes these characteristics 

in the following points: 

 Size: The size of a focus group has to range between 6-10 (sometimes 12) 

people. Fewer than six people would limit the potential of the “collective 

wisdom”, whereas too large size makes it difficult for everyone to 

participate. 

 Composition: It has been found that the dynamics of focus groups works 

better with homogeneous samples. Therefore, in order to obtain a wide 

range of information, the usual strategy is to have several groups, which, as 

a whole, are different from each of which is made of similar people; this is 

usually referred to as ‘segmentation’ and it involves within-group 

homogeneity and intergroup heterogeneity in the sample. 

 Number or parallel focus groups: The standard practice is to run several 

focus groups in any research project; in this way, we can mitigate any 

idiosyncratic results that occur because of some unexpected internal or 
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external factors that affect the dynamics of a group. Thus, in order to 

achieve adequate breadth and depth of information, it is usually 

recommended that a project involves 4-5 groups as a minimum, with a few 

more if possible. 

Like previous data collection methods, focus groups present strengths, as well as they 

underlie weaknesses. About the strengths, it is agreed on that the merits of this method are 

displayed at two different levels. In educational research, focus groups can be used for 

programme evaluation to evaluate the effectiveness of a particular course to understand what 

was or what was not working, and eventually strive to show the reasons of each of the 

stimulations. In a limited scope of study in applied linguistics research, focus groups have 

been widely used for generating ideas to inform the developments of other data collection 

methods such as questionnaires and interviews. For Morgan (1988), focus groups can be 

useful tools for: 

 orientation to a particular field of forms; 

 developing themes, topics, schedules for subsequent interviews and/or 

questionnaires; 

 generating hypotheses that derive from the insights and from the group; 

 generating and evaluating data from different sub-groups of a population 

and; 

 gathering feedback from previous studies; 

 

Because of the above useful uses of this data collection method, many researchers point 

that focus groups could be also helpful to triangulate with other more traditional forms of 

interviewing, questionnaires, observation, and eventually other methods. 
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On the other side, the main weakness of the focus group is that it is time-consuming to 

set-up and conduct, and that it requires a good communication skill on the part of the 

researcher. There is also more need to improvise because the number of questions to be asked 

following the interview guide is relatively low and a lot of content emerges from well-

managed group discussion facilitated by probe questions. Another additional weakness 

concerns the issue of transcribing in that it is argued that it is usually difficult to transcribe 

because of the number of people. For this reason, it is advised to use video-recordings of the 

interviews to overcome this limitation, so that the moderator can identify who is speaking at 

any one time.  

In the present study, as stated above in 2.1.2.2.4, the researcher employed this data 

collection method in the present study for two main reasons. First, after a first round of the 

individual interviews, focus groups aimed at encouraging participants to share their ideas and 

experiences in providing data on the ground of the researcher’s set out aims, and in some 

perspective, this allows  the participants to reflect their views on the subject in more 

comfortable way. Second, because of the flexible and information-rich nature of the method, 

focus groups were used to triangulate with the other data collection methods used in this 

study in order to provide more reliable results. 

2.2 Research Phases 

The present study was carried out in three successive phases. Taking into account the 

limitations of the study and mainly time constraints, the feedback was held during two school 

years: 2010/2011 and 2011/2012. In precise terms, the three phases were fulfilled as follows: 

Phase One: From January 2011 to June 2012 

This phase was designed to collect about the issues of teaching and testing English as a 

foreign language in the Algerian secondary schools. The main concern of this phase was to 
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see whether there is any washback   of the Current Testing System on teaching and learning. 

In this respect, during this particular phase of the research, the present researcher came to: 

- collect information on EFL teachers’ behaviours in the actual teaching/learning 

context through classroom observation. 

- collect information on the students’ behaviours in the natural teaching/learning 

context through classroom observation. 

- collect information on EFL teachers’ perceptions to the Current Testing System 

by which those teachers constantly evaluate and assess their learners’ 

achievement in accordance with the instructional objectives set out in the used 

syllabus through a questionnaire (01) for the teachers. 

- collect information on EFL students’ perceptions to the achievement tests their 

teachers permanently develop during the school year to evaluate and assess their 

achievement in that foreign language through questionnaire (01) for students. 

At the end of Phase One, the researcher collected all the necessary data that helped him 

to understand how EFL teachers in the context under study teach the subject of English as a 

second foreign language, and in the meantime, how EFL students within the same context 

learn that foreign language. More importantly, these collected data gave the researcher a clear 

picture on how both teachers and students in the Algerian secondary school perceive the 

Current Testing System, which is used to evaluate and assess the learners’ degree of 

achievement in the taught subject. 

All the information and data that were collected in Phase One are meant to be the core 

of the next chapter (Chapter 3) in this thesis that mainly deals with exploring the context 

where teaching and learning take place and testing is held to serve its right purpose. The 

Chapter’s Title is “Teachers’ and Students’ Perceptions of, and Attitudes towards Teaching 

and Testing EFL in the Algerian Secondary Schools”. 
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Phase Two: From September 2011 to June 2012. 

This second phase was designed to implement the ATM. To put this model into 

practice, achievement tests, drawn out from this proposed model, were developed by the 

researcher with the collaboration of EFL teachers in Biskra Region and then asked a selected 

number of EFL classes to sit for these tests. These administered tests were proposed to 

students at the end of three successive trimesters of the school year 2011/2012, in parallel 

with the achievement tests that were constructed by the EFL teachers, subject of this study, 

based on the Current Testing System. In precise terms, the students sat for achievement tests 

from the Current Testing System a week after they were asked again to sit for achievement 

test proposed by the ATM. 

In accordance with the implementing of the ATM, the researcher continued to attend 

sessions with the selected classes, as a non-participant observer, during the time that followed 

the trialling of these newly, modified achievement tests. The basic aim of this procedure was 

to collect data from the real context about the changes in attitudes and behaviours of the 

teachers and students that might have occurred after the introduction of these new tests. 

All the information and data that were collected in Phase Two are meant to be the core 

of chapter 4 that deals particularly with the issue of implementing the ATM. The chapter's 

title is "Towards an Intervention: The Alternative Testing Model". 

Phase Three: From June 2011 to June 2012. 

This third stage overlapped with the second one. It was designed to collect data on the 

teachers’ and students’ perceptions of, attitudes and reactions towards the implementation of 

the ATM. The gist of this phase was to see whether or not there is a washback effect of this 

new testing system on teaching and learning. In this respect, during this third and last phase 

in this study, the present researcher came to provide: 

- A survey of teachers’ attitudes towards the implementation of the ATM. 
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- A survey of students’ attitudes towards the implementation of the ATM. 

- A survey of teachers’ reactions towards this innovative act. 

- A survey of students’ reactions towards this innovative act. 

To obtain and collect the required information and data and results in this mixed-

methods approach, also known as triangulation, the latter consisted of employing four data 

collection methods. These included the following: 

- Administration of Questionnaire (02) for Teachers; 

- Administration of Questionnaire (02) for Students; 

- Interview for Teachers (02); 

- Interview for Students (02); 

- Classroom Observation; and 

- Focus Groups (also known as Group Discussion) with Students only. 

All the information and data that were collected in Phase Three are meant to be the core 

of Chapter 5, which specifically deals with teachers’ and students’ reactions to the ATM. The 

chapter’s title is “Teachers' and Students’ Reactions to the Alternative Testing Model 

Implementation”. 

Below is a summary of the Three Phases in this research and the relevant methods 

employed to collect data (Figure. 2.2). 
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I- Phase One:  

Stage:  “ Teachers' and Students' Perceptions of, and Attitudes towards Teaching 

and Testing EFL in the Algerian Secondary Schools. 

Time: January 2011- June 2012 

Methods:  

- Questionnaire for teachers (01). 

- Questionnaire for students (01). 

- Classroom observation. 

_______________________________________________________________ 

II- Phase Two: 

Stage:  “Towards the ATM Implementation” 

Time: September 2011- June 2012 

Methods:  

- Classroom observation. 

_______________________________________________________________ 

III- Phase Three:  

Stage:  “Teachers’ and Students’ Reactions to the ATM Implementation” 

Time: September 2011- June 2012 

Methods:  

- Questionnaire for teachers (02). 

- Questionnaire for students (02). 

- Classroom observation. 

- Interview with teachers (02). 

- Interview with students (02). 

- Focus groups with students (02). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2.2: Research phases and the used data collection methods. 

2.3 The Ethical Issues in this Study 

Throughout all the stages of this study, the researcher strived to take into account the 

Ethical Guidelines for conducting the present research. He also ought to be aware of the 

adoption of explicit conformance to the common Ethical Research Practice. That is, the 
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researcher has greatly considered the effects of the research on participants and has acted in 

such a way to preserve their dignity as human beings. For a number of researchers, this is the 

required ethical behaviour. In a broad sense, ethics has been defined as: 

A matter of principled sensitivity to the rights of others. Being ethical limits the 

choices we can make unlike truth is good, respect for human dignity is better, 

even if, in the extreme case, the respect of the human nature leaves one ignorant 

of human cited. (Cavan, 1977) 

 

The present research conformed to the general ethical guidelines that accounted for 

ethical issues, such as, privacy, anonymity, and confidentiality. Cohen et al. (2005 : 62) 

define these latter and provide a clear picture on how and what a researcher should consider. 

First, privacy is usually thought of as a behaviour which extends to all information relating to 

present physical and mental conditions, personal circumstances, and social relationships 

which is not already in the public domain. Second, anonymity is seen as the right to protect 

the research participants and the relevant data they elicit from being personalized and 

identified. The essence of this is that information provided by participants should in no way 

reveal their identity. Third, confidentiality is another way of preserving a participant’s 

privacy. This simply means that although the researcher knows who has provided information 

given, he will not make the connection known publicly. 

On the ground of the above ethical issues, the present researcher abided by an ethic of 

respect of participants, knowledge, and quality of research throughout the investigation. This 

means that all the data, findings and conclusions are reported in a clear way and with a great 

detail to avoid any sort of ambiguity or confusion, and even misunderstanding or misuse, and 

allow others either readers or researchers to understand and interpret the data. The researcher 

strived to attach all the required documents and applications forms in the appendix in order to 

theoretically ground the employed methods and justify the choices and interpretations. 

Moreover, the researcher insisted on to be a transparent and accurate as possible by 
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incorporating all relevant details on matters, such as the context, respondents, instruments, 

and methods used to carry out the investigation and obtain the required results. 

About the research participants, all of them were informed about any step that was 

carried on in the research. To make things clear enough for anyone of the participants from 

the very beginning, the researcher sought to obtain their consent in advance. That is, before 

starting any of the pre-set tasks, the research participants were informed about the research to 

be undertaken, including who the researcher is, why the study is being done, the length of 

time required to fulfil the tasks. However, it is worthwhile that proceeding in such a way did 

not directly imply that the researcher revealed the intentions and purposes that are expected to 

be attained. This was for the sake to avoid any sort of influence or bias that can generate from 

the researcher’s way of doing things. Furthermore, the researcher was quite aware that all the 

participants who took part in the research were not forced to participate. The participants 

were told in advance that they could quit whenever they thought they diverged with the 

process of the research. In this way, the researcher sought to make the participants feel at ease 

and comfortable, and what they are supposed to do is certainly what they are doing at their 

will. In accordance with the guidelines, the researcher submitted consent letters for 

participants to sign. In other cases, the participants were asked only to give their oral consent. 

What is significant on this last point is that no matter what the form of the consent that was 

undertaken i.e.; oral or written, the researcher decided that the universal standard norms of 

ethics had to be fully respected and obtained in all cases to make the research data collection 

methods and their relevant research methodology credible. A copy of the consent letter used 

in this study is shown in Appendix 1. 

In practical concerns, in the present research, following the ethical guidelines illustrated 

and discussed above, the experts, who evaluated the contents, formats, and the degree of 

congruence of the questionnaires to the research purpose and questions, the students and 
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teachers, who completed the questionnaires either in the piloting stage or in the final study, 

did not give their names when time came to collect these questionnaires. A copy of the 

questionnaire validation form is displayed in Appendix 2.  The main purpose of this 

procedure was not to identify the participants as it is recommended in the ethical guidelines. 

With the other data collection methods, such as classroom observation, interviews and focus 

groups, the researcher opted for pseudonyms to refer to the participants. For example, 

teachers were given the pseudonyms as T1, T2, T3, etc…, and students, S1, S2, S3, etc. 

Moreover, because he carried out this study in a context where some subsequent aspects, such 

as gender and cultural background needed to be treated with some care, the researcher 

objected to use some techniques, mainly video films during classroom observations and with 

individual interviews and focus groups in order to avoid any polemic or tension among the 

participants. To compensate this shortage, the researcher only relied on audio recordings with 

the hope that they could provide the desired outcomes. Above all, all that was required on the 

part of the researcher is that the study conformed to a large extent to the general guidelines of 

ethics. 

2.4 Epistemological Positioning and Roles of the Researcher 

It is crucial to discuss in the last section of this chapter the roles of the researcher 

because they directly affect the data as well as their analysis. First of all, it is worth 

mentioning that before graduating at the university level, the researcher worked as a 

secondary school teacher in one of the secondary schools in Biskra Region for about ten 

years. This teaching experience in this context played a major role and contributed greatly in 

eliciting the problematic on which the present study rests and also was an important source of 

information that helped and guided in the ongoing of the investigation. During the 

investigation, the researcher was recognized as a colleague by the teachers who took part in 

the different stages of the study. This intimate relationship between the researcher and the 
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participants in the study made it easier for the researcher to cooperate and collaborate for the 

sake of overcoming the myriads of obstacles and problems that he encountered on the 

ground. Besides, because of his former status, the researcher was allowed to attend the 

weekly coordinating meeting that EFL teachers held in their schools. The researcher’s 

presence in the teachers’ room was seen by teachers of other subjects to be quite ordinary, 

and hence did not pose any problems since no one of them complained about it. In short, the 

researcher in this context was accepted as member of the secondary school community. 

Moreover, because of the researcher’s previous experience as a secondary school 

English teacher, it was easy for the researcher to understand and even predict some 

behaviours of both teachers and students. However, this does not mean that the researcher 

acted and behaved in a way that might have influenced or affected the participants to make 

the data biased. Rather, he insisted on a crucial point that the people who are involved in this 

study should act and behave naturally as if the researcher were not present. All this was done 

to ensure a certain high degree of the researcher’s credibility and objectivity.  

Conclusion 

This chapter summarized the theoretical and methodological considerations for this 

study. It indicated that a mixed-methods approach was appropriate for the investigation, since 

each single method has its individual weaknesses. In addition, this study is a longitudinal 

qualitative research that integrated also quantitative, ethnography, and case study strategies. 

The quantitative study was adopted to elaborate and validate the results obtained by 

qualitative instruments. This strategy aims to overcome any weakness that can come up from 

the reliance only on one approach. Besides, this study is ethnographic as the researcher was 

in the research settings as an observer to explore the context where the investigation took part 

and hence enable himself to observe the participants’ perceptions of, attitudes towards, and 
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behaviours of, to the prevailing Current Testing System and afterwards their reactions to the 

implementation of the ATM. At another level, the adoption of a case study aimed at yielding 

a thick description of the situation of the participants. To collect data, the researcher used 

questionnaires, observation, interviews, and focus groups as data collection methods. 

The following chapter is about the Preliminary Study, and the results the researcher is 

intended to obtain after putting the data collection methods into practice. 
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Chapter Three: Teachers’ and Students’ Perceptions of, and Attitudes 

towards Teaching EFL and the Current Testing System. 

Introduction 

This chapter is devoted to report a Preliminary Study conducted to display in some 

detail the participants’ perceptions of, and attitudes towards both teaching and learning 

English in the Algerian secondary schools and the Current Testing System adopted by EFL 

teachers in this context to evaluate and assess their learners. The beginning of this chapter is 

to elicit the fundamental research questions and purposes that guided the investigation in this 

initial phase of the study. The second section attempts to describe thoroughly the research 

design that the researcher employed to obtain insightful data. Next, a third section is wholly 

about the results of this Preliminary Phase from the two data collection methods: 

questionnaire, and observations that were utilised on the ground to gather information. 

Fourth, a following section discusses the findings of the Preliminary Study and draws a clear 

picture on the phenomenon and the context under study. Finally, the last section summarizes 

all what has been arrived at in this chapter.  

3.1 Research Questions and Purposes in Phase One 

The literature in the field of exam washback suggests that one of the first steps in the 

study of exam washback is to conduct a preliminary or exploratory study (Wesdrop 1982; 

Tsagari 2006). For a great deal of researchers, the preliminary studies help to resolve 

uncertainty regarding whether the existing testing systems would exert any sort of washback 

that could yield the situations that are certainly prevailing in the context under study. Besides, 

this particular initial phase would also give a transparent picture on the matter of how testing 

is frequently carried out and the specific purposes it targets. In short, this part of a study is 

usually used to pave the path to a better understanding of the context where both teaching and 
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learning take part; and, in the meantime, how the participants in this operation perceive the 

way by and through which they are constantly evaluated and assessed in accordance with the 

relevant instructional objectives.  

The Preliminary Study reported here had the practical aims of gathering evidence in 

order to: 

 identify the aspects of teachers' behaviours in the classroom that needed to be 

studied in relation to the Current Testing System. These included: 

 teachers' strategies in designing and developing achievement tests, 

 teachers' learning strategies, and 

 teachers' teaching strategies. 

 displays students’ perceptions about aspects of classroom teaching in relation to 

the Current Testing System. These included: 

 students’ perceptions on achievement tests by which they are constantly 

assessed and evaluated, 

 students’ perceptions about their teachers' teaching methodology, 

teaching activities, and the use of English inside and outside the class, 

and; 

 students’ perceptions of their motivation and opinions about instruction 

in that subject. 

Furthermore, in the Preliminary Study, the researcher would be able to report practical 

insights that confirm or disconfirm the existence of any washback effect of the "Bac" exam 

on the teaching and learning purposes and their relevant achievement tests that EFL teachers 

in the Algerian secondary schools use to evaluate and assess their students. In case, this 

hypothesized assumption is confirmed, there would be a need to make clear enough the 

following matters: 



 

 

116 

 

 establish the existence of the washback effect of the "Bac" exam on teaching, 

learning and testing, 

 arrive at a clear understanding of its nature, 

 provide the opportunity to deepen the research plan by sharpening ideas, and 

 suggest directions about what needed to be investigated further. 

As a matter of fact, the Preliminary Study in the present research addressed the 

following research questions: 

 Does washback from the "Bac" exam exist? 

If it does, what is its nature and scope on: 

 the contents of teaching (eg. curriculum, teaching materials)? 

 the methods of teaching? 

 classroom assessment? 

 student learning? 

 feelings and attitudes of teachers and students? 

The questions posed previously were derived from the researcher's first attempt at 

conceptualizing the research problem. They were mainly based on the insights gained when 

reviewing the relevant literature review (Chapter 1), but were also due to current practices of 

EFL teachers in the Algerian secondary schools observed by the present researcher during his 

teaching career at this level for 10 years.  

The process of formulating the above research questions was in line with Watanabe 

(2004) and Tsagari (2006) who advise that in case where tests constructors' intentions of their 

tests "… are absent, not clearly defined or not clearly articulated", as it might be in the 

Preliminary Study, then, a description of washback and the context where teaching and 

learning take part is very crucial in order to better understand the nature of this phenomenon 

for further exploration. 
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3.2 Research Design of the Preliminary Study 

3.2.1 Data Collection Instruments 

3.2.1.1 The Questionnaires 

3.2.1.1.1 Rationale and Aim 

Teacher’s Questionnaire (01) (TQ1) 

The purpose of the teacher’s questionnaire (TQ1) is to explore the context where the 

teaching/learning process of EFL in the Algerian secondary schools is carried out. Also, it 

investigates how EFL teachers in this context proceed to design and develop one type of 

language tests, achievement tests, in order to evaluate their students' attainment in English 

language in accordance with the contents of the syllabus and their subsequent instructional 

objectives. In sum, the teacher’s questionnaire (TQ1) intends to check out whether or not 

EFL teachers in the Algerian secondary schools follow systematic procedures to develop 

achievement tests. More importantly, the adoption of this data collection method in the 

Preliminary Study seeks to see whether or not any washback effect- of the Current Testing 

System has occurred on the teachers' perceptions of classroom teaching and testing.  

Student’s Questionnaire (01) (SQ1) 

The purpose of the student’s questionnaire (SQ1) is to investigate the students' 

perceptions and behavioural differences that could be linked with classroom teaching and 

learning as they are practised by EFL teachers. It also tackles the subject of achievement test 

by which EFL students in this context are constantly evaluated and assessed with. 

Meanwhile, it looks for how this testing instrument is congruent with the teaching 

programme and its relevant instructional objectives. 
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3.2.1.1.2 Structure and Content 

Teacher’s Questionnaire (01) (QT1) 

The teacher’s questionnaire (TQ1) in the Preliminary Study is consisted of 3 parts and 

was designed in English. 

Section One (TQ1-17) consisted of 17 questions and 52 items. In this questionnaire, 

two types of questions were presented. The first type was about close-ended questions, with a 

space for detailed justifications, and the second type was open-ended questions. Close-ended 

questions are often welcomed because they can help to gain data on given topics in order to 

reduce the problems of respondents guessing answers. On the other side, the open-ended 

questions are seen to be attractive because they invite an honest, personal comment from the 

respondents. This part of the questionnaire deals with aspects related to the issue of test 

design. Crucially, the test design stage is where one needs to describe in detail the 

components that will correspond to the degree of achievement students are making in that 

foreign language. The product of the design stage includes the following matters:   

 A description of the purpose (s) of the test. 

 A description of the characteristics of the test takers. 

 A description of the constructs to be measured. 

 Considering some qualities of test usefulness. 

Section Two (TQ18-33) consisted of 16 questions and comprised 64 items. Like the 

previous part, this second part is made-up of questions of two types: close-ended and open-

ended questions. The gist of this part deals with aspects related to the test development stage, 

also known in other areas as the operationalization and administration stages. The test 

development stage is where one needs to display whether or not teachers consider the crucial 

components and steps that are thought to be an integral part of the operationalization and 

administration processes. The product of this particular stage includes the following points: 
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 A description of the format. 

 A description of the test specifications 

 A description of the testing methods. 

 A description of the major skills. 

 A description of the scoring method. 

Section Three (TQ34-36) consisted of 03 questions and comprised 03 items. The 

questions in this part are designed in an open-ended format. In this part, the teachers were 

asked to provide their own opinions on aspects related to the degree of congruence between 

the achievement tests they frequently design and develop and the contents of the taught 

programme. 

What is notable in the preliminary teacher’s questionnaire Part 4 (TQ37-40) is that it 

consisted of 4 questions and the same number of items. In precise terms, this part was 

developed in order to enable teachers to express their opinions on the contents and lay-out of 

the questionnaire. It stood as an opinionaire. The final outcome of this procedure was to 

propose some useful recommendations for the researcher in order to help him remedy the 

pinpointed anomalies, overlapping, and useless ideas within the different items throughout 

the questionnaire. What is worth mentioning is that, in the final version of the questionnaire, 

this fourth part was completely supressed. In the final version of the teacher’s questionnaire 

(TQ1) for the Preliminary Study, 3 themes were elicited. Each one of these themes has a 

strong link with one of the research questions stated in section 3.1 All these themes are 

summarized and illustrated in Table 3.1. 
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Structure Contents 

Theme One 

 

 

 

Theme Two 

 

 

 

Theme Three 

 

 

Test Design (TQ1-17) 

 A description of the purposes of the test. 

 A description of the characteristics of test takers. 

 A description of the contents to be measured. 

 Considering some qualities of test usefulness. 

Test Development (TQ18-33) 

 A description of the test format. 

 A description of test specifications. 

 A description of the testing methods. 

 A description of the major skills. 

 A description of the scoring method. 

Teachers' Perceptions of the Current Testing 

                             System (TQ34-36)  

 Perceiving how is the degree of congruence between test contents and 

the contents of the taught programme. 

 Perceiving the degree of validity and reliability of the developed tests. 

Table 3.1: The Preliminary Study structure and themes of the teacher’s 

questionnaire (TQ1)  

 

Student’s Questionnaire (01) (SQ1) 

The student’s questionnaire (SQ1) for the Preliminary Study consisted of 2 parts and 

was designed in English. However, it is worth mentioning that this questionnaire was 

translated into Arabic, the native language of the questioned students, and handed to these 

students in this language. The rationale behind translating the original version into the 

students' native language was to minimize misunderstanding, reliability, and validity 

problems caused by the language factor (Geisinger, 1994). In addition, by doing this, the 
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researcher aimed at making the respondents generate their ideas at maximum without being 

frustrated from the handicap that the non-mastery of that foreign language may pose. In terms 

of questionnaire structure, the student’s questionnaire (SQ1) consisted of 2 parts with 19 

questions and 58 items (SQ1-19). Section One (SQ1-16) consisted of 16 questions and 

comprised 55 items. The main purpose of this part was to collect useful information on the 

study of attitudes towards the achievement tests their teachers usually develop for them to 

judge their achievement in accordance with, and its relevant instructional objectives. The type 

of the questions in this first part in the questionnaire was of a multiple-choice questions 

format. 

Section Two (SQ17-19) is consisted of 3 questions and the same number of items. In 

this second part of the questionnaire, the students were expected to provide their own views 

on matters related to the Current Testing System. In some details, they were invited to say 

whether or not this adopted and practised testing system is useful. In case their answers were 

negative, they were asked to suggest some remedies that they think could make the system 

become more effective and useful. The questions in this part were designed in an open-ended 

format. 

Like the teacher questionnaire (TQ1), in this first phase of the study, the third part of 

the student’s questionnaire was designed with the purpose to judge the contents and lay-out 

of this data collection method. As carried out previously with (TQ1), the last part in the 

preliminary student’s questionnaire stood as an opinionaire. For that reason, 4 questions were 

suggested to students. All these questions were designed in an open-ended format. What is 

notable with this part is that it was omitted in the final version. Furthermore, in the student’s 

questionnaire (SQ1) for the Preliminary Study, 2 themes were targeted. In their gist, these 

specific themes have a direct link with the research questions stated in section 3.1 those 

themes are summarized and illustrated in Table 3.2. 
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Structure Contents 

Theme One  

 

 

 

 

Theme Two 

 

Students' Attitudes towards Achievement  

Tests (TQ1-16) 

 Collect information on how students view achievement 

tests they are constantly assessed and evaluated with. 

Students' Perceptions on the Current Testing 

System (TQ17-19) 

 Collect information on how students perceive the Current 

Testing System. 

Table 3.2: The Preliminary Study structure and themes of the student’s questionnaire 

(SQ1)  

3.2.1.1.3 Piloting and Validation of the Instrument 

To make this data collection method ready for final application, the researcher opted to 

piloting the two questionnaires (TQ1) and (SQ1) for the Preliminary Study. The piloting 

study was carried out in June 2011. The basic aim of this crucial stage in questionnaire 

development was to ensure validity and reduce problems with the procedure of administering 

the questionnaires. The participants in this stage were experts from different universities in 

Algeria and another one from a university in the U.K. The rationale behind submitting the 

adopted data collection method to local and foreign experts for expertise was to maximize 

their validity in order to obtain comprehensive outcomes. Besides, the two cited 

questionnaires were also handed to a number of EFL teachers and students in the Algerian 

secondary schools from the population of the study in Biskra region. What is notable about 

this last point was that the asked teachers and students were not chosen from the sample of 

the study. This, of course, is what is recommended in research methodology and by research 

methodologists. Again, this was fulfilled in such a procedure in order to follow meticulously 
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the systematic steps that should be undergone in a pilot study. In sum, all the followed stages 

in the process of developing the two questionnaires for both teachers and students aimed at 

making this data collection method valid, and in the meantime, help the researcher gain 

insightful and useful data about the subject under exploration. 

In practical concerns, the teacher’s questionnaire (TQ1) was submitted to a foreign 

university expert. He holds a PhD degree in English language studies from the London 

Metropolitan University. Similarly, the same questionnaire, i.e. (TQ1), was submitted to 2 

Algerian experts. Like the one from the U.K., these 2 experts hold a PhD degree. The first 

was from the University of Sidi-bel-Abbes (Algeria), and the second from the University of 

Adrar (Algeria). Besides, the teacher’s questionnaire was also given to 10 EFL teachers from 

the secondary schools in Biskra region. On the whole, 13 people participated in expertizing 

and reviewing the teacher’s questionnaire (TQ1) in the Preliminary Study. Table 3.3 below 

displays the participants in this piloting stage of the teacher’s questionnaire.  

No Participant degree Place of work 

01 

02 

03 

04 

E1 

E2 

E3 

10 EFL Teachers 

PhD 

PhD 

PhD 

"Licence" degree 

- London Metropolitan University. 

- University of Sidi-bel-Abbes.  

- University of Adrar. 

- Secondary Schools in Biskra region. 

Table 3.3: Participants in the pilot Study for the teacher’s questionnaire (TQ1) 

In terms of remarks and comments of the experts concerning the contents and format of 

the teacher’s questionnaire (TQ1), they were as follows: 

E1 thought that there is a need to reformulate some questions. He saw that each of the 

proposed question needs to be clearly linked to one of the research questions. He added that 

the questions that do not bring new insights should be dropped out. The same expert assumed 
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that when some items do not pertain in a way or another to what the researcher is searching, 

in this case, there is a need to leave them. 

In addition, he raised an important remark on the questions of the questionnaire. He 

noted that most of these questions seem to be about the issue of test design and development. 

For him, it sounded more likely since in this questionnaire, the researcher is looking at the 

effectiveness of the test, there is more responsibility to overlook questions and items about 

the teachers' view on general pedagogical approaches used by the teachers. Due to this 

significant remark, 9 questions in Section Two (TQ8-16) in the preliminary teacher’s 

questionnaire were completely omitted.  

E2 proposed that it is better to reduce the number of questions, for he believed that 

when a questionnaire sounds long enough for the respondents, this would lessen the degree of 

their attention and concentration. He added that the more a questionnaire is lengthy, the more 

it looks boring to answer. 

E3 gave an insightful remark in that he noticed some questions that do not pertain to the 

research purposes that the researcher ought to answer. He proposed that it is more appropriate 

to avoid them. The latter can bring more consistency to the questionnaire. As a response to 

this raised remark, the researcher suppressed Q8 - Q9 - Q11 - Q12 and Q13. This remark 

converged with the one suggested by E1 so far.  

Contrary to the wealthy comments and even criticisms yielded by the university 

experts, the reviewing of the teacher’s questionnaire (TQ1) by secondary school teachers, 

subject of this pilot study, did not bring new ideas since the majority of these teachers 

completed the questionnaire and did not give any significant comments. A final copy of 

teacher’s questionnaire (TQ1) in the Preliminary Study is shown in Appendix 3.  

At another level, about the preliminary study student’s questionnaire (SQ1), the pilot 

study was carried out at the same period of time as the teacher’s questionnaire (TQ1). The 
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participants in this stage were as follows: 1 General Inspector from the Ministry of 

Education, 2 University Experts - 1 from the University of Oum-El-Bouaghi, and another 

from the University of Adrar - and 10 EFL teachers from the secondary schools in Biskra 

region, and the same number of EFL students from the population subject to this research. In 

sum, 23 people participated in expertizing and reviewing the Preliminary Study student‘s 

questionnaire (SQ1). Table 3.4 summarizes the participants in the pilot study in this first 

phase.  

No Participants Degree Place of work 

01 

02 

03 

04 

05 

E4 

E5 

E6 

10 EFL teachers 

10 EFL students 

General Inspector of English 

PhD 

PhD 

'Licence' degree 

Students 

Batna 

University of Oum-El-Bouaghi 

University of Adrar 

Secondary schools in Biskra region 

Secondary schools in Biskra region 

Table 3.4: Participants in the pilot study for the student’s questionnaire (SQ1) 

Referring back to the participants' comments and remarks, those varied from one 

participant to another. On the whole, they were as follows: the General Inspector of English 

thought that the student’s questionnaire (SQ1) seems to be too long. For him, it would be 

economic to fuse some questions and reword the ones that are considered to bear some 

ambiguity. Surprisingly, the remarks raised by E4 in their details were general and he did not 

clearly point out which questions had to be fused and which ones should be reworded. For E5, 

she expressed some doubts about the terminology present in the student’s questionnaire; she 

advanced that to answer the items, the questioned students might take too much time to fulfil 

this task. She estimated this time to be more than half an hour for each one of the 

respondents. In this respect, for E5 spending more than half an hour filling and answering the 

questions could create some boredom and anxiety that often lead the respondents to leave the 
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questions unanswered. If he completely agrees on with these doubts raised by E5, the 

researcher thinks that this problem had been settled down so far since the submitted 

questionnaire to students was translated into their native language. In doing so, the issues of 

language difficulty and its influence on the time spent by the respondents to answer the 

questions are no longer posed. 

In the same sphere, E6 thought that some items are overlapping; those latter bear quite 

the same ideas to be made more explicit by the respondents. As a remedy to this problem, E6 

suggested, for instance, that Q13 and Q31 could be melted in one question. Likewise, the 

same procedure should be carried out with items Q15 and Q32. Besides, E6 added that it 

would be more appropriate if Q17 and Q19 could be reworded to bear a more straightforward 

sense. This, for sure, leads the respondents to avoid any sort of confusion that is often the 

result of ambiguity in the meaning of the questions due to formulation. As what has been 

done previously with the EFL teachers about their comments on the teacher’s questionnaire 

(TQ1), the teachers did not make significant remarks that could bring some changes to either 

the form or contents of this data collection method. They merely filled in the questions, and 

in some cases, they left some questions unanswered without putting any comments to justify 

their act. Contrary to the EFL teachers, EFL students who participated in this pilot study 

shared the common idea that the questionnaire was loo long because it comprised a great deal 

of questions. They proposed it would be better if the researcher proceeded to reduce the 

number of questions and make the questionnaire shorter. In addition, 2 students from the 10 

participants indicated that some of the questions needed to be reworded to facilitate access to 

their sense. However, on this point, these students did not point out which of these questions 

they targeted. As a result to the comments and remarks raised by the participants who took 

part in this pilot study, the researcher proceeded to some adjustments and modifications to 

some of the questions and sections in the questionnaire for the student’s (SQ1). 
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As an example, Q31 and Q32 were reworded and Parts One and Two in the preliminary 

student’s questionnaire were completely reviewed. Also, some minor changes were made in 

relation to the way the questions were asked; this was done to make the structure of the 

questions more formal. The final version of the student’s questionnaire in the Preliminary 

Study is displayed in Appendix 4. 

3.2.1.2 The Observation 

3.2.1.2.1 Rationale and Aim 

As mentioned in section 2.1.2.2.2, there is a well-documented literature on the different 

approaches to classroom observation. In particular, two basic approaches have been usually 

considered the most available, structured and unstructured approaches. A structured approach 

will know in advance what is looked for and will have its observation categories worked out 

in advanced. However, an unstructured observation will be far less clear on what is looked 

for and will therefore pave to go into a situation and observe what is taking place before 

deciding on its significance for the research (Cohen et al., 2005: 305). The weaknesses of 

these two approaches have been debated (Allwright & Bailey, 1991, Denscombe, 2010); 

Structured observation records what happens, but not the intentions that motivated the 

behaviour. Besides, unless a researcher is about exactly to observe and design a well-tested 

observation scheme, the subtleties of the situation can easily be ignored. With detailed field 

notes in an unstructured observation, researchers may be less sure about what exactly the 

focus of the observation is at the beginning and try to clarify what behaviours to focus on as 

they gain experience during the observations. In this way, the data collected from an 

unstructured observation usually relies on the researcher's inferences and detailed field notes 

in a particular context. 
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3.2.1.2.2 Structure and Content 

What is worth noting is that to carry out an observation investigation, it is crucial to 

design an observation scheme. For research methodologists, a research scheme is 

indispensable to collect systematically insightful information about the matter under study. 

However, even though a great deal of observation schemes have been developed based on the 

research and findings in the domain of language teaching, a few of these schemes can be 

appropriately used in relation to the area of language testing. Thus, in order to overcome this 

shortage in observation schemes in the field of the present investigation, the best solution 

would be to adapt the available instruments to suit what is intended by and expected to this 

study to realize in its terminal stage. Therefore, on the ground of this claim, the classroom 

observation scheme thought to be the most appropriate and adopted by the researcher in the 

present research is the one that was borrowed from a well-known model, the Communicative 

Orientation of Language Teaching, also referred to as the COLT, which was produced by 

Spada and Fröhlic (1995).  

As discussed earlier in Chapter 2, in terms of structure, the COLT scheme is divided 

into two parts, often labelled A and B. In Part A, classroom events are described at the level 

of an activity. Each activity is timed so that a calculation of the percentage of time spent on 

the COLT features can be determined. For the analysis of this part, the use of check marks of 

those features describing the activity makes it possible to get an overall picture of each event 

in the classroom. In part B, in the COLT scheme, there is more focus on verbal exchange 

between teacher and students or among students themselves as they occur within each 

activity. For the analysis of this part, Part B is analysed according to each activity. Check 

marks are counted and divided with verbal amount of marks in the same group. 

In the present study, Part A of the COLT was employed since a classroom analysis at 

this level sought to describe whether there is communication between teacher and students, 
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and students with students. In the meantime, classroom analysis also intended to find out 

whether classroom activity matched the nature of the research questions to be answered. Part 

B was not adopted because simply the nature of this investigation is not on the issue of  the 

language to be used. (See Table 3.5 below). 

Time 
Participant 

Organization 

Activity 

Type 
Activity Content Material Used 

 

Whole 

Group 
Individual 

  

Type Purpose 

T to 

S/C 

S to 

S/C 
 W A V P S N 

Table 3.5: Classroom observation scheme in this Study 

T to S/C: Teacher to Students or Class as a whole                   V: Visual 

S to S/C: Students to Students or Class as a whole                   P: Pedagogical 

W: Written                                                                                 S: Semi-pedagogical 

A: Audio                                                                                    N: Non-pedagogical 

In terms of pure description of this research's observation scheme, this scheme 

consisted in the following five categories: time, participant organization, activity type, and 

material used. To make this observation scheme more practical and easy for use, the 

researcher proceeded to code these categories. Such a procedure enables to gain much space 

and time while operating the observation task. The researcher had only to tick under the 

category of participant organization and materials used during the observations. He also 

strived to make detailed field notes under the category of time, type of activity, and activity 

content. By this process, the researcher aimed at making the observation operation very 

systematic and theoretically grounded. These are crucial conditions in any scientific 

investigation.  

Next, what is below is some detailing of the categories that make up the observation 

scheme used throughout this study. Hopefully, this additional information about the 
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observation scheme in this research can give more insights and understanding about the 

scheme's categories and their functioning:  

1. Time: This category concerns mainly analysing the observed lessons in terms of 

time spent during an activity. To fulfil this initial step, the analysis is 

based on the notion of a segment. In this content, a ‘segment’ is defined 

by Mitchell, Parkinson, and Johnston (1981: 12-14) as “a stretch of 

classroom discourse having a particular topic and involving participants 

(in the case of the present research, these are teachers and students) in 

carrying out an activity or task through interaction”. A change of 

topic/activity type or mode of interaction indicates a completion of the 

start of new segment. (Gibbons, 2006:05). 

2. Participant Organization: This second category deals basically with the 

pattern of organization for classroom interaction (Allen et al., 1984:235). 

The three patterns are: 

 Whole-Class: involving teacher to students, or students to students. 

 Pair or Group Work. 

 Individual Work. 

The investigation of this category can give a clear picture on how 

teaching and learning are taking place in a classroom. Observing the 

participant organization enables the researcher to investigate the 

interaction patterns in classrooms; and, of course, this can help him to 

provide a comparative evaluation of the interaction of the participants 

before and after implementing the ATM. In the Preliminary Study, this 

particular category can also be useful to draw a transparent picture on 

both teaching and learning and how they are being performed. To make 

this last point clear, at the level of this category, the researcher has to 
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answer the following questions: Is teaching communicative? And does 

interaction occur because of communication? 

3. Activity Type: This category checks out what teaching and learning activities 

as a percentage of class time are. The aim is to look more closely at the 

type of activities that are currently performed in the classroom. Besides, 

the other aim is to seek to describe whether each activity among the set 

of the used activities can provide insights on how teaching and learning 

are carried out.  

4. Content: This category investigates the contents of activities. The study of the 

contents may help the researcher to evaluate the degree of relevancy 

between what is being taught and how this latter is assessed. 

5. Materials Used: The last category in this series of categories in the research's 

observation scheme sheds light on the types of teaching materials that 

are used in teaching and learning and the purpose or purposes those 

particular types intend to achieve. In this sense, these include the 

following: 

(1). Types of materials include the following: 

 Written materials (textbooks, workbooks, dictionaries …). 

 Audio-materials (songs, extracts of talks …). 

 Visual materials (PowerPoint, movies, documentaries; …). 

(2). Purpose of materials concern the following:  

 Pedagogical materials (textbooks). 

 Semi-pedagogical materials (exam papers). 

 Non-pedagogical materials (material intended for non-school 

purposes).  
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3.2.1.2.3 Piloting and Validation of the Instrument 

It is worth noting that classroom observation was the data collection method that was 

carried out by the researcher throughout the whole period of the fieldwork. In other words, 

the researcher observed the selected classes from a period of time that began early in the 

2010-2011 school year until the end of the next school year in 2011-2012. Purposefully, this 

long period of observation aimed to collect useful information from the ground before and 

after the time of the ATM implementation in order to depict any changes in the participants' 

behaviours and attitudes towards the teaching and learning of EFL in the context under 

exploration. Certainly, the task of observing classes was not an easy matter because of some 

reasons. Some of these were that, for instance, the present researcher needed to obtain a 

permission to get access to the different secondary schools that form the sample of this study. 

Obtaining permission required long administrative procedures that began with the 

Educational Department in Biskra and arriving to the headmasters in the targeted secondary 

schools. Another procedure that needed to be completed is to get consent from the teachers 

and students to attend sessions. The researcher managed to obtain both oral and written 

consent, but with the condition that he was not allowed to video-film full or part of the 

attended sessions. This objection was manifested by the fact that the common school 

regulations forbid such type of practices. To compensate this shortage, the researcher relied 

only on the observation scheme and the process of observing. 

Concerning the issue of piloting and validation of the observation instrument, this latter 

was undertaken through systematic stages. First, the scheduling of each classroom session 

was agreed upon in advance between the researcher and teacher. All the school visits were 

pre-arranged with the teachers involved according, of course, to these teachers' timetables. 

Reminder telephone calls were frequently made one day before school visits. Second, 2 

secondary school teachers, who were not part of the final sample in this research, volunteered 
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to co-attend the observation sessions with the researcher during this pilot stage; they knew all 

the process of observing and how to fill in the observation scheme. The advantage of their 

presence was to compare the field notes they took with the ones taken by the principal 

researcher. This aimed at reaching a high degree of agreement of the data collected via 

observation, and hence realize more credibility of the final outcomes of this data collection 

method. At the end of the piloting stage of this classroom observation, the suggested 

observation scheme for this study was kept as it was without any modifications. The pilot 

stage confirmed that the observation scheme based on Part A of the COLT scheme is the 

mechanism by which the researcher is expected to use for the collection of information.  

3.2.2 Respondents 

The population in the Preliminary Study consisted of EFL teachers and students from 

random sample of schools and classes in Biskra region. To get access to these schools and to 

be in touch with the targeted population during this phase, a request was submitted to the 

Education Administrative Authority in Biskra, wherein a road map comprising the main 

purpose of the school visits, the targeted EFL classes and population were identified. After a 

short period of time, a positive response to this request was given. Thanks to the Educational 

Administration in Biskra, that the researcher got comprehensive statistics in which useful 

details about the number of schools, teachers, and EFL classes were displayed. 

 On the ground of this platform, the researcher worked to select the population with 

opportunity and convenience. He sought to recruit the participants in this initial phase on the 

basis of different background variables. The most crucial of these were that EFL teachers 

should be from the two sexes and having different teaching experiences. In the same vein, 

EFL classes should be selected from different secondary schools in Biskra region. The 

procedure also aimed to create a balance in the schools' geographical distribution. Finally, a 

random sampling of the students was used to ensure that various respondents of the whole 
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population were represented. The respondents included students with different psychological 

and social backgrounds. Below, some of the main characteristics of these participants are 

shown and presented in relation to the data collection method employed.  

3.2.2.1 Respondents to the Questionnaires 

There was a total of 20 teachers. They were all surveyed using a questionnaire. All of 

them completed the questionnaires and handed them back on time, representing a response 

rate of 100%. At this first phase of the research, the participants were chosen from the whole 

population of teachers who teach English language in the secondary schools in Biskra region. 

This means that the selected sample included teachers who teach EFL for secondary classes 

and teachers who teach English for EFL classes. In doing so, the researcher aimed at 

extending his sample to other teachers to collect an amount of information and see how 

teachers of English in the Algerian Secondary schools design and develop achievement tests. 

The same strategy was also used with students. In sum, the number of the questioned students 

was exactly 100. All of them completed the questionnaires and handed them back on time.  

3.2.2.2 Respondents to the Observation 

Because the researcher attended observation sessions with the targeted teachers and 

classes as a non-participant observer, the researcher selected to observe 8 classes from 6 

secondary schools in Biskra region. Before attending the observation sessions, he managed to 

arrange the sessions according to the teachers' timetables. Above all, in the preliminary 

phase, the researcher attended 68 sessions and observed 8 teachers and about 300 students in 

their classes learning English language.  
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3.2.3 Data Collection Procedures 

3.2.3.1 Data Collection Procedures for the Questionnaires 

To submit the questionnaire for both teachers and students, many procedures were 

followed. The first and most common procedure was to hand the questionnaire to the teachers 

who themselves handed them to their students. Another procedure was to send the 

questionnaire for some teachers via email. They were asked to fill it and email it back using 

the same medium. The third and final procedure consisted in distributing the questionnaire to 

the teachers during an in-training service that was organized by a General Inspector of 

English language. This last procedure was possible with the help of the local educational 

authorities and the General Inspector of English.    

3.2.3.2 Data Collection Procedure for the Observation 

Before attending the observation sessions, the researcher informed the teachers that his 

presence was only to sit in the back of the classroom and observe what is happening in the 

classroom and take notes. He added that while observing, he had not the right to intervene or 

make comments. Besides, he told the teachers that they had the right to look and check the 

notes he had taken. The teachers were informed that they would be provided with a summary 

of the results of his study. The aim was to ensure confidentiality and conform this research to 

the ethical guidelines. 
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3.3 Results of the Preliminary Study 

3.3.1 The Questionnaires 

3.3.1.1 Teachers Questionnaire (TQ1)  

Item 1: 

What do these words mean to you? 

a. Test. 

b. Test design. 

c. Test development. 

As to this item, teachers provided different answers. The first term ‘test’ was defined as 

‘examination’, ‘evaluation’ and ‘assessment’. About the other terms ‘test design’ and ‘test 

development’, the questioned teachers gave different answers. Some defined the two terms as 

‘test conception’, and others referred to ‘test construction’. For a few the respondents ‘test 

design’ and ‘test development’ are about the process of ‘test planning’.  

Item 2: Do tests provide you with appropriate information? 

No of item Number of teachers Percentage 

A 12 60% 

B 04 20% 

C 03 15% 

D 08 40% 

E 09 45% 

F 01 05% 

Table 3.6: Information provided by tests. 

60% of the teachers we questioned agreed to say that achievement tests provided them 

with information about the students' level because it is the focal point in constructing a test 

for whatever objective. All the other statements are by-products. 20% of the respondents 

advocated that such tests gave them insightful information about the teaching programme 

since it is the only source through which they could be informed about how much 

achievement their students are making in accordance to the programme taught. Only 15% of 

the teachers we questioned said that achievement tests could enable them to know whether or 
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not the used syllabus is appropriate or not. They argued that a good test is not only the one 

that assesses their students, but also it can transgress to evaluate the syllabus on which 

instruction rests. 40% of the respondents believed this type of tests could provide them with 

insightful information about the effectiveness of the instructional objectives since one basic 

requirement of achievement tests is that they must be related to the objectives of instruction. 

45% of the teachers that we questioned agreed to say that no one of these variables could be 

discarded. Rather, they thought that all of them should be considered in order to get a 

transparent picture and with appropriate information about these tests. For them, each 

variable is present in order to complete the other ones. 

Item 3: 

When developing achievement tests, what parameter do you take into account? 

As to this item, what could be retained is that 75% of the teachers we questioned left 

the question unanswered. The very few respondents claimed that the parameters that often 

took into consideration when designing and developing achievement tests are the ones 

included in item 2. In other words, this refers to the students' level, the teaching programme, 

the content of the syllabus, and the instructional objectives. However, no one of them gave 

detailed, complete, and thorough explanations on how these parameters came to be taken into 

account in test design and development. 

Item 4: When developing achievement tests, do you consider your students general 

language ability? 

No of item Number of teachers Percentage 

A 15 75% 

B 05 25% 

Table 3.7: Students' general language ability. 

75% of the respondents answered positively to this question. They merely asserted that 

a test developer, the teacher in the case of this research, had to take this feature into account 

since it would be non-sense if the students' general language ability were fully or partly 
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eschewed when describing achievement tests. They argued that to consider this criterion 

obviously stimulates students and make them more motivated to undertake the test. This 

could be explained by the fact that the students would get the feeling that they were tested in 

what is supposed that they should be tested on. They also thought that considering the 

students' general language ability when designing achievement tests make the latter 

accessible and not beyond those students’ level. At the end, those tests would gain more 

validity and consistency of the final scores. 

Item 5: 

What abilities do your tests target? 

This item was originally meant to tell whether or not the teachers we questioned define 

as clearly as possible the construct to be measured, keeping in our minds that this last 

component is crucial in the test design stage. About the teachers' answers, the respondents 

agreed on that the basic abilities their tests target were mainly the four skills i.e., listening, 

speaking, reading, and writing. They all noted that the tests they developed focused on other 

language components such as grammar and lexis. However, the majority of teachers we 

questioned made clear for us that in practice many of these skills and abilities are completely 

discarded. They explained that, for example, they never tested their students on the two skills, 

listening and speaking. In this way, they believed that their tests were not as congruent to 

what they presented in instruction. 

Item 6: 

Before designing achievement tests, what theoretical bases do you rely on? 

Surprisingly, none of the respondents gave an answer to this question. All the teachers 

we questioned left this item unanswered. 

Item 7: Do you link you test-items in achievement tests to the content of the 

syllabus? 

No of item Number of teachers Percentage 

A 19 95% 

B 01 05% 

Table 3.8: Degree of relevance between test-items and syllabus. 
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The majority of teachers we questioned answered positively this item. They argued, in 

the case of achievement tests, teachers are compelled to link the test-items to the content of 

the syllabus. They added that it is unfair and not right to assess the students on something 

they have not learnt in class. 

Item 8: 

Are your tests quantity-based or quality-based as far as the syllabus is concerned? 

Some teachers claimed that their tests should be quality-based without completely 

neglecting the amount of knowledge learnt. However, they added that it is not quite possible 

to include everything dealt with in class in the test. They argued that in order to make things 

sound more practical, it is better to proceed to a systematic sampling of the most important 

and frequent language components to be incorporated in the test. Other respondents believed 

it is more plausible to create an equilibrium between on one hand, the quantity of the 

knowledge learnt, and on the other hand, the quality of what has been dealt with in class. For 

them, being selective is the key to make tests look valid.  

Item 9: Do you find scores often relevant to the students’ achievement and 

progress in accordance with the instructional objectives? 

No of item Number of teachers Percentage 

A 05 25% 

B 10 50% 

C 02 10% 

Table 3.9: Degree of congruence between students' scores and achievement in English. 

From the above results, we can see that 50% of the teachers said that the scores did not 

usually reflect the actual achievement the students were making. Nevertheless, the great 

majority of the respondents did not provide explicit and clear justifications to this 

phenomenon. The only reason they gave was that most of the students lacked a considerable 

basic knowledge in English. A fact which often hampered them to do their best in learning 

that foreign language. 
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Item 10: 

When developing achievement tests, do you consider the relationship between test-

content and the instructional objectives? 

As to this item, the majority of the teachers we questioned answered positively. 

However, they did not provide any explanations about how they conceived this relationship. 

Item 11: When developing achievement tests, do you take in account your 

students’ …? 

No of item Number of teachers Percentage 

A 02 10% 

B 14 70% 

C 09 45% 

D 02 10% 

E 05 25% 

F 03 15% 

 Table 3.10: Students' characteristics. 

From the above results, only 10% of the teachers we questioned said that they took into 

consideration the personality characteristics of their students. However, no one of them 

explained thoroughly how s/he usually came to consider this intention. The majority of the 

respondents 70% thought that among all these variables it is background knowledge which is 

the crucial element in the design of achievement tests since it strongly contributes in making 

the test effective in evaluating the degree of the students' achievement. 45% of the teachers 

we questioned claimed the dire need to consider the feature related to the aptitude for 

learning because it is that element which often urges any given student to learn English 

language. 10% of the respondents believed that taking into account the native language in the 

test design is important. They argued that the majority of students in the Algerian secondary 

schools usually refer to the mother tongue to learn a foreign language. 25% of the teachers 

we questioned thought a good and reliable test is the one that does not discard any variable 

because as teachers, we should consider the learners as human beings and everything 

contributes to their success. What is noticeable on this item is that the majority of the 
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respondents did not give thorough details about their answers. Instead, they merely stated that 

one or all the variables are crucial in test design. 

Item 12: Do you think you achievement tests can serve your teaching? 

No of item Number of teachers Percentage 

a 14 70% 

b 04 20% 

c 02 10% 

Table 3.11: Test impact on instruction. 

 All the teachers we questioned seemed to agree to say that tests could serve their 

teaching. 70% of the respondents asserted that tests often exerted an influence on their 

teaching in that a test is not an end in itself. Rather, it is a source through which a teacher 

could get feedback that needs to be capitalized on. For them, a test should be a continuation 

to instruction, not a buffer zone. Besides, the majority of the respondents believe that such 

tests could provide them with appropriate means to remedy their teaching. They allow a 

better achievement and progress of students. 

Item 13: Do you take into consideration the affective side of your students when 

designing and developing achievement tests? 

No of item Number of teachers Percentage 

A 02 10% 

B 18 90% 

C 00 00% 

Table 3.12: Students’ affective factors in test development 

All the teachers we questioned were unanimous (90%) to say that they did not take into 

account the affective side when designing and developing achievement tests. They argued 

that these negative answers were justified by the fact that giving too much consideration to 

affection would make this type of tests lose their validity and therefore this reality leads to the 

provision of non-credible final scores. On the other side, few respondents 10% thought that 

this aspect had to be taken into consideration because students are the ones around whom all 

the factors turn. They are the targets of tests. Their positive attitudes vis-à-vis tests help them 

achieve better scores and make substantial progress. 
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Item 14: Do you think your students learn from achievement tests? 

No of item Number of teachers Percentage 

A 08 40% 

B 12 60% 

Table 3.13: Test impact on students. 

Most of the teachers we questioned (60%) claimed that it is usually not evident that 

their students learn from tests. They believed so because their students thought that all what is 

included in the test are only relevant to the test. Others believed that even if their students 

localized and recognized their mistakes through tests, they still continued doing the same 

faults. Nevertheless, 40% of the respondents declared that achievement tests could be a very 

useful means to learn. For them, tests could be one way to review and consolidate previously 

learnt knowledge.  

Item 15: Do you think achievement tests concern other broader areas? 

No of item Number of teachers Percentage 

A 02 10% 

B 18 90% 

Table 3.14: Test impact on other broader areas. 

90% of the respondents thought that achievement tests could not concern other broader 

areas such as education system, society and test users. Rather, they believe those tests are 

only limited to classroom uses. They argue that the only parties who are concerned by those 

tests are students and their teachers. 10% of the teachers we questioned asserted that those 

tests could transgress to affect other parties and areas. They advocated that those tests could 

provide test developers with useful information about ways to improve the format and 

content of tests in order to enable learning to be more effective. In addition, if students get 

good results, this way may provoke a change in their attitudes towards school. Test users will 

also benefit from the outcomes of those tests to evaluate the relevance, effectiveness and 

validity of the education system as a whole.  
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Item 16: Do you think you need to be assisted in order to develop achievement tests? 

No of item Number of teachers Percentage 

A 07 35% 

B 08 40% 

Table 3.15: External assistance in test development. 

35% of the teachers we questioned thought they needed to be assisted when designing 

and developing achievement tests. They believed that a teacher, at any stage of his/her career, 

needs assistance of some sort. They advocated that nobody could claim absolute expertise in 

the matter. Such an assistance could be made through a positive cooperation with the other 

teachers. 40% of the respondents thought differently. They believed that there was no need 

for any external assistance because this type of tests did not require a huge amount of 

resources either material or human. They added that any classroom teacher could prepare and 

carry out these tests alone. 

Item 17: 

What kinds of resources are not available to carry out your tests? 

Concerning this item, the majority of the teachers we questioned agreed to say that the 

main resources that are not available to carry out their tests are particularly those that are 

needed in testing the two skills: listening and speaking. Those latter include authentic 

materials, audio-visual and laboratories. 

Item 18: Do you produce texts for you tests? 

No of item Yes No Sometimes 

A 10% 80% 10% 

B 10% 70% 20% 

C 05% 90% 05% 

D 40% 40% 20% 

Table 3.16: Test format. 

What comes out from the results embodied in the above table is that 80% of the 

teachers we questioned did not use their own productions, did not provide a list of glossary to 

explain the different words in the test-text, and did not care a lot about the style of the 

language in the test they presented to their students the day of the test.  
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Item 19: What is / are the source (s) of your test-texts? 

No of item Number of teachers Percentage 

A 12 60% 

B 04 20% 

C 02 10% 

D 02 10% 

Table 3.17: Text Sources. 

From the above table, one can see that (60%) of the teachers we questioned used the 

textbooks on which instruction was based to create or extract texts for tests. 20% of the 

respondents referred to other external sources such as newspapers and magazines to choose a 

correspondent text for the test. 10% of the teachers used new technological sources like 

internet to select texts. A few number of the questioned teachers thought it would be better to 

rely on personal productions. 

Item 20: What parameter (s) do you consider in choosing your test-texts? 

No of item Number of teachers Percentage 

A 12 60% 

B 15 75% 

C 11 55% 

D 09 45% 

Table 3.18: Text selection parameters. 

From the gathered results, one can see that 60% of the respondents took into 

consideration the content of the programme when choosing texts. This made the latter more 

accessible to students. Besides, it allowed the evaluation of the achievement students were 

making. 75% select texts taking into account the students' level. This choice might decrease 

the degree of frustration and anxiety students often meet the day of the test. 55% of the 

respondents considered that the length of texts should correspond to the time allowed. 45% of 

the respondents agreed to say the fact that all these variables were crucial in choosing any 

text. They added that the teacher had to create an equilibrium among the parameters to yield a 

final text attractive and useful for the purposes of the test. 
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Item 21: Do you specify the vocabulary included in the test-text from the content 

of the syllabus? 

No of item Number of teachers Percentage 

A 04 20% 

B 14 70% 

C 02 10% 

Table 3.19: Vocabulary specifications. 

70% of the teachers we questioned did not specify the vocabulary included in the text 

from the content of the syllabus. They did not proceed to any vocabulary-specifications 

because they thought it is difficult to meet exactly the kind of texts that conformed to all the 

criteria put forward. 20% of the respondents believed that there had to be vocabulary 

specifications before developing tests. They claimed that those latter should be at least 

genuine. They might contain already known words as well as some new ones. Consequently, 

if students were tested on a certain amount of learnt vocabulary, this would urge them to pay 

more attention to everything they saw in class. 10% of the teachers we questioned thought 

that the specification of the vocabulary to be included in the text from the content of the 

syllabus was not necessary.  

Item 22: Do you test lexis …? 

No of item Number of teachers Percentage 

A 19 95% 

B 01 05% 

C 00 00% 

Table 3.20: Vocabulary testing methods. 

95% of the teachers we questioned tested lexis in relation to the reading passage 

because students were expected to provide their comprehension of the text and their 

understanding of the lexical meaning of items from context. These teachers asserted that 

deducing the meaning of the lexical items from the context allowed the development of the 

students' mental ability to learn and acquire knowledge. 5% of the respondents test lexis 

independently from the text because one of the aims of achievement tests is to evaluate the 

amount of vocabulary memorized by students. 
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Item 23: Do you test grammatical structures on the basis of …?  

No of item Number of teachers Percentage 

A 16 80% 

B 04 20% 

Table 3.21: Amount of structures in texts 

The above table shows clearly that 80% of the teachers we questioned said that they 

tested grammatical structures on the basis of the structures taught in class. They argued that 

this procedure usually enabled them to test what had been taught. Besides, it allowed them to 

have more opportunities to select the structure or structures they thought they needed to test. 

20% of the respondents asserted that a testing structure included in the test-text prevented 

students from anxiety and frustration.  

 Item 24: Do you limit the number of grammatical structures to be tested? 

No of item Number of teachers Percentage 

A 20 100% 

B 00 00% 

C 00 00% 

Table 3.22: Number of structures in tests. 

All the teachers we questioned answered positively. They justified their answers by the 

fact that one could not test everything in one test. All parts of a test should be balanced. 

Besides, they asserted that the time allotted to the test prevented the testing of a large number 

of structures. 

Item 25: When testing the grammatical structures, what do you consider? 

No of item Number of teachers Percentage 

A 08 40% 

B 07 35% 

C 05 25% 

Table 3.23: Testing structures frequency. 

40% of the questioned teachers believed it is crucial to keep the same structures in each 

test because this allowed better achievement. However, they insisted on the assumption that it 

is better to vary the testing techniques in order not to enable students to remain fixed on the 

same structure; some others (35%) thought that varying the structures from one test to 



 

 

147 

 

another is the only way to evaluate accurately whether the students had grasped what they 

have learnt or not. 

Item 26: When testing grammatical structures, do you use the same testing 

technique (s)? 

No of item Number of teachers Percentage 

A 14 70% 

B 04 20% 

C 02 10% 

Table 3.24: Testing grammar methods. 

From the above results, we can see that 70% of the teachers we questioned believed 

that they always used the same testing methods when testing grammatical structures. They 

asserted that teachers were bound to train structures to be familiar with these testing 

techniques since they are the one that are permanently proposed in the “Bac” exam. 20% of 

the respondents claimed that they rarely used the same testing techniques. They thought it is 

quite an obligation to vary the methods since the structures they teach are various. For them, 

the variety of structures allowed the avoidance of boredom on the part of students. 10% of the 

teachers used the same techniques in order to provide a thorough evaluation. 

Item 27: Do you choose the testing techniques because they are …? 

No of item Number of teachers Percentage 

A 06 30% 

B 05 25% 

C 15 75% 

D 02 10% 

E 02 10% 

Table 3.25: Testing grammar selection procedures. 

Out of the above results, one can see that the majority of the teachers chose the testing 

techniques that are part of the ones that are usually proposed in the ‘Bac’ exam manual. They 

added that their primary focus is to train their students to answer the typology of tasks that 

currently the ‘Bac’ exam papers include. Their argument was that if students got bad scores 

on this national exam, it is the teacher who is going to be blamed. 
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Item 28: Do you test the listening skill? 

No of item Number of teachers Percentage 

A 00 00% 

B 20 100% 

C 00 00% 

Table 3.26: Testing listening. 

All the teachers answered negatively to this question. All of them agreed to say they 

never tested their students on the listening skill. The main argument they advocated was that 

their concern was to prepare their students to answer the typology of tasks and activities that 

are currently included in the ‘Bac’ exam papers and since those latter do not incorporate the 

testing of listening, the questioned teachers thought there is no need to care about this matter. 

For some other questioned teachers, the reason that prevented them to develop a listening test 

is mainly due to the unavailability of the required human and logistic resources that are 

compulsory to make this test true. However, it is worth mentioning that the totality of the 

teachers who were questioned expressed their desire to see one day that their tests include a 

part wholly devoted to testing the listening skill because if realized then, for sure, this makes 

the tests they frequently develop look more useful and credible. 

Item 29: Do you test the speaking skill? 

No of item Number of teachers Percentage 

A 00 00% 

B 20 100% 

Table 3.27: Testing speaking. 

All the questioned teachers answers negatively. They thought that there is no need to 

test this skill because their students are not tested on it in the final ‘Bac’ examination. 

Although most of them believed that this is not a good way of assessing the actual level of 

their students. 
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 Item 30: Which skill do you think is possible to test within you context of teaching? 

No of item Number of teachers Percentage 

A 11 55% 

B 05 25% 

C 03 15% 

D 03 15% 

Table 3.28: Teachers' perceptions of testing listening and speaking. 

From the above table, we can see that 55% of the questioned teachers thought it is 

possible to test the listening skill in the context of their teaching. 25% of the respondents 

believed they could do the same thing with speaking. Those teachers claimed it is an easier 

matter to incorporate a listening test in the achievement tests they usually developed; and, in 

the meantime, it is more complicated to do the same way with the speaking skill. Their 

argument on this last assumption was that the common crowded classes stood as a handicap 

towards the implementation of a speaking test. However, almost all of these respondents 

viewed that it is unfair to teach something without testing it. 

Item 31: Do you proceed with the same scoring method? 

No of item Number of teachers Percentage 

A 07 35% 

B 06 30% 

C 07 35% 

Table 3.29: The employed scoring methods. 

Concerning this item, 35% of the respondents stated that they usually followed the 

same scoring method when developing achievement tests. The aim was usually to train their 

students to respond to the typology of tasks and activities that are currently included in the 

‘Bac’ exam papers. 30% of the teachers we questioned did not proceed with the same scoring 

method. For them, the latter often rested on the importance assigned to each part in the test. 

For instance, if the test focused more on grammar, it was crucial to score this language 

component higher. For the last alternative answer, 35% of the teachers linked the scoring 
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method to various criteria such as the difficulty, weighing, and importance of each test-item 

in the test. 

Item 32: Do you inform your students about the criteria of your scoring method? 

No of item Number of teachers Percentage 

A 02 10% 

B 12 60% 

C 03 15% 

Table 3.30: Students' perceptions of the scoring method: An evaluation. 

60% of the questioned teachers said that they did not inform their students about the 

scoring method. They assumed that if their students are frequently informed about how they 

were scored, this made these students focus more on specific test-items that had higher scores 

and ignore those that had lower scores. However, other teachers (10%) maintained that 

students could trust their scoring if they were told in advance about it. A small number of the 

teachers we questioned (15%) said that they sometimes informed their students about the 

scoring procedure. However, in the meantime, they did not provide any additional 

explanations or details about their answers.   

Item 33: 

How does this affect your students? 

Our respondents gave different answers to explain how informing the students about 

the scoring method procedure affects them. For some teachers, this fact is positive because 

their students would get the feeling that their teachers shared with them everything. This 

might create a strong bridge of trust and confidence between the two as partners. For others, 

they bore a different view in that they thought that their students, if, usually told about the 

scoring method used in the test they design, they would not have the same focus towards the 

different test-items. This, in itself might narrow the areas learnt in lessons. 

 

 

 

 

 



 

 

151 

 

Item 34: 

In your opinion, do you think the teachers in the secondary schools give importance 

to testing? 

Most of the teachers we questioned said they did not actually give the right importance 

to this matter. They asserted that they had never been trained in how they should develop 

valid and reliable tests. For them the issue of testing is merely limited to assigning scores to 

their students; and, at the end, it is a question whether to reward or sanction their students. 

Item 35: 

Do you think the Current Testing System applied on the Algerian secondary schools 

should be modified, kept, or completely change it with another one more useful? 

The majority of the teachers who were questioned thought it is better to modify this 

Current Testing System. 

Item 36: 

What would you suggest as far as the testing system used in the Algerian secondary 

schools level is concerned? 

To answer this item, myriads of responses were proposed. We shall report some of 

them below in this list:  

 "… the Current Testing System should take into account the listening and 

speaking skills." 

 "… the Current Testing System should encourage the students to monitor their 

own achievement." 

 "… time allotted for the tests should be reviewed." 

 "… why not suggest some tasks based on translation." 

 "… the serious revision of the Current Testing System must provide an 

appealing format, a consistent, and a fair scoring for all the parts in the test." 

 "… testing should be regarded as a paramount partner to teaching." 

3.3.1.2 Students Questionnaire (SQ1) 

Item 1: Do achievement tests cover the content of what you have learnt? 

No of item Number of students Percentage 

A 21 21% 

B 19 19% 

C 51 51% 

D 01 01% 

Table 3.31: Correspondence between test-contents and syllabus 
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 Among the 100 respondents, 51% of the students we questioned thought that 

achievement tests, by which they were usually assessed, covered a little part of the 

programme they have dealt with in lessons. Only 21% of those students saw that there was 

considerable correspondence between the test-content and the syllabus. 19% of the 

questioned students considered that this correspondence is somehow acceptable. However, 

7% of the respondents did not see any correspondence.  

Item 2: are the texts of these tests based on the content of the units you studied in 

class?  

No of item Number of students Percentage 

A 06 06% 

B 39 39% 

C 55 55% 

Table 3.32: Correspondence between test-contents and lessons. 

39% of the students who answered this item-question said that the supporting texts 

included in achievement tests did not correspond to the contents of the taught units/themes. 

55% of the questioned students noted that it was not always evident that the contents of the 

texts of the tests were taken from the contents of the lessons they got in class. However, only 

6% of the students we questioned thought there was a good correspondence.  

Item 3: Do you think the texts are  …? 

No of item Number of students Percentage 

A 54 54% 

B 45 45% 

c 01 01% 

Table 5.33: text length. 

 What we can notice from the above table is that 54% of the respondents thought that 

the texts of achievement tests, by which they were assessed, were too long. 45% of the 

students from the same sample reported that the texts were not very long. However, 1% of the 

students we questioned thought that the texts were too short. 
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Item 4: Is the language of these texts …? 

No of item Number of students Percentage 

A 59 59% 

B 40 40% 

C 00 00% 

D 01 01% 

Table 3.34: Text difficulty. 

The above results show that 59 students among the 100 respondents thought that the 

language of texts is very difficult. Their argument was that the language of texts of 

achievement tests they usually encountered differed from the language they were taught with. 

However, 40% of the students we questioned provided opposite answers. They believed that 

they were, to some extent, familiar with the degree of difficulty of the texts of tests. For them, 

this particular matter did not pose any problems to them. 

Item 5: Is the number of difficult words that these texts comprise …? 

No of item Number of students Percentage 

A 64 64% 

B 30 30% 

C 06 06% 

Table 3.35: Number of difficult words in a text. 

As to this item, 64% of students we questioned thought that the number of difficult 

words included in the texts of tests was very big. Those respondents saw that these texts of 

tests often comprised lexical-items that seemed very new to them i.e., they had not dealt with 

them in class. About 40% of the answers reported that the number was not very big, and 

therefore, it did not impact on the answers. Contrary to these two comments, 6% of the 

students we questioned saw that the texts of tests did not include a big number of difficult 

words.  

Item 6: Do you think the content of these texts corresponds you interests? 

No of item Number of students Percentage 

A 08 08% 

B 70 70% 

C 22 22% 

Table 3.36: Correspondence between text content and student’s interest. 
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70% of the students we questioned thought that the contents of texts in achievement 

tests, usually presented to them, did not correspond to their interests. 22% of the respondents 

from the same sample viewed that the contents of the texts of tests sometimes corresponded 

to their interests. However, only 8% of the respondents saw that there was a correlation 

between the contents of texts of tests and their interests.   

Item 7: Before you answer the questions, how many times do you read the text? 

No of item Number of students Percentage 

A 07 07% 

B 11 11% 

C 07 07% 

D 75 75% 

Table 3.37: Number of readings. 

The majority of our respondents said that the number of times they read the texts of 

tests before answering the questions depended primarily on the types of the text. They 

explained that the more the text was drawn from the contents of lessons, the less number was. 

11% of the respondents thought it was more suitable to read twice the text before proceeding 

to answering the questions. However, 7% is shared by those who read one time and the other 

ones who read three times the text before going to respond the different item-questions. 

Item 8: Does your reading (s) of a text take …? 

No of item Number of students Percentage 

A 21 21% 

B 10 10% 

C 69 69% 

Table 3.38: Spent time in reading.  

This item was asked to confirm the results we got in item (07). The answers we got in 

for this item were absolutely in prefect concordance with those ones in item (07). 69% of the 

respondents thought that the number of readings depended on the nature of the text. 21% of 

the answers posited that the reading of texts took a long time. 10% of the students thought it 

was quite the opposite in that their reading took a short time. 
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Item 9: Are the questions often …? 

No of item Number of students Percentage 

A 07 07% 

B 43 43% 

C 50 50% 

Table 3.39: Instructions clarity. 

The students' answers to this question could be grouped into two main folders: the first 

one comprises fifty (50) students who claimed that questions were not usually clear. For them 

the problem resided mainly in the ambiguity of the instructions. In order to respond to the 

typology of these tasks, they only guessed. The other group of respondents comprises around 

(43) students. These considered that it was not difficult for them to answer the questions 

because they believed that the questions were clear enough. They explained that it was thanks 

to their teachers who usually trained them to answer these tasks. Only 7% of the students who 

were questioned assumed that the questions were very clear and hence they did not encounter 

problems to answer them. 

Item 10: Are the testing methods used in these tests usually …? 

No of item Number of students Percentage 

A 73  73% 

B 21 21% 

C 06 06% 

Table 3.40: Testing methods variety. 

73% of the respondents noted that the testing methods their teachers use to assess them 

were the same in everything. 21% thought that these testing methods varied slightly from one 

test to another. However, 06% of the students who were questioned asserted that the testing 

techniques completely varied from one test to another.  

Item 11: Is the distribution of test-items among the test parts …? 

No of item Number of students Percentage 

A 11 11% 

B 73 73% 

C 16 16% 

 Table 3.41: Test-items distribution. 
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The great majority of the students we questioned (73%) said that the distribution of the 

test-items per test-sections was not equal. They made it clear enough that they often divided 

their tests into sections. Currently, the number of sections is three: ‘Reading Comprehension’, 

‘Mastery of Language’ and, ‘Written Expression’. They divided the test-items per sections. 

They added that commonly the ‘Reading Comprehension’ section comprises the biggest 

number of test-items. Whereas, the other two sections included less numbers than the first 

section. 16% of the respondents saw that it was more appropriate to vary the number of test-

items from one test to another. However, only 11% thought that it was better to leave an 

equal distribution of test-items per test.  

Item 12: Which test items are difficult to answer …? 

No of item Number of students Percentage 

A 60 60% 

B 00 00% 

C 31 31% 

D 10 10% 

E 00 00% 

Table 3.42: Test-items difficulty. 

From the results embodied in the table above, we can say that the majority of the 

students we questioned (60%) thought that the test-items which included the ‘Reading 

Comprehension’ were difficult to answer. 31% of the respondents reported that it was the 

items testing lexis which were difficult. However, surprisingly, no one of the students we 

questioned thought that the testing of grammar was difficult. 10% of the students who 

completed this questionnaire believed that the ‘Written Expression’ section was difficult.   

Item 13: Do you think these tests test …? 

No of item Number of students Percentage 

A 68 68% 

B 05 05% 

C 05 05% 

D 01 01% 

E 21 21% 

Table 3.43: Kind of tested ability. 
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68% of the students we questioned said that they thought achievement tests, by which 

they were usually assessed, tested the degree of their comprehension. They advocated that the 

biggest part of test-items these tests comprised were the ones that were typically devoted to 

the ‘Reading Comprehension’ section. 21% of the respondents saw that what achievement 

test tested were the language components, including aspects of language such as 

comprehension of the reading text, lexis, the mastery of the grammatical structures, language 

usage, and other components; the rest of the students thought that most of the tests focused on 

one component at the expense of the other ones. 

Item 14: To have good results in these tests, you need to …? 

No of item Number of students Percentage 

A 08 08% 

B 73 73% 

C 19 19% 

Table 3.44: Revision strategies. 

The majority of the respondents (73%) said that they did not revise continually before 

taking the test. Rather, they revised only a short time before the day of the test. They argued 

that experience had shown them that there was no need to carry out these learning strategies 

since they thought that the contents of tests did not often reflect what they learnt in class. 

They claimed that those tests tended to judge their general knowledge and proficiency in that 

foreign language, and the amount of progress and achievement they made in the language. 

19% of the respondents did not revise at all. They interpreted this negative behaviour in that 

they viewed the typology of tasks suggested in tests needed only to guess and not to go back 

to what they dealt with in instruction. However, 8% of the respondents assumed that revision 

is compulsory to obtain good scores since without revision students could not understand and 

answer the questions.  
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Item 15: Is the scoring method of each test known to you? 

No of item Number of students Percentage 

A 02 02% 

B 61 61% 

C 37 37% 

Table 3.45: Scoring methods clarity. 

61% of the respondents ignored how the scoring methods in tests were developed. They 

explained that most of the scoring methods varied from one test to another. 37% of the 

questioned students added that they were not always informed about how they were scored. 

However, a small number of the respondents (2%) said that their teachers usually told them 

about how they scored the test-items in the different sections of the test. 

Item 16: Does your mark in English usually reflect your progress and achievement 

in that foreign language? 

No of item Number of students Percentage 

A 24 24% 

B 51 51% 

C 25 25% 

Table 3.46: Correlation between scores and student’s level. 

51% of the respondents thought that the scores they obtained in achievement tests did 

not actually reflect the degree they were making in language. 25% of the students we 

questioned believed that there was a kind of correlation between the scores and the students' 

level. However, 24% of the questioned students saw that there was a strong correlation 

between what they obtained as scores and their performance on tests. 

Item 17: 

In your opinion, what is negative of these tests? 

All the questioned students seemed to agree to say that the negative side in the current 

achievement tests resided in their contents. They asserted that what they were tested in was 

not what they studied in class. In a word, they strongly believed that the contents of the tests 

did not reflect the teaching programme. They also added that they believed that tests were not 
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developed to assess their progress and achievement in English, but they were devised only to 

measure the amount of what they knew in English language. 

Item 18: 

In your opinion, what are some suggestions you can give to your teacher to make 

these tests more suitable? 

The majority of the students we questioned thought that the current achievement tests 

had to be modified. They claimed that teachers had to develop tests with clear instructions, 

various activities, a balanced distribution of questions and a well-defined scoring method. 

Item 19: 

Do you have any additional comment on the subject of testing? 

 Most of the students said that it is crucial to be trained on how to answer the typology 

of tasks suggested in the "Bac" exam manual. However, in the meantime, it is also important 

to be tested through tests that make fair judgment about the progress and achievement they 

are making in that language. 

3.3.2 Classroom Observation Outcomes 

The following section reports the findings of four teachers among the eight teachers 

observed during the initial phase in the present research. The gist of this part is to describe 

classroom activities in order to identify whether or not the lessons were student-centred or 

teacher-centred, how learning opportunities were provided, and what instructional materials 

teachers used in instruction. In particular, the major purpose of this investigation is to 

describe communication in these classrooms and establish the students’ communicative 

behaviours. 

As noted earlier in chapter 2, the method that has been used for this purpose is an 

observation scheme referred to as the COLT. This scheme has been adjusted for this study, as 
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its original intention did not include some aspects related to the description of how teachers’ 

language is used (see sub-section 2.1.2.2.3). Thus, the questions asked for each column were: 

1. Time: How time splits into different activities of class time? 

2. Participants organization: Who is holding the floor during the segment of the 

lessons as a percentage of class time? 

3. Activity type: What teaching and learning is realized through various activities 

as a percentage of class time? 

4. Content: What are the teachers and students talking, reading, and writing, or 

listening to? 

5. Material used: What types of teaching materials are used for what purpose? 

3.3.2.1 Participant Organization 

Table 3.47 summarizes the interaction patterns of the lessons with T1, T2, T3, and T4 

teaching EFL classes. In this sub-section, two component aspects were observed: (a) is the 

teacher working with the whole class? And (b) are students divided into groups or are they 

engaged in individual work? 

These particular aspects are presented in Table 3.47 below as: 

 T to Student/Class (teacher to student or class as a whole). 

 S to Student/Class (student to students or class as a whole). 

 Group Work (students are working on a certain task in groups). 

 Individual (individual work performed by students). 

Number of 

Teachers 

Percentage of Lesson Time 
 

Whole Class Whole Class Group Individual 

T to S/C S to S/C 
00% 10% 100% 

T1 90% 00% 

T2 95% 00% 00% 05% 100% 

T3 45% 00% 40% 15% 100% 

T4 85% 00% 05% 10% 100% 

Table 3.47: Participant organization on lessons. 

T to S/C: Teacher to Student or Class as a whole. 

S to S/C: Students to Students or Class as a whole. 

* Percentages are averaged per person and rounded off to be the nearest number. 
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The findings from the observed classes made it clear for us that the majority of class 

time was dominated by teacher-centred approach. For instance, with T1 and T2, more than 

90% of the time spent by the teachers was devoted to explaining the contents of lessons 

directly without giving time to students to interact. The same remark could be raised with the 

other teachers T3 and T4. The rationale behind these high percentages is that teachers talk 

more than students do and students themselves remain passive receivers since they only listen 

without participating in lessons. In case they attempted to participate, all they do is to answer 

some of the questions their teachers ask. What is particular about their responses was that 

most of the time, they were short answers, made-up of fragments of sentences, or sometimes, 

they were limited to “Yes/No” answers. This might result in students not being particularly 

motivated to engage in a classroom communication. 

However, unlike the previous three teachers (T1, T2, and T4), T3 spent more time, 

estimated to 40%, to group work. It seemed that this teacher aimed to bring students to 

communicate in the target language. This teacher showed a great motivation to bring her 

students to practise the target language. She seemed aware that one of her major objectives in 

teaching this foreign language is to urge her students to become competent in communicating 

effectively with the studied language. In this respect, for her it sounded that group work could 

be one of the best techniques that might help the students to overcome the difficulties they 

often encounter to express themselves fluently and accurately in English. Contrary to the 

students in the other observed classes, students who were taught by T3 attempted to construct 

correct sentences and explain their ideas in English. With this class, (15%) of individual work 

was realized. Although this percentage seemed low, but in comparison to what has been 

observed in the other classes, it could be said that it is the best of what was observed. 

To summarize the findings in the first part in the COLT scheme, what is noticeable was 

that neither student talk nor group work were observed with almost all the observed teachers 
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and classes they taught. It is certain that teachers dominated most of classroom interaction 

and that even though these teachers were expected to follow and use the general guidelines 

and principles that the adopted teaching approach in the Algerian educational system, CBA, 

underlines, teacher talk was the predominant teaching strategy in most of all the lessons. 

3.3.2.2 Activity Types and Content as Percentage of Class 

In the present sub-section, the researcher explored two basic aspects observed during 

this initial phase in this study: activity types and content of class time. As noted previously, to 

obtain information from this part of the research, the researcher answered two important 

questions considered to be relevant to the two mentioned aspects. These two particular 

questions were (1): What teaching/learning is realized through various activities as a 

percentage of class time? and, (2): What are they listening to? The purpose of looking at 

activity type in classroom teaching was to investigate what kinds of teaching and learning 

were held through the different tasks. Similarly, by exploring the content of the activities 

performed through the proposed teaching tasks in the classroom, the present researcher 

sought to get a transparent picture on the typology of activities that the observed teachers 

adopted to enable their students learn English language. 

In order to realize the objective of this observation section, the current researcher 

grouped the different teaching tasks into two parts. One part was about the teacher activities 

and the other one dealt with the students' activities. What is remarkable about this 

organization was that the findings related to the content were again reported as a percentage 

of class time. The analysis of the lessons with the observed teachers displayed (a): What 

types of activities were carried out in the lessons and how these lessons were segmented 

according to the percentage of time devoted to them by the observed teachers, and (b): Who 

was holding the floor and in what ways (see Table 3.48). 
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Activity type T1 T2 T3 T4 

Teacher Activities: 

Lecturing 

Explaining 

Directing 

 

30% 

30% 

20% 

 

25% 

20% 

20% 

 

15% 

20% 

00% 

 

30% 

25% 

15% 

Student Activities: 

Listening 

Reading 

Vocabulary 

Grammar 

Speaking 

Writing 

Group Work 

Pair Work 

Oral Work 

   

00% 

05% 

05% 

10% 

00% 

00% 

00% 

00% 

00% 

  

00% 

05% 

10% 

10% 

00% 

10% 

00% 

00% 

00% 

  

00% 

00% 

10% 

05% 

00% 

00% 

40% 

05% 

05% 

  

00% 

05% 

10% 

15% 

00% 

00% 

00% 

00% 

00% 

Total 100% 100% 100% 100% 

* Percentages are rounded off to the nearest percentage. 

Table 3.48: Classroom activities of all the observed teachers as a percentage of 

class time 

What could be retained from the results embodied in Table 3.48 is that the teacher was 

still the predominant focus of the classes. This suggests a fairly traditional teaching method 

where the teacher is in charge of the events in the classroom. About 80% of the lesson time 

was devoted to teacher activities in T1’s lessons. 30% of T2’s activities were spent on 

lecturing and the same percentage was given to explaining. In terms of the language used by 

this teacher, what is noticeable was that his language was a mixture of English and Arabic. 

20% of the class time was spent for directing. This was in the form of some disciplinary 

statements from the teacher. In this case, classroom management, therefore, was thought to 

be a source on input rather than an invitation to communication. About students’ activities, a 

lot of time was spent on language where almost all attention is on form. 10% of the time of 

the students’ activities was devoted to learning grammar. Traditional grammatical exercises 

mix with lessons about the structure of the language. Concerning the time spent by the 

students to explaining vocabulary, it was estimated to only 05%. The particularity of the 

activities on learning vocabulary was that they mainly centred on the idea that students had to 
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enrich their vocabulary stock, so that they would be able to understand texts when reading 

and why not construct sentences in the target language. However, it seemed that the intention 

from learning vocabulary excluded the assumption to use the learnt vocabulary to generate 

communication. 

Following the same strategy of classroom observation, the findings from T2 lessons 

showed that the same conclusions as the previous teacher, T1 were attained. About 65% of 

the lesson time on teacher activities focused on lecturing, explaining, and managing the 

classroom. These obtained results clearly indicated that most of the time T2 teaching was 

devoted to transmit an amount of knowledge without giving any opportunity to students to 

negotiate or discuss some of this information. Intentionally or unintentionally, the teacher 

completely dominated the class, leaving no time to his students to interact or communicate 

using English language. In the percentage of class time of classroom activities presented in 

Table 3.48, it is clear that the percentages on group work and pair work are estimated to be 

null. Again, this is a very significant indication of the ongoing of teaching and learning in the 

context under investigation. 

Contrary to the first observed teachers T1 and T2, the obtained percentages sounded a 

little bit different from those of T3. With this observed class, it seemed that there was some 

interest on the students’ activities that could enable the students to communicate with the 

target language. For instance, percentages displayed that about 40% of the student activities 

were devoted to group work. This very acceptable percentage directly implies that T3 urged 

her students to practise interactive activities that could lead them to communicate effectively 

using the learnt language. Also, this obtained result could imply that the teacher’s intention 

might be to limit the amount of time that she used to explain his lessons to enable his students 

to share some of this time. Of course, this was the only matter that could clearly differ from 

the general atmosphere that was prevalent with all the other observed classes. For the other 
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students' activities, it could be retained that there was a slight increase in the class time 

devoted to pair work and oral practice. The time for both of these two activities was 

estimated to 10%. Certainly, even though this time is low, but in comparison to the other 

observed classes, such a remark indicated that there was a serious attempt with T3 to provide 

her students with the opportunity to interact and communicate. 

With the last observed class, it seemed that there is a return to the same results and 

conclusions that were obtained previously with T1 and T2. For instance, 70% of the lesson 

time devoted to teacher activities was about lecturing, explaining, and directing. This very 

high percentage ostensibly indicated that there was a total dominance of the teacher over the 

set out interactive activities. As opposed to T3, with this class, there was no room for group 

work, pair work, or even any tasks that sought to improve the students’ oral practice. About 

these activities, the percentages are estimated to be equivalent to null. In accordance 

however, usually with the students’ activities category, the percentages about learning 

grammar and vocabulary are estimated to 10% and 15% respectively. Once again, this 

indicated that there is a return to a teacher-centred approach where much of the teaching and 

learning activities were in the hands of the teacher. In other words, this means that there is no 

place for communicative teaching. 

Above all, to summarize the findings from Table 3.48, a cross-comparison of the 

percentage of the time on students activities in the lessons observed showed that there were 

no substantial differences among, a least, three teachers. What is significant was that what 

could be retained from T1, T2, and T4 was that their lessons were not interactive and their 

approach was more a teacher-centred. Most of their lessons turned around teaching some 

precise language structures and particular vocabulary-items. On another issue, these lessons 

did not encourage the students to practise the learnt language or provide them with some 

useful learning strategies that could enable them to use this foreign language appropriately 
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inside and outside the classroom. Besides, it is notable that although the adopted syllabus 

rests on the principles of communicative language, the kind of teaching observed during this 

initial phase clearly showed that there was an imbalance in the teaching of the four skills of 

language. That is, for instance, listening and speaking were not paid any importance and 

hence they were completely neglected and not taught. Instead, most of the teaching was 

centred on teaching the two language components, grammar and vocabulary. 

3.3.2.3 Teaching Materials 

From the observed lessons, it was noted that the most used teaching materials in 

classroom with the four observed teachers was the official textbook. This particular material 

is designed to guide teachers in their teaching, and in the meantime, help students know the 

contents of each one of the various strategies in a unit. In addition to this pedagogical tool, 

T1, T2, and T4 used some visuals such as pictures and cards. Apart from these, nothing else 

was employed by these three teachers. However, contrary to the previous cited teachers; T3 

used a CD for listening accompanied with handouts. Those latter were employed to orient the 

teacher towards teaching the listening skill. The particularity of the audio-texts was that they 

comprised a simple language of native speakers. The teacher’s argument on the choice of this 

simple language was that it was very difficult for his students to catch up and understand 

more complicated forms of language.  

In summary, the types of teaching materials for the observed teachers were not 

substantially different. Most of them were based on the official textbook and the use of 

handouts for grammar and vocabulary activities. The used materials matched, to a great 

extent, the adopted teaching methodology that focused more on teacher talk and the practice 

of grammar and vocabulary tasks that help students to be well trained to respond to the 

different activities included in the developed achievement tests. 
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3.4 Discussion of the Results 

The results from the used data collection methods revealed many interesting findings in 

relation to the teachers’ behaviours in the actual teaching/learning context, teachers’ 

perceptions of the Current Testing System, and also students’ perception of the achievement 

tests their teachers usually develop in order to evaluate and assess their attainment in English 

as foreign language. These findings are reported below:  

3.4.1 Teachers' Behaviours in the Classroom in Relation to the 

Current Testing System : 

3.4.1.1 Teachers’ Teaching Strategies 

 The teachers said that they placed a great deal of emphasis on some language 

components such as grammar and vocabulary. For these teachers, proceeding in such a 

manner enables their students to be ready for the tests they usually develop to check out their 

degree of attainment in that foreign language. 

 The teachers recognized their teaching is usually evaluated on the ground of the final 

outcomes their students obtain at the end of a term. 

 The teachers claimed that about the four skills, much more attention was placed on 

reading, and writing. They argued that to answer the ‘Bac’ exam tasks, students need to be 

well trained in reading the supported texts and provide written answers.  

 The teaching of speaking skill received a little attention because students are never 

tested on it. In many cases, teachers omitted the part in the teaching unit that is about 

listening and preferred to devote its time to teaching something else, mainly teaching 

grammar and vocabulary. 
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 The other skill, speaking, was completely avoided. Much of the teaching, as noted 

previously, was teacher-centred. Students merely listen and when it came to communicate, 

they answered through telegraphic, short answers. 

 To compensate this shortage, teachers said that they often taught what they called 

‘written pronunciation’. The latter consisted in teaching students how they should pronounce 

the final ‘ed’ of  the past participles of regular verbs, or the final ‘s’ of the plural forms of 

regular nouns. At another level, they also taught their students to pronounce some words on 

the basis of syllable division. Contrary to teaching speaking, the teachers believed that 

teaching ‘written pronunciation’ directly contributed to the requirements of the test, since, 

very often, there is a part in the developed tests which is about testing this language 

component. In this way, this helps in training the students to respond to that kind of 

questions. 

 Although the proposed teaching methodology relied on the principle of the 

communicative approach, the teachers said that they usually referred to traditional methods to 

teach some language components. Their argument was that these methods are compatible 

with the idea underlying the tests.  

 Because of the influence of external examination, teachers stressed that their 

methodology was affected by the ‘Bac’ exam which made them do things they would not 

otherwise do. In absence of the influence of the ‘Bac’ exam, they would employ a 

communicatively-oriented methodology, focus on needs analysis, and adopt more authentic 

materials. 

3.4.1.2 Teaching/Learning Strategies 

 The teachers believe that the main learning strategy that should be taken into account 

is to lead their students to memorize repeated items, standardize knowledge, and direct 

learning. 
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 The teachers felt that their students became dependent on them expecting them to not 

only teach the language but also train them successfully to pass the exam. 

 The teachers used some materials to enable their students to learn that foreign 

language. Most of the time, teachers referred to past papers and commercial publications 

containing activities or supplementary materials focusing on developing skills needed in the 

‘Bac’ exam. In many cases, teachers talked about the adaptation of the teaching materials to 

secure the objective of being well-skilful in responding the current activities that come in this 

testing system. 

3.4.2 Teachers’ Perceptions of the Current Testing System  

3.4.2.1 Teachers’ Strategies in Developing their Tests  

 The teachers recognized that there was an influence of external examination on their 

classroom tests. This was well noticeable on the structure and contents of their tests that they 

develop at the end of a term in the school year. 

 In precise terms, teachers claimed that their tests often resemble the ‘Bac’ exam 

model in that the tests they often develop comprise a supporting text, one section devoted to 

testing comprehension and lexis, a second section to testing grammar, and a third one to 

testing writing. 

 The teachers said that they never test their students on the two skills listening and 

speaking, because they are not included in the ‘Bac’ exam. 

 The teachers relied on the textbook materials for their tests. It was believed that the 

influence of the ‘Bac’ exam on the achievement tests was also mediated in their teaching. 

 Because they thought that their main tasks is to enable their students to obtain good 

scores in the ‘Bac’ exam, this prevented them to innovate in their teaching. 
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 Again, because of the influence of the ‘Bac’ exam on their teaching and how they 

come to develop their tests, the teachers restricted the use of testing techniques so that their 

students could acquire the necessary test-taking skills needed to answer successfully the 

current questions. 

 The teachers were unanimous to declare that they ignore completely about the 

systematic procedures they have to follow to design and develop a useful language test. 

3.4.3 Students’ Perceptions of their Teachers’ Teaching Methodology, 

Teaching Activities, and the Use of English Inside and Outside 

the Classroom 

3.4.3.1 Students’ Attitudes towards Teaching 

 The students showed that because of the teaching methodology their teachers 

employed in classroom, they felt that such communicative activities, which were not related 

to the needs of the ‘Bac’ exam, were not welcomed. They did not see any useful purpose 

behind their use and looked at them with contempt. 

 The students claimed that because their teachers over emphasized on teaching them 

activities that come in the ‘Bac’ exam, they became unaware of the importance to develop 

their skills in listening and speaking. All they thought of was desired to provide them with 

what helped them to get high scores in the final exam. 

3.4.3.2 Students’ Attitudes towards the Teaching Activities 

 The students believed that there was no need to bring activities that did not relate to 

the achievement tests and the ‘Bac’ exam.  

 In the meantime, the students showed a negative attitude towards the contents of the 

lessons their teachers often devised to them because they thought that these activities had 

nothing to do with what they expected from the learning of that foreign language. 
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3.4.3.3  Students’ Perceptions of the Use of English Inside and 

Outside the Classroom 

 The students were sure that the method by which they studied English language did 

not permit them to communicate effectively outside the classroom. 

 The students felt that they were extremely dependent on their teachers and the used 

textbook expecting them to prepare successfully for the exam without paying attention on 

how to use the language appropriately inside and outside the classroom. 

3.4.3.4 Students’ Perceptions of their Motivation and Opinions 

about their English Lessons 

 Because success in the final exam was the main objective of learning that foreign 

language, this created a tense atmosphere where students felt anxious to learn English. 

 Also, this atmosphere made students feel bored and demotivated in the classroom.  

 The exam-oriented methodology and the kind of teaching materials did not allow 

students to enjoy the pleasure to learn the language. Rather, they looked at learning as a 

means of passing the exam. 

3.4.3.5 Students’ Perceptions of Achievement Tests by which 

They are Constantly Evaluated and Assessed 

 The common attitude of students towards the achievement tests was that they felt 

afraid of them because the teachers used these tests to make students study. 

 A part of the students got an opposite view in that they thought that these tests helped 

them to become proficient to sit for the ‘Bac’ exam and hence increase their chance to pass 

this decisive exam in their studying career. 
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 However, it is worth mentioning that the majority of students believed that the scores 

they often obtained did not reflect their actual level in that foreign language.  

3.5 Concluding Remarks 

The results obtained from the data collection methods established the existence of 

washback from the ‘Bac’ exam. The teachers showed that there was a close relationship 

between the contents of this exam and the teaching and learning that went on in their classes. 

In some details, the claims of the teachers clearly indicated that their teaching and learning 

strategies were dominated by the use of activities and materials that fit the requirements of 

the ‘Bac’ exam at the end of the secondary education cycle. This fact is interpreted in terms 

of the neglect of developing the skills that are not tested on the ‘Bac’ exam, mainly the 

listening and speaking skills. In this way, such a fact led the teachers to place more value on 

the skills and activities that were assessed on the ‘Bac’ exam, and less value on those that 

were not tested.  Teachers claimed that the ordinary syllabus was relegated to a secondary 

position giving its place to the exam demands. (see Appendix 5 and Appendix 6) 

Similarly, the students’ perceptions of the teaching methodology their teachers employ 

to teach them, teaching activities, and materials used, and their use of English inside and 

outside the classroom were highly influenced by the requirements of the ‘Bac’ exam. This 

particular exam was also seen by students to have detrimental effects on their motivation and 

opinion towards the learning of English language. Above all, this exam made the students 

uncomfortable and anxious and this in turn led them to hate studies and tests. Creating feeling 

of anxiety and making them feel bored and demotivated restricted the desire of students to 

improve in learning this foreign language. 

To summarize, the results obtained in this Preliminary Study called into the validity of 

the achievement tests EFL teachers in Biskra region usually develop to evaluate and assess 

their students’ attainment in English language. However, before reaching any definite 
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conclusions, it is necessary to ensure the validity of the participants’ assumptions, identify 

clearly other anomalies in the Current Testing System, and more importantly, identify areas 

of further study that remedy the pinpointed deficiencies. The aim of the next chapter is to 

synthesize the results of this first phase in this study in the light of the intentions of the 

researcher to provide the rationale for an ATM that seeks to repair the set of inadequacies in 

the Current Testing System. 

Conclusion 

In this chapter, we have collected data about the participants’ perceptions of, and 

attitudes towards the teaching and learning of EFL, and the testing system adopted in the 

context under investigation in this initial phase of the present study. The first part in this 

chapter identified the research questions and purposes that limited the scope of the study in 

this preliminary stage. The second part described clearly the research design that the 

researcher employed to obtain data. The design and validation procedures, as well as the 

rationale, aim, structure, and content of all the used data collection instruments were 

discussed. Part three of this chapter reported the results the researcher reached after putting 

into practice all the used tools. Finally, the two last parts in this chapter provided a discussion 

of the results and a summary of the findings. 

After having presented the results, a preliminary picture on the participants’ perceptions 

of, and attitudes towards the teaching operation, and testing mechanisms in the Algerian 

secondary schools was drawn out. This picture ostensibly showed and confirmed that the 

hypothesis that posits that the washback effect of the ‘Bac’ exam on the teaching, learning, 

and testing in the context under investigation exists. 

The following chapter presents and describes the ATM, proposed by the present 

researcher in order to remedy the anomalies pinpointed in the current testing system. 



 

 

174 

 

Chapter Four: Towards an Intervention: The Alternative Testing Model 

Implementation 

Introduction 

The present chapter begins with a review of the major findings investigated in Phase 

One of the research through a synthesis of the results. The latter stands as a starting point to 

identify crucial areas of further research in the following section that the current researcher 

took into consideration to suggest the ATM. Section two describes the research questions and 

purposes in Phase Two. Following this section, a third section provides a conceptual 

framework on which the proposed ATM is theoretically grounded. In this important stage of 

the study, an attempt will be made to display major components that are compatible to the 

two crucial stages: test design and development in the operation of constructing language 

tests. The chapter ends with a rationale of this newly testing system. The latter will yield 

practical insights on the model, which is going to be implemented on the ground in Phase 3 in 

this study.  

4.1 Synthesis of the Findings: Phase One 

Phase One of the study consisted of an investigation into the diagnosis of the Current 

Testing System in the Algerian educational context at the micro-level. The research methods 

employed in this stage of the present research were four data collection methods: classroom 

observation, interviewing, questionnaires, and focus groups. This phase of the study 

answered the first research questions: what is the nature and scope of the washback effect on 

teachers' behaviours of EFL in the Algerian secondary schools due to the use of the Current 

Testing System? And, what is the nature and scope of washback effect on students' 

perceptions of aspects of teaching English language in the same context due to the use of the 

Current Testing System? These two questions also underlie other sub-questions about the 
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rationale and strategies utilized by both the teachers and students in relation to the prevailing 

teaching, learning, and testing practices in the context under exploration. 

In this study, the Algerian educational context at the micro-level referred to the teachers 

and students in the Algerian secondary level. These subjects aimed at teaching and learning 

EFL for about three successive years that culminate the secondary education cycle which 

began earlier at the primary and middle school levels. The teachers at this level are expected 

to design and develop the required testing instruments that are addressed to evaluate and 

assess their students' attainment and progress in accordance with the taught programme and 

the subsequent instructional objectives set out in the relevant syllabus. 

The analysis of the participants' responses generated a number of interesting findings in 

relation to the influence of the ‘Bac’ exam, as well as to the teaching and learning of English 

in the present context. Teachers' beliefs about the influence of the exam brought into question 

the validity of the claim made by the educational authorities that the ‘Bac’ exam has a 

'positive impact' on teaching and learning. Teachers' claims were in agreement with the 

negative views expressed by the students according to which the 'Bac' exam and testing 

instruments used to assess their attainment in that foreign language has a constraining and 

distorting influence on the content and methodology of teaching as well as on learning. 

First of all, the majority of the teachers believed that the examination influenced the 

content of their teaching and classroom assessment in that this examination made them pay 

more attention to grammar and vocabulary and some written skills rather than the oral skills 

throughout the school year. This practice would have encouraged teachers to use non-

communicative methodology in ordinary classes, which markedly contrasted with the 

underlying principles of the adopted teaching methodology that prelude communicative 

teaching. According to the atmosphere that reigned in almost all the secondary schools in 
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Algeria, whole class activities dominated in all the class targeted to the present study. This 

suggests a fairly traditional teaching method where the teacher is in charge of the events in 

the classroom. Whole class activities mainly consist of the teacher's interaction with one or 

several students, very rarely students get to lead the activity. This is a common feature for all 

the observed classes in this study. Similarly, individual work is not very common in those 

classes, giving place to class time spent on whole class activities and a total dominance of the 

teacher talk, instead of the interaction between teacher and students, and students with 

students. 

Teachers' reluctance to employ non-communicative methodology seemed to have on 

the students preferred learning strategies. The results obtained from the data collection 

methods regarding the students' learning strategies significantly indicated that the used 

strategies suggested that there was a washback effect on the learning of oral skills expected to 

be developed by students. This fact is evidenced in the claims made by teachers themselves 

that the scarcity of work on listening and speaking was due to the fact that they did not 

emphasize on those skills in class. In addition, evidence in the teachers' responses showed 

that the teaching materials used had an impact on the methods teachers used. For instance, as 

teachers said, one of the reasons that they did not employ communicative methodology in 

their classes was because of the nature of the pedagogical materials employed. Such a claim 

was again interpreted in terms of the influence that the ‘Bac’ exam exerted on those teachers 

in making them adopt some special teaching materials at the expense of other more effective 

ones. In other words, there was enough information in the teachers' responses to allow to us 

to see how the ‘Bac’ exam impacted on the materials teachers used. 

Equally important was the role of the ‘Bac’ exam and the intense pressure it seemed to 

impose on teachers and students in relation to two other crucial matters that are seen to 

pertain to the participants' use of English inside and outside the classroom and their 



 

 

177 

 

perceptions of their motivation and opinions about teaching and learning. Concerning the first 

issue, the results showed that the participants' attitudes towards the use of that target language 

inside and outside the classroom was dominated by the use of some English with occasional 

Arabic. The high frequency of the use of a mixture of the mature and target language could 

be explained by the assumptions that teachers provided less practice opportunities for the 

students, and, in the meantime, their insistence to train these students to be fixed on some 

typology of activities that seem to make them to acquire the skills that could help them to 

respond to the questions that are recurrent in the tests they usually constructed. The above 

results regarding the participants' attitudes to the use of English inside and outside the 

classroom revealed again the pressures the ‘Bac’ exam exerted on the teachers and students. 

Concerning the issue of the teachers' and students' motivation and opinions about 

instruction and learning, the exam was also said to have differential effects on these 

participants' attitudes. The latter commented on the influence of the exam on their 

psychology saying that the exam induced feelings of stress and anxiety, mainly in the 

students not only during its administration but also during the whole school year. 

Consequently, students were said to experience boredom in the classroom in addition to 

parents' pressure they put on them to meet the requirements of the exam that they would take 

later on. Those students came to look at this subject as a ‘ghost’ and lost any desire and 

motivation to enjoy the pleasure of learning this foreign language. Rather, they felt 

demotivated and alienated from what was going in class. Again, this was mainly attributed to 

the exam-oriented methodology and materials used by teachers in order to meet this exam 

needs. 

In the same vein, another factor that might have influenced the way teachers did things 

in class could be attributed to certain wrong practices and misconceptions that these teachers 

underwent and bore. Indeed, in answer to the crucial question in this initial phase of the 
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present study which attempts to draw a transparent picture on the teachers' strategies in 

designing and developing achievement tests by which they usually come to test their students, 

it seemed that the ways the EFL teachers in Biskra region used to make their classroom ready 

for practice do not fit the requirements of a useful test. In precise terms, the teachers' answers 

showed clearly that the constructed tests do not rely on any theoretical background and do not 

follow any operational or procedural ways. The findings from the teachers' responses 

indicated that the teachers in this investigation completely ignore what to put in the crucial 

stages in test design and development. In other words, these teachers do not care about the 

purpose or purposes of the test, do not identify as clearly as possible the constructs to be 

measured, and totally eschew the areas related to the characteristics of students. 

At another level, the same negative attitude is expressed by the teachers on the 

relationship between test-format and test-content in that these teachers do not adopt the 

divisions and sectioning of the test to the number of tasks and items that students are 

expected to respond. As a result, it is conspicuous to pinpoint that there exists a 

disequilibrium between test-tasks and test-items and the number of sections in a test. 

Moreover, when time comes to yield a scoring scale, what stands out clearly is that the 

distribution of marks per section is not consistent. One section might comprise more test-

items than the other sections. Surprisingly, this loaded section with test-items might also be 

scored less than the other ones. In terms of the degree of difficulty of tasks, the students' 

answers identified that there is no gradation in designing the different questions of the test. 

Ostensibly, at least, the way of eliciting the items and tasks does not correspond to the 

common Bloom's taxonomy, which proposes that a certain hierarchy of test objectives has to 

be taken into consideration when ordering the different tasks. Because of this way of doing 

things, students find it very complicated to answer the questions. 
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Another misconception with regard to the systematic requirements of the development 

stage in a test significantly indicated that the teachers in this study did not know exactly what 

the matter of 'test specifications' is. From the analysis of findings of these teachers, it 

appeared that the teachers in Biskra region did not refer to this crucial step to make their tests 

resemble to a great extent to what they taught in class. Rather, it was clear that to develop a 

classroom test, the teachers picked-up ready-made tests from the available commercial books 

or the newspapers that propose exam papers, especially during the period of time that 

precedes some national examinations at the end of the school year, to give an opportunity to 

the students who are expected to sit for the ‘Bac’ exam to train themselves on how to respond 

to the typology of these examinations; or, they go back to the previous constructed tests by 

other experienced teachers and choose one of them to give to their students; or, simply they 

base themselves on their intuition or their experience to construct in a hurry a test and submit 

to their students the day of the test. Worse than this, these constructed tests are often typical 

examples that narrow the scope of teaching and learning since their contents usually comprise 

quite the same type of tasks that are often proposed in the ‘Bac’ exam papers. On this last 

point, teachers would argue that they usually proceed in this way because they are often 

judged on the final results their students obtain in the ‘Bac’ exam. On the ground of this 

claim, they thought it would be more practical and pragmatic for them to train their students 

to answer questions that resemble the ones they could find in the ‘Bac’ exam papers before 

time comes to sit for this decisive examination. 

In summary, what could be retained from this synthesis of findings obtained in this 

Preliminary Study in this research is that the results revealed that there are many areas of 

influence, mainly of the ‘Bac’ exam, and the constructed classroom tests on the way teachers 

teach and learners learn in the context under exploration. Besides, they also suggested some 

other important factors relating to features of the local environment that are likely to have an 
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influence on what takes place in EFL classrooms. In precise terms, the findings confirmed 

that what was suggested in the first hypothesis in this research that the ‘Bac’ exam exerts an 

influence on teaching and learning of English language in the Algerian secondary schools is 

true. However, it is worth noting that further research on this matter is needed to explore 

thoroughly the claims borne by the participants in this investigation on the negative influence 

of the ‘Bac’ exam on areas discussed before, uncover some of the unanswered questions 

posed earlier, and identify more clearly the intensity and extent of all the factors not 

discussed here that seem to have also an influence on what happens in classrooms. It is hoped 

that this further research would manage to yield more feedback about the nature of washback 

in the present inquiry. Certainly, data collected from further research are expected to clarify 

the participants' view, as well as to bring to light new aspects of examination that are worth 

exploring later on. 

Therefore, based on claims discussed in the first phase of the present study, it is worth 

mentioning that testing remains a subject that needs to be treated in the strictest care and 

greatest consideration. This can solely be achieved by paying importance to basic test 

usefulness qualities, such as validity, reliability, practicality, interactiveness, and impact. On 

these latter, what is recommended is to make some efforts to maximize the attainment of 

certain balance among those characteristics since it is argued that it is very complicated to 

meet the requirements of each one of these qualities individually in all occasions, instances 

and contexts. In this respect, this investigation in the Preliminary Study has provided us with 

evidence that there is a need of developing tests that correlate with their instructional 

objectives. There is a need of developing tests that better identify the students' specific needs 

and strengths, so that teachers can appropriately be informed about the students' achievement 

and progress. There is a need to avoid any sort of influence or authority of external 

examination on instruction and learning and that often leads to a negative washback. Rather, 
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there is a need to develop tests that must exert a positive impact on both teachers and students 

and make teaching more effective and learning positive. 

4.2 Identification of Areas of Further Research 

The discussion and synthesis of the findings obtained in Phase One in the present study 

indicated that there exists a number of shortcomings and contradictions in both teaching and 

learning of English language and test design and development of achievement tests in the 

Algerian secondary schools. To reiterate, this diagnosis was interpreted in terms of the strong 

negative washback that the 'Bac' exam exerts on the myriads of aspects in the teaching 

operation, and also to the exam-oriented methodology that became the current practice of 

EFL teachers in this context. By extension to this, it is reasonable to indicate that the negative 

washback effect of the ‘Bac’ exam mediated another influence on all the other features and 

factors that are intricately related to teaching and learning at the micro-level. In other words, 

this means that this particular exam resulted in negative consequences towards the teachers' 

and students' perceptions of, and attitudes towards, instruction and learning. 

Given the above conclusion, it was necessary to set some guidelines that would be 

explored in further research in the next stages of this study, which in their turn, are expected 

to remedy the number of anomalies that were pinpointed earlier in Phase One of the present 

study. In their essence, these remedies intend to stand as practical solutions to the problems 

that resulted from the misunderstanding of the participants between the tasks they are hoped 

to fulfil and the exigencies of the terrain, the misconceptions that become ordinary with time 

and were accepted as a common sense in the context of investigation, and the resistance to 

innovation that is current among the practitioners at the micro-level and even transgresses to 

touch those people and domains that are integral parts of the macro-level in the Algerian 

educational system. Indeed, it seems that the intense pressure exerted by the educational 
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authorities on headmasters and teachers to obtain positive results in the final exam in the 

secondary school level, and the competition that the practitioners talked about to justify their 

focus on a certain teaching methodology have led those people to secretiveness and 

defensiveness of their teaching practices, approaches, and methods that are considered as the 

main  reasons which let us obtain the results we arrived at the end of Phase One. 

In light of these results and diagnosis, the researcher proceeded to suggest a road map 

that he developed following ideas given by writers in the field, experts, general inspectors of 

English language, teachers, and students who took part in this study. Added to these, the 

suggestions that this road map bore comprise also assumptions drawn out from the 

researcher's analysis to the situation under investigation due to his personal insights obtained 

from the results he reached, and relying on his experience as a secondary school teacher 

during a considerable period of time in his teaching career before graduating to the university 

level. For sure, all this stands as a background and a departure point that served to propose 

the expected remedies to the anomalies found in the Current Testing System. As a matter of 

fact, in some practical terms, the general guidelines of this devised road map took into 

consideration two fundamental objectives; first, the suggested ATM, that would replace the 

Current Testing System, has to be in congruence with the basic objectives of teaching and 

learning English language at the secondary school level. Second, the proposed model is 

expected to satisfy the requirements of designing and developing useful achievement tests. In 

this way, the intended testing model urges EFL teachers to be systematic in providing the 

desired tests for the specific purposes that these tests aim to achieve. More crucially, this 

newly, proposed testing system seeks to be an alternative to the existing system for the 

purpose to make testing not merely an operation of assigning marks for students, but to 

contribute efficiently to making teaching purposeful and learning effective.  
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 What to Change? 

After reviewing the Current Testing System, a set of shortcomings and contradictions 

were found out. To repair these anomalies and to make the achievement tests based on the 

ATM useful, some modifications are recommended by the researcher in this study. These 

concern the following: 

 We recommend a test which will be made up of three sub-tests. 

  Because of the conclusion, we reached at the initial phase and taking into 

consideration the review provided by the participants in this study, we propose two 

sub-tests on testing two major language skills: listening and speaking. 

 In this respect, the three sub-tests mentioned above will be as follows:  

- Sub-test One: Testing Listening. 

- Sub-test Two: Testing Speaking. 

- Sub-test Three: Testing writing and reading. 

  We propose a review of the testing methods in the achievement tests based on the 

ATM. We propose to enlarge these tests methods to be compatible with the new sub-

tests. 

  Similarly, we suggest the addition of new tasks in order to make the final 

achievement tests more comprehensive. 

  We propose the reviewing of the distribution of test-items per section and per sub-

test. 

  There is a need also to review the writing of instructions, make them consistent with 

tasks, and clear enough for students. 

  We propose to avoid all the test-items that do not contribute to assess the cognitive 

abilities of students. 

  Finally, we propose a more consistent scoring scale.   
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4.3 Research Questions and Purposes: Phase Two 

In light of the discussion that followed in the preliminary study, it is important to note 

here that the present research started with two research questions that were asked and 

answered in Chapter 3 (section 3.1), which were RQ1 (what is the nature and scope of 

washback effect on teachers' behaviours of EFL in the Algerian schools due to the use of the 

Current testing System?), and RQ2 (what is the nature and scope of the washback effect on 

students' perceptions on aspects of learning English as a foreign language in the Algerian 

secondary schools due to the use of the Current Testing System?). In chapter 4, as the 

research progresses, it is likely that a new research question will be formulated and the result 

will be used to inform subsequent stages in the research. This research question is formulated 

as the following: 

RQ3: “what strategies does one need to implement the ATM in the Algerian 

secondary schools in Biskra region?” 

Phase Two of the present investigation reported in this chapter had the practical aims of 

gathering evidence in order to: 

  design and develop an ATM for EFL classes in the secondary schools in Biskra 

region, 

  enable EFL teachers in the context to develop achievement tests based on the newly, 

suggested model that can actually evaluate and assess the degree of achievement that 

their students are making in relation to the used syllabus and its relevant instructional 

objectives, 

  relate language testing to language teaching,  

  design achievement tests so as to encourage and enable students to perform at their 

highest level of performance, 

  build considerations of fairness into test design, 
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  humanize the testing process: seek ways in which to involve students more directly in 

the testing process; treat those students as responsible individuals; provide them with 

as complete information about the entire procedure as possible, and 

  draw out clear inferences from the students final scores and outcomes. 

The process of formulating this basic research question (RQ3) and the relevant research 

purposes in this second phase in the present study were in line with what is considered 

by language testing specialists as competence in this area. This involves the 

following:  

  an understanding of the fundamental consideration that must be addressed at the start 

of any language effort, whether this involves the development of new tests or the 

adaptation and selection of existing language tests; 

  an understanding of the fundamental issues and concerns of the appropriate use of 

language tests; 

  an understanding of the fundamental issues, approaches, and methods used in 

measurement and evaluation; 

  the ability to design, develop, and evaluate and use language tests in ways that are 

appropriate for a given purpose, context, and students; and 

  finally, the ability to read critically information about the developed tests in order to 

make informed decisions. 

4.4 The Alternative Testing Model : A Conceptual Framework  

This section presents a discussion of the framework for the ATM from planning to 

presenting and test administration to scoring. The basic aim of this proposed framework is to 

enable EFL teachers in the context of the present study to follow systematic steps that are 

important to design and develop a useful achievement test. In addition, understanding the 
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characteristics of such a framework enables those teachers to theoretically ground the process 

of test development, and hence avoid the current practices that most of the teachers did which 

clearly indicated that they did not rely on any well-defined theory or theories and did not 

follow systematic procedures. Whatever the situation might be, it is believed that careful 

planning of the test development process in testing situations is crucial because of these 

reasons. First, it is assumed that careful planning provides the best means for bearing that the 

tests will fit the purposes that they are intended to attain. Second, careful planning gives and 

increases more accountability for both teachers and students. Accountability implies that the 

teachers could say in a clear definition what was done and why. For sure, this would make 

the tests in terms of quality more interesting. Third, planning a test gives that feeling that the 

teachers or students would be satisfied because more opportunities to feel rewarded can be 

created. 

Conceptually, the process of test design and development is organized into three stages: 

design, operationalization, and administration. What one has to know is that the process of 

developing a test is not sequential in its implementation. Indeed, in practice, it is usually 

stated that test development is linear, with development processing from one stage to the 

next. In the meantime, this process is also thought of to be iterative in the sense that the 

decisions that are made and the activities completed at one stage may lead teachers to 

reconsider and revise these decisions, and, of course, repeat activities that have been done at a 

previous stage. For many testing specialists, this way of conceiving things is seen to better 

provide a chance of monitoring the usefulness of the test throughout the development 

process, and therefore leads to produce the hoped, useful test. In other words, this 

organization avoids the common language tests that are often developed in a hurry and by 

intuition, and that are far from being useful. 
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What is significant on the testing literature is that a great deal of testing frameworks 

about how tests should be developed is available. Each one among these frameworks is an 

attempt to provide the most practical and easiest process; and, at the same time, it is a way to 

yield useful tests that can lead to the best final results from which inferences for decisions to 

be taken can be drawn out. Besides, what one has to point out on these models is that even 

though they present distinctions in how they are made-up, all of them share the idea that test 

development should begin with its initial conceptualization, referred to as the design stage, 

and ends up with one or more archived tests that stands as the final stage in this long process 

of providing tests. Thus, agreement on what components should be included in a testing 

framework is by no means unanimous. The frameworks proposed here are a mere adaptation 

to the various contexts that differ in their characteristics because of differences in the makes-

up of the people targeted by the developed tests, and the purposes these tests intend to 

achieve. The important role of context as determinant of the way the tests are developed 

signifies that the latter can be meaningless if they are devoid of this context. It is then 

recommended that on test development matter considering the conceptual framework as 

essential for describing the broad parameters within which testing should fall, no matter how 

the suggested framework looks like or how it differs from one or the other, is something that 

needs to be taken with the strictest care. At the level of this point, the important question that 

needs to be addressed is that, “does the used conceptual framework suit the intended purposes 

that the developed tests can attain?” 

In the present study, because there is a dire need to base the ATM on a comprehensive 

conceptual framework, we have thought to adopt and adapt Bachman and Palmer's (2000) 

model throughout this investigation. This choice is justified by a set of reasons. First, 

Bachman and Palmer's (ibid) model is considered by most of language testing specialists to 

be the recent. For many of those people, it is a synthesis to a number of available other 
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models. Second, this particular model is seen be to very practical and suitable to the type of 

tests that is explored in this study; and, it is easy to apply. Third, an important advantage this 

model presents is that it enables test users to review, reconsider, and re-evaluate the decisions 

and activities that have been taken and performed so far. This flexibility permits the adopters 

of this model to innovate when there is a need to do that. In short, Bachman and Palmer's 

(2000) model has proved to be the best choice to rely for a big number of researchers, and the 

present study is one of these. 

After having displayed the arguments that urged the researcher to adopt Bachman and 

Palmer's (ibid) model as a conceptual framework for this study, below is an attempt to 

examine the different stages through which a language test is systematically developed. 

Ostensibly, the description of the different stages will take into account the main theoretical 

and procedural steps that one has to follow through the three stages. What is noticeable on 

this point is that some considerations of test usefulness have been included in these stages; 

this procedure seeks to emphasize that all decisions and activities involved in test 

development are made in order to maximize the overall usefulness of test. 

4.4.1 Stage 1: Design   

The product of this initial stage is often presented in the form of a document that 

contains some useful components in the development of test. Bachman and Palmer (ibid) 

insist on that in this stage a description of the components is crucial to enable test developers 

insure that the performance of test takers on the tasks will, to a great extent, correspond to the 

final outcomes. In precise terms, the product of the initial stage includes the following 

matters: 

 A description of the purpose or purposes of the test. 

 A description of the test takers for whom the test is intended. 

 A description definition of the construct (s) to be assessed. 
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 A plan evaluating the qualities of usefulness; and  

  An inventory of required and available resources and a plan for their allocation 

and management. 

The purpose of this document is to provide test developers with a principled basis for 

developing test tasks, a blueprint, and tests. It is recommended that this document should be 

prepared with a great care because this can make easier to monitor the subsequent stages of 

development. 

As indicated previously, the activities involved in the design stage should correspond to 

the components of the design statements. These are described briefly below: 

 Describing the purpose (s) of the test 

This activity makes clear the particular uses for which the test is intended. In these 

activities, the test developer has to specify clearly the inferences about language ability for 

language use that is intended to make on the basis upon these inferences. The result of these 

provide a ground for considering the potential impact of test use. 

 Describing the characteristics of test takers 

This second activity makes explicit test takers' characteristics. This concerns the 

identification of the population to be tested, their grade, and the topical knowledge among 

these tests takers. The resulting description provides another basis for considering the 

potential impact of the outcomes and the inferences drawn out from it. 

 Describing the construct to be assessed 

This third activity makes clear the nature of the construct to be tested. This can be done 

by defining the construct theoretically. By eliciting a theoretical definition of the construct to 

be assessed, the test developer provides the basis for considering and investigating the 

validity of the interpretations of the final outcomes. Also, this theoretical definition provides 

a ground for the development of the kinds of tasks to be used to test takers further in the 
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operationalization stage. Currently, the theoretical constructs in language tests are divided 

from a theory of language ability, syllabus specifications, or, in some cases, both. 

 Developing a plan for evaluating the qualities of tests usefulness 

This activity is about to include a plan for evaluating the qualities of test usefulness that 

should be a part of every stage in the test development process. The plan includes an initial 

consideration of the setting minimum acceptable levels for each, and a set of questions in the 

form of a checklist to be asked about each task developed. The feedback will be assessing 

usefulness in pretesting and administering and providing a wide range of information that can 

serve in analysing the situation. In sum, this plan for evaluating the qualities of test-

usefulness includes procedures, such as a descriptive analysis of the final test scores, 

estimates of reliability, and appropriate analysis of the qualitative data. 

 Identifying resources and developing a plan for their allocation and 

management 

This last activity involved in the design stage is about the availability of the resources 

(human, materials, time) that will be required and that need to be available during test 

development. This activity aims to provide a basis for providing the potential quality of 

practicality of the test. Also, it seeks to monitor this quality throughout the test development 

process. 

4.4.2 Stage 2: Operationalization 

Operationalization is a practical stage. The intent of this second stage in the test 

development process is to yield what has been specified so far, as test constructs on the 

ground. In precise terms, it is about the preparation and conduct of the first actual operation 

of a test. Generally, this procedure can be fulfilled through the designing of what is likely 

named in the language-test development process as the blueprint (Weir, 1990). For Bachman 

and Palmer (2000), a blueprint consists of characteristics pertaining to the structure, or 
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overall organization of the test, along with test tasks specifications for each task type to be 

included in the test. In this blueprint, the test developer has to make clear the content of the 

test. The beginning would be the elicitation of test specifications. The latter is a form 

exponent to be included in the test. Ostensibly, a blueprint considerably differs from the 

design statement, which was displayed and elucidated earlier, in that in a blueprint there is a 

need to discuss and describe how actual test tasks are to be constructed, and also how these 

tasks are to be arranged to form the test. In such a procedure, each task has to be well 

differentiated from the other existing tasks. In addition to this, another part that needs to be 

evaluated in this stage is to elicit a set of test methods from which a test developer is expected 

to select some to adopt in the developed test. Customarily, this is a very crucial procedure 

since it stands as a background that enables to vary the test methods and helps in avoiding to 

be fixed on the same testing activities and hence allows a better judgment of the test takers' 

performances; what is required here is to devise appropriate test methods that are usually 

relevant to the intended purposes a test developer is supposed to attain.  

Next, once the elaboration of the content of the test is finished, the test developer 

should turn to the issue of test framework. This specific matter includes defining as clearly as 

possible the structure of the test, make explicit the number of parts in one test, identify the 

number of tasks per test, and finally, indicate in precise terms the time allocated for each task. 

Doing these, the following step would be to write test instructions. This procedure involves 

describing fully and explicitly the relationship between each task and its correspondent 

instruction; what is usually specific on this point is that some instructions are general and 

apply to the test as a whole, whereas others are closely very linked with specific test tasks. 

The primary purpose of test instruction is to insure that test takers understand fully the exact 

nature of the testing procedure, and how they are going to respond to these tasks. The 

essential components of test instructions, therefore, are: 
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 Statement of the purpose (s) for which the test is intended, 

 Statement of the abilities or constructs that the test is intended to measure, and 

 Specification of the procedures and tasks. 

If instructions are to accomplish their purposes, then there is a need to make them 

understood by the test takers. In deciding how best to make the instructions understandable, 

some criteria must be paid some attention. These are: 

 The language, 

 The channel through which the instructions are presented, 

 The need for providing examples, and 

 Also the need to pre-test the instructions with test takers. 

About the kind of language these instructions one should bear, it is essential to take into 

consideration the amount of difficulty of this language. What is recommended at this level is 

that the more the language is clear and straightforward, the less ambiguous and confusing the 

instructions will be. In this sense, test takers are expected to understand what they are asked 

to do from just reading the instructions and not spending their time in decoding the questions 

posed. Here, understandability can be facilitated by presenting the instructions in a channel 

that is most appropriate to the purpose and abilities to be answered, and that test takers are 

most likely to find easy. This means that in tests whose input is presented in the normal 

channel, instructions are also typically presented in this way. To make this last assumption 

clear enough, let us consider instructions for completing a test with tasks that require 

typically to be presented in writing, it is crucial to adopt the channel that is based on 

composing and only that. However, in tests with listening or speaking activities, which 

typically involve input in aural channel, instructions would be presented in this channel. 

The final step in this phase is to devise a scoring method. This process consists in 

establishing a method for quantifying responses for test tasks. It involves two fundamental 
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operations. First, it is important to identify the criteria by which the quality of test takers' 

responses will be identified. Second, there is a need to determine the procedure that will be 

followed to arrive at a score. Certainly, these two steps are thus essential to reach a measure 

to any qualitative, descriptive information from the responses of the test takers. Because the 

measure that test developers obtain are seen to be essential in assisting to making decisions 

about test takers, the method used to arrive at the scores is also crucial in the whole testing 

process. 

In determining what a scoring method to use, two aspects of test development, 

discussed previously need to be considered. These are the theoretical definition of the 

construct to be measured, and the other one is the test-task specifications. For the former, the 

way one defines the construct for a particular situation will determine which areas of 

language ability that has to be scored, and the role of typical knowledge in the scoring 

method. Besides, the construct definition will also determine the type of score to be reported, 

whether this is a profile for scores for different areas of language ability, a single composite 

score, or both. For the latter, it is found that how the way the test-task is specified to define 

the type of the intended response has a clear implication to the final score. Thus, tasks 

intended to elicit a selected response can generally be scored objectively, whereas if the 

intended response is limited, it is necessary to consider the nature of the language of the 

intended response in determining the specific scoring method to be used. 

4.4.3 Stage 3: Administration 

The administration stage of test development involves submitting the test-to-test takers, 

collecting information, and analysing this information for two purposes: 

1. Assessing the usefulness of the test, and 

2. Making the inferences or decision for which the test is intended. 
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To accomplish these two purposes at the final stage in the test development process, a 

test developer should describe the procedures that s/he is expected to follow for administering 

a test, and, then, has also to explain aspects that are related to this stage. Concerning the 

procedures for administering a test, the first step is to prepare the testing environment to be 

consistent with the suggested test specifications in the test blueprint. This involves arranging 

the place of testing, or setting, materials and equipment, personnel, time of testing, and 

physical conditions under which the test is administered. To provide an example of this 

aspect, for instance, if the test requires testing the speaking skill, the design specifications 

need to choose a large place to allow the test takers to perform the test in a suitable 

environment. The preparation of the materials appropriate to testing this skill requires an 

organized choice of the technical instruments. In short, behind this first step is to maximize 

the usefulness of the test by making the physical conditions under which the test is 

administered appropriate for the purpose it intends.  

The next step is to maintain a supporting testing environment throughout the test. This 

includes avoiding distraction due to some external factors, such as temperature, noise, 

excessive movement and others. It is important for the test developer to think through what 

kind of assistance s/he wants to be provided during the test before administering it. Much of 

the time, this assistance focuses more on the test-taking environment to control variability in 

order to enhance reliability. This means that equal consideration to all test takers should be 

given in order to conduct them to perform at their best; in the meantime, this makes them 

avoid discontent before being tested. A fact that often leads to negative influences on the test 

takers' final outcomes. In this respect, setting a supportive test taking environment needs to 

be carried out with all qualities of test usefulness. Again, this could be realized only by 

thinking through what kind of assistance one needs to provide to control the set of variables 

in the setting in order to enhance the degree of reliability. The final step in administration is 



 

 

195 

 

collecting the tests. For many testing specialists, the behaviour preceding the act of collecting 

the tests is important since if it is done in a way that does not harm the test takers' feelings, it 

can be a positive contribution to the overall usefulness of the test. For instance, as a good 

behaviour, instead of hurrying to collect the tests, the test developer might give test takers a 

chance to write down a few comments on their experience. While test takers are providing the 

feedback, the test developer can quietly collect the answer sheets. This simple behaviour can 

greatly contribute in making the test takers respond the questions of the tests at their best. 

This directly leads to contribute to the whole usefulness of the test. 

About the aspects of test administration, test developers usually distinguish between 

pre-testing and operational testing; pre-testing is to collect information about test usefulness 

in order to make revisions in the test itself and in the procedures for administering it, rather to 

make inferences about test takers. The purpose on carrying out this step is to gain mostly 

qualitative feedback. This feedback can show areas of problems in relation to tasks, 

instructions, and administrative procedures. Following this, the next step in the pre-testing 

cycle is usually a field trial in which the test is administered under operational conditions. 

The purpose of a field trial is to collect data for assessing usefulness, and not to take 

inferences about test takers. What is noticeable about these activities is that, in some cases, 

they are reduced or completely omitted. It is the case with classroom tests where in such 

procedures could be limited because of the nature of this type of tests. However, it is 

advisable that submitting the test to students or follow teachers in advance is a good idea 

since this can provide useful information to improve it.  

Because one of the major aims of the present research is to sensitize EFL teachers in 

the context under exploration that the issue of test development is a very systematic process, 

it is essential that those practitioners have to go through an entire operation of creating and 

using the tests they often develop. To reiterate, this particular process is organized into three 
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stages that were in some detail explained in this section. What should be kept from this 

description is that the latter serves as a theoretical background on which the suggested ATM 

in this study rests. In other terms, the conceptual framework that has been elaborated so far 

would guide teachers of English language in the Algerian secondary schools develop useful 

achievement tests that themselves could reach valid and reliable final outcomes. Following 

this theoretical presentation of the ATM, the next section is going to display this model in its 

practical manifestations. Of course, the intention of this sectioning is expected to urge EFL 

teachers to be systematic, and give them an opportunity to make, consider, and revise the 

decisions they have taken in one stage or another. 

4.5 A Rationale for the Alternative Testing Model 

This section describes the suggested ATM for EFL students in the Algerian secondary 

schools in Biskra region. As has been discussed is section 4.4, the present section is divided 

into two sub-sections. Sub-section One presents the major elements that are an integral part to 

the design stage. In the second sub-section, practical considerations on the ATM will be 

identified. 

4.5.1 Test Design 

4.5.1.1 The Purposes of the test 

The ATM aims at helping teachers to: 

 Understand how students are progressing in learning the content of the 

programme devised for them in achieving the instructional objectives. In other 

words, teachers have to see the degree to which their students meet minimum 

standards of mastery of the content of syllabus, and the relevant objectives; 

 Find out more about students' weaknesses and strengths; 
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 use information from the assessment as a new basis for future lesson planning and 

preparation; 

 provide evidence of the results of instruction and learning, and hence feedback on 

the effectiveness of the teaching programme. Therefore, teachers have to proceed 

to making appropriate decisions. Decisions about instruction include determining 

what parts of unit/theme have been taught and which parts require review; 

 provide information relevant to making decision about students such as what 

specific kinds of learning materials and activities should be given to them. 

 provide systematic feedback for the teacher. s/he can see how well the students 

did on the material tested and check any discrepancies between areas of 

instruction or review; 

 clarify instructional objectives and their relevance to instructional materials and 

activities of students following the programme of instruction; and 

 assess the effect of the programme of instruction with regard to students' 

development in the ability to communicate appropriately and efficiently and their 

ability in exploring and exploiting materials related to instruction. 

4.5.1.2 Characteristics of test takers 

1. Personal characteristics 

EFL students, subject of this investigation, are both males and females. Their age is 

between 15 and 17. They come from different socio-economic background. Their native 

language is Arabic. English for them is the second foreign language after French. They have 

started studying English language since the first year in the middle school. At the end of their 

secondary school studying cycle, they are expected to have spent seven years studying that 

language. They are also supposed to be familiar with achievement tests. What is noticeable 
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about this matter is that the contents of these tests might vary from one class to another, 

depending on the contents of the programme taught by teachers. 

2. Topical knowledge 

It is fair to mention that those students have not a special topical knowledge. What is 

significant on this point is that the topical knowledge includes the same course content with 

all its prevailing language, structures, and vocabulary. The students in this context have 

pursued the same academic studying cycle; they have been taught with the same syllabus, 

approaches methods, techniques, and they used the same textbooks. 

3. General level and profile of language ability 

Having got the same socio-cultural background, living in the same environment, and 

studying using the same instruments do not obligatory mean that these students have the same 

language proficiency. The levels and abilities of those students can usually be tailored by 

other mental and affective characteristics. Generally, these concern the cognitive capacity and 

psychological make-up of each student. Certainly, these two features always affect how a 

student grasps and processes the amount of knowledge s/he is presented with, and, of course, 

it leads to different learning styles. In precise terms, you may sometimes find within the same 

group of students in a given class different levels of achievements. On one hand, students 

with a high aptitude to learning a language are usually able to have a good mastery of the 

subject learnt in a quite short time and with an ascendant progress. On the other hand, another 

category of students with a low aptitude to learning that often hampers them to attain a better 

achievement level. 

4.5.1.3 Definition of Constructs to be Measured 

For this ATM, a syllabus-based construct definition is used. The constructs to be 

measured are specified in terms of the target learning objectives that are set out in the 

syllabus. In broad senses, the general aim of the learning objectives set out in the syllabus for 
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EFL learners in the Algerian secondary schools is to reinforce knowledge and skills 

following the four-year course received at the middle school. In addition, these instructional 

objectives seek to develop basic competencies through various activities that EFL learners at 

this stage should develop. These competencies are determined in precise terms in the syllabus 

as follows: 

 Interact orally in English 

 Interpret oral and written messages 

 Produce oral and written messages 

To make these instructional objectives more explicit, they are categorized as to enable 

EFL learners achieve communication in its various forms, aspects, and dimensions. Besides, 

to developing these cited competencies, the objectives could be achieved through the 

development of the learners' mental abilities because they are seen to be fundamental for any 

acquisition of knowledge. Those latter are stated as follows: 

 Knowledge to be able to state - recall - reproduce. 

 Comprehension to be able to predict - identify - explain - illustrate. 

 Application to be able to predict - select - use - construct. 

 Synthesis to be able to summarize - argue - organize - conclude. 

 Evaluation to be able to judge - select - support - attack - evaluate. 

In this sense, students are expected to master the basic characteristics of language, 

which are: 

 Listening to and understanding oral message. 

 Expressing oneself with a certain fluency so as to be understood. 

 Reading and understanding of various kinds of authentic texts. 

 Mastering different writing skills and writing about major features of this 

language. 
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4.5.2 Test Development 

4.5.2.1 Test Contents 

4.5.2.1.1 Test Specifications 

For the ATM, a syllabus-based construct definition is used; this includes specifying 

language contents and exponent that were presented to students in lessons. Examples of these 

are: 

1. Functions 

2. Skills 

3. Grammar 

4. Vocabulary 

For convenience, the researcher proceeds to display an example of test specifications to 

develop achievement test for second year EFL classes in the Algerian secondary school. The 

choice of this level among the secondary cycle is interpreted by the fact that it corresponds to 

the population targeted in this research. However, what is worth mentioning on this point is 

that what is applicable on this level can also be applicable to the other two remaining levels, 

which are the first and the third year levels. 

A review of the contents of the second year syllabus shows that the latter consists of 

units. They are organized topically as in all secondary school textbooks (see Table 4.1). The 

students are expected to prepare projects after every unit. The project is the final task. It 

requires the application of both types of cognitive skills: ‘lower order’ skills, which imply 

acquiring new knowledge, understanding new facts, and ideas and applying them to solve 

problems; and, on the other side, ‘higher order’ skills that are about analysing information by 

breaking it into small parts and patterns and evaluating new information by forming opinions 

and judging the quality of that new information. 
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Unit 

Branches 

Technology (Maths) 

Experimental Sciences 
Accountancy, 

Economy 
Letters, 

Philosophy 
Foreign   

Languages 

Unit 1: Diversity   + + 

Unit 2: Peace and 

Conflict Resolution 
+ + + + 

Unit 3: Poverty and 

World Resources  
+ + + + 

Unit 4: Technology 

and Innovation 
+   + 

Unit 5: Fiction or 

Reality 
-  + + 

Unit 6: Disaster and 

Safety 
+ + + + 

Unit 7: Management 

and Safety 
 +   

Table 4.1: Units and their distribution per branch. 

Each unit consists of five main parts: 

1. Part One: describing language (constituents of language). 

2. Part Two: developing skills/build basic language skills and intellectual skills. 

3. Part Three: putting things together (project itself). 

4. Part Four: where do we go from here? (Self-assessment). 

5. Part Five: exploring matters further exclusive reading, acquisition of 

vocabulary and consolidation of grammar). 

4.5.2.2 Test Methods 

The main proviso for testing within the ATM is that test methods as far as possible 

reflect the range of contributory skills and content coverage that are included in the designed 

test specifications. It is also crucial the developed achievement tests should have a strong 
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washback on practice in the classroom. In this sphere, test methods are used to construct tests 

but are not in themselves tests. There is some evidence in the literature (see Weir, 1988; 

Bachman & Palmer, 2000) that test methods if chosen in the right way when developing a 

language test could make such a test valid and reliable, and hence affect the test takers’ final 

outcomes positively. 

In what follows, a list of very useful test methods is proposed that EFL teachers who 

adopt the ATM can refer to whenever they come to develop achievement tests for their 

classes. It should be made clear that the process of addition of test methods has to remain 

open and flexible when the test developer thinks that there is a need for that. All what one has 

to consider is that the choice of any test method should be congruent to what will be tested 

and serves the appropriate assessment that the test itself intends to attain. Thus, the test 

methods to be integrated in the ATM are as follows: 

1. Multiple choice 

2. Dichotomous items 

3. Matching 

4. Information transfer 

5. Listening recall 

6. Ordering tasks 

7. Gap filling 

8. Selecting deletion gap 

9. Cloze 

10.Dictation 

11.Editing task 

12.Controlled writing tasks 

4.5.2.3 Testing the Major Macro-skills and Language Components 

4.5.2.3.1 Testing Listening 

Testing listening is testing the learners' ability to comprehend any kind of discourse, 

and, in the meantime to discriminate phonemes and the mention of what has been heard. 

However, on these abilities two different views are identified. First, a view that focuses more 

on discrete listening items, such as sound recognition, intonation, and stress through the use 

of short items. The sum of these discrete sub-skills should be equivalent to the learners' 

proficiency in listening. Second, another view seeks to differentiate between tests of listening 
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auditory discrimination and decontextualization test of listening. The shift from the first view 

to the second is characterized by more emphasis on meaning and communication rather than 

a mere concentration on discrete and isolated items of discourse. Therefore, in regard to these 

two isolated different approaches to testing listening, in the ATM, it is believed that 

associating the two views could be of a great usefulness for both teachers and students to 

obtain insightful feedback for the process of assessing this skill. Indeed, approaching the 

assessment of listening in this way provides more inferential final outcomes. At the level of 

test development, this enables to maximize the major two test-qualities validity, and 

reliability. In this respect, in sub-test one in the ATM, two sections about testing listening are 

proposed, section one deals with testing listening in context, whereas section two is about 

testing only discrete listening items. This procedure aims at yielding useful achievement tests 

that repair the absence of testing listening in the Current Testing System. 

1. Objectives 

In the ATM, the fundamental objectives of testing listening are to enable test takers to 

recognize without too much effort the following: 

 sound patterns, intonation patterns, stress, and word grouping; 

 grammatical sequences; 

 modifiers, and 

 hesitation expressions; 

 understand different types of aural messages linked to everyday 

activities, such as face-to-face conversation, telephone conversations, 

and recorded conversations, and; 

 finally, understand the main basics of a talk delivered in Standard 

English on various cultural and/or social themes. This talk would be 

worked out in terms of texts, grammar, overall organization, and other 

possible interpretations. 
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2. Type of texts 

To test listening, the ATM proposes to choose texts from authentic materials consisting 

of utterances with a high probability of use by native speakers of English language. All what 

is recommended is that these materials should correspond to the overall language proficiency 

of test takers. For instance, utterances and speech should be delivered at normal speed with 

standard language, and preferably that these utterances and speech contain a number of 

pauses. With the progress of lessons and the school year, the level of these texts could 

advance to judge how much students have improved. Anyway, what is essential is that the 

materials included in testing listening should respect the standard norms of the language 

taught in class. 

3. Possible methods 

In line with the suggestions elicited in the ATM, the possible methods proposed to 

testing listening are equally applicable for using their formats to assessing that skill. 

Examples of these methods are described below: 

i. Multiple Choice Questions (MCQs): 

In testing listening, this test method could be effective in that: 

 The marking process is totally objective. 

 Agreement is usually reached as to the correct answer for each 

item. 

 The marking is simple and rapid and often more cost effective. 

 It is less time consuming and demanding. 

 It is very useful with testing extensive listening skills. At this level, 

the main objective of a listening test is to evaluate the test takers' 

comprehension. 
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ii. Short Answer Questions (SAQs): 

Contrary to the previous test method, a short answer test method is a technique that 

requires test takers to write down specific answers in spaces provided on the test paper. The 

test method is extremely useful for testing listening because: 

 Answers are not provided for the test takers as in multiple choice; 

hence, if a test taker gets that answer right, one is more certain that 

this has not occurred for reasons other than comprehension of the 

test. 

 With a careful formulation of the questions, a test taker’s response 

can be brief and thus a large number of questions may be set in this 

format, enabling a wide coverage. 

 If the number of acceptable answers to a question is limited, it is 

possible to give fairly precise instructions to the test developer 

who marks them. 

iii. Information Transfer 

This test method requires from the test taker to transform a verbal information into a 

non-verbal form, for example, by labelling a diagram, completing a chart, or numbering a 

sequence of events. The merits of this test method are as the following: 

 A particular advantage for using information transfer in assessing 

listening is that test takers do not have to process written questions 

while trying to make sense of the spoken input. It is particularly 

efficient for testing an understanding of sequence, process, 

relationships in a test and classification. 
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iv. Dictation 

This test method involves test takers listening to dictated material that incorporates oral 

passages typical of those they might encounter in target language situations. The advantages 

of dictation in assessing the listening skill are summarized in these points: 

 A dictation can provide more reliability to the listening test 

through a large number of items that can be generated, as well as 

being valid for specific strategies where dictation might feature as 

a target group activity. 

 It is considered to be effective in listening since it reflects more 

faithfully how test takers process language in real-life contexts. 

Also, it is a welcomed test method in assessing this skill because as 

a testing device it measures two different language features to be 

useful in providing means of assessing any one particular skill. 

 An important factor in incorporating this test method in assessing 

listening is because it is an effective device in testing listening 

comprehension since it assesses a broad range of integrative skills 

and sub-skills. 

 This test method enables test takers not only to discriminate 

phonological units, but also their ability to make decisions about 

word boundaries: in this way, a test taker discovers sequences of 

words and phrases that make sense and from these s/he 

reconstructs a message. 
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v. A listening recall 

The premise of this test method is that the test taker is given a passage from which 

certain words have been omitted. The words deleted are normally content words felt to be 

important to an understanding of the discourse and the blanks occur at increasingly frequent 

intervals. Test takers are given a short time to listen and read over the text; they have to fill in 

the blanks. The advantages of this test method are: 

 Like dictation, it can be administered rapidly and scored objectively, 

and also it allows the test taker to focus on test items which are 

deemed to be important. 

 It is very applicable to testing a large number of students since it is 

easy to construct, administer, and score. 

Besides, other test methods that can be incorporated in assessing listening include 

examples, such as: 

 Note taking 

 Paraphrasing 

 Choosing a title 

 and others. 

4.5.2.3.2 Testing Speaking 

The introduction of a speaking test seems the most notable feature of the ATM. What is 

significant on this particular skill is that all of the teachers in the context under study but one 

used English as their means of classroom communication in English lessons, but they rarely 

focused on to develop the speaking abilities of their students. For most of these teachers, it 

was generally not felt important to do specific work on speaking since it was not part of the 

Current Testing System and none of the students needed to take the test of this skill. This 
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belief has a great impact on their students' performance in this ability in particular and 

English in general. The challenge set out in this proposed new testing system in this study is 

to incorporate a sub-test testing speaking in order to repair the existing anomalies.  

A basic assumption made in the ATM is that the assessment of the speaking skill aims 

the development of the ability to interact successfully and efficiently in the target language, 

and that this involves both comprehension as well as production. These two features should 

offer plenty of hope for meeting the objectives for testing this important skill. Following the 

pattern of the previous sub-test, we will deal with the same points in turn below. The 

beginning would be an elucidation of the objectives that the testing of the speaking skill in 

the ATM target: 

1. Objectives 

In the ATM, the categorization of the objectives of assessing speaking relies on three 

fundamental types. These types of purposes are: 

a. Informational purposes:  Test takers should be able to: 

provide personal information; 

provide non-personal information; 

describe sequence of events; 

make comparisons; 

give explanations; 

present an argument; 

provide required information; 

express need; 

elicit help; 

seek permission; 

apologize; 

elaborate an idea; 

express opinions; 

justify opinions; 

complain; 

analyse; 

make excuse; 

paraphrase; 

summarize what they have said; 

express references;  

make comments; and 

indicate attitude. 
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b. Interactional purposes: Test takers should be able to: 

 express purpose; 

 recognize other speakers' purpose; 

 express agreement; 

 express disagreement; 

 elicit opinions; 

 question assertions made by other 

speakers; 

 modify statements or opinions of other 

speakers; 

 attempt to persuade others; 

 check that they understand or have been 

understood correctly; 

 elicit clarification; 

 correct themselves or others; 

 indicate understanding (or failure to 

understand); and 

 indicate uncertainty. 

c. Purposes in managing interaction: Test takers should be able to: 

 initiate interactions; 

 change the topic of interaction; 

 share the responsibility for the 

development of an interaction; 

 take their turn in an interaction; 

 give turns to other speakers; 

 come to a decision; and 

 end an interaction 

2. Types of Materials 

As said previously in the development stage in the test specifications form, it is 

important to sample the contents of what has been taught in class and is suggested in the 

relevant syllabus. Thus, the type of materials to testing this skill has to do more with tasks, 

such as: 

 Presentation (monologue) 

 Discussion 

 Conversation 

 Interview 
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In line with these tasks, the selected topics should correspond to some particular 

aspects, such as: 

 Background/Nature: the topics should be familiar and interesting to the 

test takers. 

 Language: the kind of language has to be the same as the one known as 

the standard British English (this is what the syllabus recommends) 

 Accent: it should be Received Pronunciation, or as it is also known as RP. 

 Style: commonly the style should be formal. However, in some cases, it 

is also advised to choose some topics from informal language. This 

makes students acquainted to different language styles. 

 Vocabulary range: generally the diction should be taken from what the 

students studied in their class. Some vocabulary-items on the technical 

jargon are preferably to be avoided. 

 Rate of speech: this rate has to vary according to the task and topic 

presented in the test. 

What is more, specifying the objectives into three different categories (Informational, 

interactional, and management), as it is the case above, should help in creating tasks which 

will elicit a representative sample of each. It is indicated that the greater the detail in 

specifications of content is, the more valid the test is likely to be. In this context, teachers 

may wish to select any set of specifications for their own purposes. 

3. Possible methods: 

Having established what it is that needs to be tested, there is available a range of test 

methods of varying types. In what is next, it will be a review of some potentially valid test 

methods and techniques to test speaking that are integrated in the ATM. 
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a. Verbal essay 

Following this test method, the test taker in expected to speak for a short time (often 

this time is pre-arranged by the test developer according to the time allocated for the whole 

test), on either one or more specified topics. The merit of this test method is: 

 The test taker has to speak at length which enables a wide range of criteria 

including fluency to be applied to the output. More discrete short 

questions or pointed situations to which the test taker has to respond 

often severely limit the range of criteria that are applied.  

b. Oral presentation 

The test taker is expected to give a short talk on a topic s/he has either been asked to 

prepare beforehand or has been informed shortly before the test. The difference between this 

test method and the verbal essay is that in the former the test taker is allowed to prepare for 

the task, whereas in the latter s/he is not. Its advantage is that:   

 It is often very effective to get the test taker to talk about a topic s/he 

knows in advance what it is about. Experience has shown that in the 

case of this test method even though time is very short, the test taker 

finds it easier to talk and express his/her ideas. What is also important 

in assessing speaking here is that this technique permits to elicit a 

sufficient sample of the test takers' speech for sensitive assessments to 

be made.  

 By integrating the task with the previously proposed tasks in class, the 

oral task can be made to equate realistically with real-life tasks that the 

test taker might have to perform in the target situation. 
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c. Information transfer: description of a picture sequence 

The test taker sees a panel of pictures depicting a chronologically ordered sequence of 

events and has to tell the story. The test taker is given some time to study the pictures. Some 

of the advantages of this test method are: 

 The task required of the test taker is clear. It does not require him/her to 

read or listen and thereby avoids the criticism of contamination of 

measurement provided by the pictures that are not culturally or 

educationally biased. 

 It can be very efficient to enable the test taker to provide an extended 

sample of corrected speech which allows the application of a wide range 

of criteria in assessment. It is also useful in making the test taker use some 

language components like the tense. 

 This test method is valuable because it relies on the pictures since it 

enables test takers to show their mastery of the target language. 

d. Interaction tasks: information gap 

In this particular test method, the test takers work in pairs and each is given only part of 

the information necessary for completion of the task. They have to complete the task by 

getting missing information from each other. Test takers must communicate to fill in an 

information gap in a meaningful situation. The merit of this test method is that:  

 It is a good example where the test taker is expressed to communicate 

and hence show how much s/he masters the language. It aims to assess 

appropriately the performance of this test taker. 

 As a normal feature of the interaction, a test taker can use question 

forms, elicit information, make requests, ask for clarification, and 

paraphrase in order to succeed in the task. 
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4.5.2.3.3 Testing Reading 

Because it is a receptive skill, the testing of reading bears quite the same characteristics 

as testing listening. It is due to this similarity that what is generally proposed as test methods 

in testing listening can be used to test reading. Crucially, through the reading skill, students 

are expected to be able to: 

 recognize the structural clues such as clauses, words, transitions, and 

tenses. 

 distinguish word grouping and relationships with other word groupings 

(sentences, part of sentences, ...), and 

 anticipate what probably follows while holding in our intermediate 

memory elements from what precedes. 

The information students often derive from reading are various. Currently, these are as 

the following:  

 Grapho-phonic information i.e., sound-symbol relationship 

 Syntactic information derived from structures. 

 Semantic information i.e., content words 

 Socio-cultural information or information derived from specific cultural 

connotations.  

1. Objectives 

In the ATM, the objectives of testing reading are directly related to the students' needs 

or the course that are identified in the syllabus. Commonly, these set out reading objectives 

may be thought of as: 

 scanning the text to locate specific information, 

 skimming the text to obtain the gist, 
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 reading and showing understanding of views of various kinds of 

authentic text (narrative, descriptive, argumentative) of intermediate 

difficulty, 

 identifying major ideas, sub-points, and supporting details, 

 recognizing the rhetorical devices that typically go with difficult types of 

development ideas in writing, and  

 recognizing structural patterns typical of specific types of writing. 

2. Types 

In the ATM, the chosen supporting texts to be included in the part of the test testing 

reading should obey some specific features. These are as the following: 

a. Types of texts 

The type of texts must take into account the typology of texts presented to students in 

instruction. Students need to be familiar with these texts, but they should not be a copy of 

them. 

b. Sources of the texts 

An important criterion when time comes to assess the reading skill is to choose the 

supporting texts. What is suggested in the ATM is that the sources of texts must be varied. 

Test developers can refer in addition to the official textbooks, to newspapers, magazines, 

academic journals, letters, internet, and the like. Crucially, it is advisable to opt for 

supporting texts that are intended for a native-speaking audience. Meanwhile, these texts 

should not go beyond the general proficiency levels of test takers because the type of texts 

that is developed in this new testing system is meant to evaluate students' achievement in 

English language, and not their proficiency. An additional remark that is hopefully to be 
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considered by a test developer concerns to mention the source or sources of the text if it is 

integrally taken or adapted from an external source. 

c. Degree of difficulty of texts 

In the ATM, a common feature about the supporting texts is that they should be of an 

intermediate difficulty. It goes without saying that in the case of this newly, introduced 

testing system, the adopted texts in assessing reading need to correlate with the common 

overall level of test takers. More importantly, test developers should not choose texts of 

particular kind simply because they are readily available. 

d. Length of texts 

In the ATM, the length of the supporting texts must take into account the time allocated 

for the test, the number of test-items, and the general level of the test takers that will be 

assessed. Generally, the model proposes supporting texts of a number of words that varies 

between 170 and 200. 

e. Language complexity 

In the ATM, assuming that it is only the reading ability which is going to be tested, test 

developers should not chose texts with a high degree of complexity. Instead, it is more 

appropriate to select supporting texts that are accessible to the test takers. This does not 

obligatorily imply that these test developers have to choose texts that students have already 

read or in close approximation to them. Besides, in this model, it is preferably to opt for texts 

that have not be culturally laden. The texts should not excite or disturb test takers. Rather, 

they have to be part of their interests and relevant to what they have learnt in class. 

 

 

 



 

 

216 

 

3. Possible methods 

The test methods, which are thought to be appropriate testing reading, include 

examples, such as: 

a. Multiple-choice Questions (MCQs) 

As has been mentioned so far in the part devoted to testing listening, this test method is 

also applicable to assessing reading. Some additional merits of this technique could be: 

 With this test method, an almost complete marker reliability is 

reachable. The test takers' scores, unlike those in the subjective 

formats, cannot be affected by the personal judgement or 

idiosyncrasies of the teacher. The marking, as well as being 

reliable, is simple, more rapid, and more cost effective than other 

focus of written tests. 

 Because items can be pre-tested fairly easily. It is usually 

possible to estimate in advance the difficulty level of each item 

and that of the test as a whole. 

 The format of the multiple-choice questions test method makes it 

easy for test takers what is required of them. In open-ended 

format ambiguities in the wording of questions may sometimes 

lead to the test takers submitting answers to questions different 

from those which the teacher intended to ask. 

 In some other test methods such as short questions or questions 

that have open-ended formats, the test taker has to deploy the 

skill of writing. The extent to which this affects accurate 

measurement of the trait being assessed has not been established. 
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The multiple-choice questions test method avoids this particular 

difficulty. 

b. Short answer questions 

This test method bears the same principles that were described in the part talking about 

the same technique testing the listening skill. In addition to what has been said under this 

skill, short answer questions are very useful to assess the reading ability. In reference to this, 

most advantages of the use of this technique in this specific domain can be summarized as: 

 Activities such as inference, recognition of a sequence, 

comparison and establishing the main idea of a text, require the 

relating of sentences in a text with other items which may be 

distant in the text. This can be done effectively through short 

answer questions where the answer has to be sought rather than 

being one of those provided. 

 More importantly, this test method in this area can also provide 

more reliable data about test takers' reading ability. 

c. Cloze 

It is described as the test technique where in words are deleted from a text after 

allowing a few sentences of introduction. The deletion rate is mechanically set, usually 

between every fifth and eleventh word. Test takers have to fill each gap by supplying the 

word they think has been deleted. About this test method, there is a good deal of supportive 

evidence in the literature for using the cloze format. Some of its merits are: 

 This test method is easy to construct and easily marked if the 

exact word scoring procedure is adopted. 
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 This technique of testing reading is considered to present a high 

degree of consistency since with a fifth word deletion rate a large 

number of items can be set on a relatively short time. 

 In the literature, cloze tests are often regarded as valid and 

uniform measures of reading comprehension. 

d. Selection deletion gap filling 

To overcome some negative findings due to the mechanical deletion cloze, selection 

deletion gap filling has been proposed. In its essence, this test method consists in selecting 

items for deletion based upon what is known about language, about difficulty in text, and 

about the way language works in a particular text. Linguistic reasoning is used to decide on 

deletions. The advantages of this method are as follows: 

 Selective deletion enables the test developer to determine where 

deletions are to be made and focus on those items which have 

been selected a priori as being important to a particular target 

audience. 

 It is also easy for the test developer to make any alternation 

shown to be necessary after item analysis and maintain the 

required number of items; this might involve eliminating the 

items that have not performed satisfactorily in terms of 

discrimination and facility value. 

e. Information transfer 

In testing listening, we have referred to this test method as one of the welcomed 

techniques to be used. Similarly, in testing reading, this type of test methods stands as one of 

the most useful. Information transfer consists in transforming information from a test through 
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reading to label a diagramme, complete a chart, number a sequence of events, or other tasks; 

two main merits of this test method are elucidated below: 

 This test method is suitable for understanding a process or 

classification on narrative sequence. Also, it is effective in testing 

a variety of other text types. 

 It is realistic and its authenticity gives it a high degree of validity 

in these contexts. 

4.5.2.3.4 Testing Writing 

Writing is the act of the expression of ideas in a consecutive way according to the 

various conventions of the language; the major concern of developing writing is to achieve 

accuracy. To realize this, students need to handle a set of tasks. First, they have to get an 

understanding of the whole system of the target language. Second, they should be successful 

in choosing the suitable mechanics devices, mainly punctuation, and know how to use it 

appropriately. Next, it is crucial that students get a good control of the language exponents, so 

that they manage to produce a piece of writing comprehensive for those who read it. Finally, 

they should be able to select from a range of possible combinations of words those ones that 

bear the right sense. Hence, they should be sure that these selected diction and lexical items 

belong to the appropriate register. 

1. Objectives 

In the ATM, two fundamental objectives of testing writing are described as: 

 To measure the adequacy of expressing some information received from what 

test takers have learnt in their lessons through the exploration of the various 

didactic units and their relevant sub-themes, 
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 To judge the extent to which test takers are able to provide an accurate piece of 

writing taking into account aspects, such as: the information required, the 

grammatical accuracy, the appropriate lexical choice, the way how ideas are 

arranged, and the general idiomatricity i.e., the feeling for authenticity. 

2. Possible methods 

In the Alternative testing Model, two approaches are proposed. Firstly, writing can be 

divided into discrete levels e.g., grammar, vocabulary, spelling, and punctuation, which 

themselves are to be assessed separately through objective tests. Secondly, more direct 

extended writing tasks of various types could be constructed. These would have greater 

construct, contents and face validity, but would require a more objective assessment. 

Below is going to be a short account of some test methods incorporated in the present 

testing system that are a combination of the different approaches. Some of them are: 

a. Editing tasks 

In this test method, the test taker is given a text containing a set of errors of grammar, 

spelling, and punctuation of the type noted as common by remedial teachers of students in the 

target group, and is asked to rewrite the passage making all necessary corrections. Some of 

the advantages of these test methods are:  

 As well as being a more objective measurement of competence, 

this task may have a good washback effect in that test takers may 

be encouraged to elicit their written productions more carefully. 

 It is more face valid than other indirect techniques as it equals 

part of the writing process. 
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b. Composition 

This test method is very traditional for getting test takers produce a piece of writing. It 

varies from a limited number of words to several sentences. The particularity of this test 

method is that the test taker is not guided or controlled in any way as to how s/he is expected 

to answer the question. Some of the merits of this test method are: 

 The topics are extremely easy to set. Also, it is a familiar test 

method to both the test developer and test taker. 

 It is suitable for testing sub-skills such as the ability to develop 

an extended argument in a logical manner, which cannot be 

tested in other ways.  

 The big advantage it shares with other test methods of extended 

writing is that the sample of writing is produced which can 

provide a tangible point of reference for comparison in the future. 

c. Controlled composition 

In this test method, test takers are engineered to perform a given task by composing 

some ideas that are often suggested to guide test takers of developing the topic. These are 

various types of stimuli that can be used in controlled writing tasks. Stimuli can be written or 

even non-verbal, such as a graph, a plan, or a drawing, which the test taker is asked to 

interpret in writing. Some of the advantages of controlled composition are: 

 The information is clear and precise that the test taker does not 

have to spend a long period of time decoding a written test. 

 The task can be effective when the test taker is asked to comment 

on particular topics shown in a graph, or to compare and contrast 

one set of figures with another. 
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 Different manners can be used to elicit a composition of different 

language functions; such as argumentation, description of a 

process, comparison and contrast, or writing a set of instruction. 

4.5.2.3.5 Testing Grammar and vocabulary 

A. Testing Grammar 

In the ATM, testing grammar is separate from the other language components. The 

main reason of this strategy is to ensure a high validity of the test since testing this language 

exponent in this way would give more chance to assess a big amount of grammatical 

structures dealt with in instruction. 

1. Objectives 

The major aim of testing grammar is to enable teachers to measure the mastery of this 

language component taught in class. Also, it is a source of useful feedback as to the adequacy 

of the teaching methods used by these teachers. Such feedback can stand as a ground on 

which to make inferences on how to employ appropriate remedial work to make the language 

learnt by students very accurate. 

2. Possible methods 

The test methods to be deployed in this testing system on testing grammar aim to allow 

test takers to supply grammatical structures and recognize their correct use. Some of these 

methods are displayed below: 

 Paraphrasing 

 Combining statements 

 Making the questions 

 Expressing it differently 

 Supplying the appropriate tense 

 Spotting the mistakes and correcting them 
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B. Testing Vocabulary 

In the Alternative testing model, testing vocabulary is paid a great attention. This 

attention rests on an approach that is meant to make it possible for the teachers to 

demonstrate accurately the development of the amount and quality of vocabulary stock 

students have acquired during a period of time. In this approach, there is a need to specify the 

kind of vocabulary to be tested, and suggest adequate test methods that ought to make the 

achievement of the objectives set out by the teachers accessible. 

1. Objectives 

Since the main concern of the ATM is to measure the extent of achievement of English 

language in accordance with the contents of the taught syllabus, and the relevant instructional 

objectives, the objectives of testing vocabulary in this testing system are categorized as 

follows: 

 It would be a fair proof that vocabulary learning is taking through a systematic 

approach and an efficient method. 

 It would be possible that students' comprehension of that foreign language is 

deepening through the acquisition of the essential lexis to learning. 

2. Sampling 

To test lexis, the ATM proposes that a list of all important and frequent lexical-items 

that play a role in the understanding of English language, and that were learnt in lessons has 

to be elaborated. To this list, the new words that students have encountered while developing 

the language skills should be sampled. All this vocabulary stock would be a bank from which 

the test developer has to select which items to be incorporated in vocabulary tasks. 
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3. Possible methods 

In the ATM, major test methods assessing vocabulary include examples as: 

 Matching pairs (definitions, synonyms, opposites) 

 Dividing words into their roots and other affixes. 

 Classifying words according to alphabetical order. 

 Crossing odd words in a given list. 

 Adding more words to a list. 

4.5.2.4 Test Format 

4.5.2.4.1 Structure of the Test 

The ATM is organized around three separate but complementary tests: SUB-TEST 

ONE, SUB-TEST TWO, and SUB-TEST THREE. SUB-TEST ONE is testing listening; 

SUB-TEST TWO is to test speaking. SUB-TEST THREE deals with testing the other skills 

(reading and writing), and other language components (grammar and vocabulary). (See Table 

4.2). 

 

 



 

 

225 

 

 

 

 

Table 4.2: The ATM:  Structure 

A FRAMEWORK FOR ALTERNATIVE TESTING MODEL 

SUB-TEST ONE 

(Testing Speaking) 

SUB-TEST TWO 

(Testing Listening) 

SUB-TEST THREE 

(Testing Reading + Writing) 

Section One Section One Section Two Section One Section Two Section Three 

Listening 

Comprehension 
Speaking Written Oral 

Reading 

comprehension 

Language 

Competence 
Writing 

- Global comprehension 

- Detailed 

comprehension 

- Summarizing 

- Factually-oriented 

speaking 

- Evaluative-oriented 

speaking 

- Pronunciation 

- Rhyme 

- Syllables 

- Silent letters 

- Global 

comprehension  

- Detailed 

comprehension 

- Summarizing  

- Lexis 

- Morphology 

- Syntax 

- Discourse 

- Mechanics 

- Composition 
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1. Sub-Test One 

The structure of Sub-Test One (Testing Listening) consists of one section and one test. 

The gist of testing listening is to evaluate the test takers' ability to comprehend any kind of 

discourse, to discriminate phonemes, and to retain what has been heard. In other words, this 

means it is to judge the test takers' abilities to: 

 Identify 

 Select 

 Judge 

 Explain 

 Synthesize 

Sub-Test One has two parts: listening comprehension and listening accuracy. With 

listening comprehension, test takers are prompted to listen to a recording about a topic 

proposed in advance and with a great care, and asked to respond to the tasks. The items in 

this first part of the Sub-Test One are assessing both global and detailed comprehension. The 

aim is to see whether or not the test takers get the general and other secondary ideas of the 

topic. In the second part of this sub-test, the degree of accuracy of listening is checked. This 

part is carried out through two basic tasks that are dictation and summarizing. 

2. Sub-Test Two 

Sub-test Two (Testing Speaking) is the second test in the ATM. The basic aim of this 

test is to meet the requirements of the communicative needs set out in the relevant syllabus. It 

is important to develop tasks that more accurately reflect those aims. Also, it is crucial to note 

that throughout the design of Sub-Test Two consideration obviously has to be given to the 

learning context in which actual instruction takes part. The arrangement of the test allows for 

four-test takers to interact. This format into four-test takers group aims to get some 

advantages. For instance, it is easier to monitor the time allocated for the test. Besides, it 

helps to create a genuine information gap necessary for communicative interaction. There is 
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greater equality between test takers, which not only makes them more willing to interact, but 

also makes the communication as fluent and as successful as possible. As a result, this format 

arguably encourages a more natural interaction. The role of the teacher in this context is as an 

assessor. In some cases, s/he can be assisted by another fellow colleague for the purpose of 

marking. This assistance can make the test more reliable. But, in case this is not possible, one 

assessor (teacher) can suffice. (See Figure 4.1). 

 

 

 

 

 

 

 

 

 

 

Figure 4.1: The Pattern of interaction for the proposed 

Sub-Test Two (Testing Speaking) 

 

The structure of Sub-Test Two is made-up of two separate sections. What is remarkable 

on this last point is that each section is held separately from the other one. But, the two make 

one. The sections are outlined below: 

a. Section One 

This section is formed of two dependent parts: 

i. Part one is about factually-oriented speaking 

ii. Part two is about evaluative-oriented speaking 

Test Taker  

01 

Test Taker  

02 

Test Taker  

04 

Test Taker  

03 

Message 
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In part one, each one of the four test takers briefly introduces himself/herself to the 

assessor, who then interacts with each test taker by asking further questions around a topic 

proposed in advance and taken from the programme taught in class. Thus, during this first 

part of Sub-Test Two (Testing Speaking), assessment will focus more upon individual or pair 

performance. 

In part two, the purpose of the Sub-Test Two is to meet the communicative 

requirements through problem solving. The procedure adopted by the assessor is to make the 

test takers negotiate the solution to the problem. It will be necessary for them to alternate 

between transactional, long and short turns of speech. What is crucial in this part of the test is 

to set up information gap interaction tasks, and real-life tasks with the intention to have a 

favourable washback effect upon learning. 

b. Section Two 

The second section in Sub-Test Two is labelled ‘Written Oral’. As stated earlier, this 

section is held at a different time from section One. It is mainly focusing on assessing 

discrete listening in a written production. The aim of this section is to evaluate the test takers' 

ability to recognize sounds, stress, and silent letters through the use of short items such as 

rhyme, syllable, and intonation. 

3. Sub-Test Three 

Sub-Test Three is about the assessment of reading, writing and other language 

components, such as grammar and lexis. This test comprises three sections that are: 

 Section One: Reading Comprehension 

 Section Two: Language Competence 

 Section Three: Writing 
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a. Section One: Reading Comprehension 

This section is directly related to a supporting test. It is divided into three parts: 

i. Part One concerns global comprehension 

ii. Part Two is about testing detailed comprehension 

iii. Part Three deals with the ability to synthesise through the 

summarizing of the text. 

The basic purposes of this first section are to evaluate the tests takers' ability to: 

 Identify 

 Explain 

 Illustrate 

 Select 

 Argue 

 Judge 

 Synthesize 

b. Section Two: Language Competence 

The second section is labelled 'language competence'. It is intended for the evaluation 

of some language components, such as grammar and lexis. It is formed of four parts: 

i. Part One concerns testing lexis 

ii. Part Two is about testing word formation 

iii. Part Three deals with testing sentence arrangement 

iv. Part Four tackles testing coherence and cohesive devices. 

The basic purposes of this second section is to evaluate the test takers' ability to: 

 Restate 

 Recall 

 Reproduce 

 Predict 

 Identify 

 Construct 

 Use 

 Organize 
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c. Section Three: Writing 

The last section in Sub-Test Three is about writing. It is related to the topic of the 

supporting text since this test is expected to follow a thematic approach. It is formed of two 

parts: 

i. Part One concerns testing the ability to handle some writing clues. 

ii. Part Two is about testing the ability to produce a comprehensive composition. 

The basic purposes of this third section is to evaluate the test takers' ability to: 

 State 

 Respond 

 Predict 

 Use 

 Construct 

 Organize 

 Argue 

 Summarize 

 Judge 

 Support 

 Attack 

 Evaluate 

What should be noted about the three sections in Sub-Test Three is that Sections One 

and Three are inherently dependent, whereas Section Two can be separate from the two other 

ones (see Appendix 7). 

4.5.2.4.1.1 Task Distribution  

In the ATM, the number of tasks in the three sub-tests is estimated to be 25. In sum, 

they are distributed as follows: 

1 Sub-Test One: 8 tasks 

2 Sub-Test Two: 4 tasks 

3 Sub-Test Three: 13 tasks 

A detailed presentation on the number of tasks per section is displayed in Table 4.3. 
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SUB-TEST ONE 

(Testing Listening) 

SUB-TEST TWO 

(Testing Speaking) 

SUB-TEST THREE 

(Testing Reading + Writing) 

Section One Section One Section Two Section One Section Two Section Three 

Listening 

Comprehension 
Speaking Written Oral 

Reading 

comprehension 

Language 

Competence 
Writing 

1. Listening 

comprehension 

   a. Global 

comprehension 

   b. Detailed 

comprehension 

(Two tasks) 

2. Listening accuracy 

   a. dictation 

   b. summarizing 

(Two tasks) 

1. Factually-oriented 

speaking  

   a. Pair-work 

(Two tasks) 

2. Evaluative-

oriented speaking 

   a. Interaction tasks 

   b. Real-life Tasks 

(Two tasks) 

1. Pronunciation  

(One task) 

 

2. Rhyme 

(One task) 

 

3. Syllables 

(One task) 

 

4. Silent letters 

(One task) 

1. Global 

comprehension 

(Two tasks) 

2. Detailed 

comprehension 

(Two tasks) 

3. Summarizing 

(One task) 

1. Lexis 

(Two tasks) 

2. Morphology 

(One task) 

3. Syntax 

(Two tasks) 

4. Discourse 

(One task) 

1. Mechanics 

(One task) 

2. Composition 

(0ne task) 

4 tasks 4 tasks 4 tasks 5 tasks 6 tasks 2 tasks 

4 tasks 8 tasks 13 tasks 

Table 4.3: The ATM: Task Distribution. 
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4.5.2.4.1.2 Time Allotted for the Test 

The time estimated for the three sub-tests is about 5 hours: 1 hour for Sub-Test One, 2 

hours for Sub-test Two, and 2 hours for Sub-Test Three. What is noticeable on this time 

allocation is that the three tests are held separately in different periods of time, and even in 

different days. For a clear picture of the time allotted to the ATM, see Table 4.4 below. 

Table 4.4: The ATM: Time allocation  

The time estimated that Sub-Test Two takes is 1 hour for Section One (Speaking) , and 

1 hour for Section Two (Written Oral). If things are clear for Section Two, for Section One, 

the ATM proposes a test estimated to take between 10 to 12 minutes for each assessed group 

of test takers, bearing in mind that each group is formed of 4 students and the allocated time 

here is applicable for a class of 20 students. In this context, it is likely argued that much 

reliable information in an oral test can be obtained in less than 15 minutes (Hughes, 1989: 

15). A short oral test, such as the one proposed, is easy to administer as assessment could 

only take place during regular timetable class. 

4.5.2.4.2 The Scoring Method 

In the ATM, to maximize the usefulness of the test, one correct answer is recognized. 

This scoring technique is based on the approach that considers the operation of marking using 

a rating scale. The assumption that this approach underlies is to specify the criteria used for 

correction or the criteria by which a given response is to be assessed. For instance, the criteria 

for testing listening are not the same as those employed to test writing. A correct answer for a 

SUB-TEST ONE 

(Testing Listening) 

SUB-TEST TWO 

(Testing Speaking) 

SUB-TEST THREE 

(Testing Reading + 

Writing)  

1 hour 2 hours 2 hours 

5 hours 
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listening item should take into account the comprehension aspect as a basic criterion to mark 

it, whereas in a composition an answer should be qualified on the ground of some criteria, 

such as grammar, vocabulary, coherence, and style. 

1 Score Aggregation 

As mentioned earlier, the ATM is made-up of three sub-tests. The weighing of the 

whole test will vary from one to another. This is so due to the fact that, for instance, sub-test 

one is about listening, whereas the third test encompasses more than one skill i.e., reading 

and writing. Besides, the time allotted for a listening test is shorter that the time set to sub-test 

three. Also, the number of tasks included in sub-test three is bigger than the two other tests. 

In this respect, the Alternative testing Model proposes to allocate different percentages to the 

three sub-tests. These are as follows:  

Sub-Test One 25%, Sub-Test Two 25%; and Sub-Test Three 50% from the whole mark 

of the test. The final mark is an aggregation of these tests. 

2 Setting Scores 

In the ATM, the test is scored objectively by means of a key answer. The latter consists 

in eliciting the answer that corresponds to each test-item. A scoring scale is used to test the 

performances of the test takers in the three tests. Each sub-test is scored independently. The 

final scores of the three sub tests are calculated on the basis of their correspondent 

percentages; at the end of this operation, the final score is the sum of the scores obtained in 

each one of the three sub-tests. This way of conceiving the scoring method and scale aims at 

weighing exactly the performance of test takers in that foreign language, so that this final 

score would reflect their actual level. For an illustrative description of the scoring method 

proposed in the ATM, see Table 4.5. 
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SUB-TEST ONE 

(Testing Listening) 

SUB-TEST TWO 

(Testing Speaking) 

SUB-TEST THREE 

(Testing Reading + Writing) 

Section One Section One Section Two Section One Section Two Section Three 

Listening 

Comprehension 
Speaking Written Oral 

Reading 

comprehension 

Language 

Competence 
Writing 

1. Global 

comprehension (8pts) 

2. Detailed 

comprehension (8pts) 

3. Summarizing (4pts) 

1. Factuality-

oriented speaking 

(5pts.) 

2. Evaluative-

oriented speaking 

(5pts.) 

1. Pronunciation      

(4 pts) 

2. Rhyme (2 pts) 

3. Syllables (2 pts) 

4. Silent letters        

(2 pts) 

 

1. Global 

comprehension (2pts) 

2. Detailed 

comprehension (2pts) 

3. Summarizing 

(2pts)  

1. Lexis (2pts) 

2. Morphology (2pts) 

3. Syntax (2pts) 

4. Discourse (2pts) 

1. Mechanics (2pts) 

2. Composition (4pts)  

 

 

20pts. 10pts 10pts 06pts 08pts 06pts 

20/20 20/20 20/20 

25% 25% 50% 

Table 4.5: The ATM: Scoring scale 
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Conclusion 

In sum, this chapter offered a theoretical background of the Alternative  

Testing Model. It brought an understanding of how the art of developing useful language 

tests is very systematic. It addressed key issues that any test developer should consider to 

make his/her tests ready for application in order to draw out the intended inferences. It 

displayed major components and factors that are needed in the process of test development in 

order to avoid any anomalies that might affect the teaching and learning processes. In short, 

what could be retained from this chapter is that the intention to propose an ATM in this study 

allowed a truly fair and informative check of the learners' attainment and progress in English 

language in accordance to what these learners have dealt with in their classes, and also in 

relation to the relevant instructional objectives set out in the used syllabi.  

Now that the ATM is made clear enough for its users, the next phase in this study will 

be to submit it for trial in order to judge more or less its usefulness for the intended purposes. 

Hence, the following step will tell us more about the kind of washback effect that this new 

testing system would exert on teaching and learning in the context under investigation. 
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Chapter Five: Teachers' and Students' Reactions to the Alternative 

Testing Model Implementation 

Introduction 

This chapter reports the results on the teachers' and students' reactions to the 

Alternative Testing Model implementation, and discusses and summarizes the findings. 

Unlike to the structure of chapter 3, reporting the findings in Phase One, in this chapter, in 

addition to questionnaires and classroom observation, interviews and focus groups are 

employed as data collection methods. Chapter 5 comprises four sections. Section one elicits 

the research questions and purposes that shaped and limited the scope of study in this phase. 

Next, section two describes the research design of the final study, including a presentation of 

the design, structure, validation, and analysis procedures of the adopted instruments. 

Following this section, section three reports the results from all the data collection methods. 

Finally, the chapter ends with a discussion and summary of these findings. 

5.1 Research Questions and Purposes of Phase Three 

Phase Three in this study began after Phase One and Two had been completed. The 

research in this phase explored teachers' and students' reactions to the ATM implementation. 

In precise terms, it investigated whether or not the implementation of the new policy had any 

washback effects on classroom teaching and learning in terms of teachers’ and students’ 

behaviours. The research questions were formulated as follows: 

RQ3: What is the nature and scope of the washback effect on teachers' 

behaviours as a result of the ATM implementation? 

RQ4: What is the nature and the scope of the washback effect on students' 

behaviours as a result of the ATM implementation? 
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Phase Three -also referred to as the Final Study- here had the practical aims of 

gathering evidence in order to: 

- identify the aspect of teachers' behaviours in the classroom as a reaction to 

implementing the ATM. These included: 

 teachers' reactions to, and perceptions of, the new testing system; 

 teachers' materials; 

 assessment and evaluation; and 

 teachers' attitudes towards aspects of learning. 

- display students' reactions towards, perceptions of, the ATM. These include: 

 students' learning contexts; 

 students' attitudes towards teaching and learning, inside and outside class; 

 students' attitudes towards aspects of learning; and 

 students' perceptions of achievement tests based on the new testing model. 

5.2 Research Design for the Final Study 

5.2.1 Data Collection Instruments 

5.2.1.1 The Questionnaires 

5.2.1.1.1 Rationale and Aim 

Teacher’s Questionnaire (02) (TQ2) 

The purpose of the teacher’s questionnaire (02) (TQ2) is to explore teachers' perceptions 

of, attitudes towards, and reactions to, the implementation of the ATM. In precise terms, this 

questionnaire could be an appropriate method in order to allow a considerable number of 

teachers in the context under exploration to voice their opinions on the new testing policy. 
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More importantly, the adoption of this data collection method seeks to investigate whether or 

not any washback effect of the proposed testing system has occurred on teachers perceptions 

of aspects of classroom teaching. 

Student’s Questionnaire (02) (SQ2) 

The purpose of the student’s questionnaire (02) (SQ2) is to investigate the students' 

perceptions of, attitudes towards, and reactions to, the implementation of ATM. In precise 

terms, the student’s questionnaire would be an appropriate method to allow a considerable 

number of students in the context under study to voice their opinions on the new suggested 

testing model. Crucially, the employment of this data collection method seeks to identify 

whether or not any washback effect of the ATM has occurred on students' perception of 

aspects of classroom learning. 

5.2.1.1.2 Structure and Contents 

Teacher’s Questionnaire (02) (TQ2) 

The teacher’s questionnaire (TQ2) for the main study consisted of four parts and was 

designed in the target language. Section One (TQ2-1-7) consisted of 7 questions and 21 items 

about background information covering (a) demographic details, such as gender, age, 

academic qualifications, teaching experience, (b) current teaching situation, such as levels 

taught, teaching sessions per week, and teaching hours per week. Section Two (TQ2-8-9) 

consisted of 2 questions and 21 items. The two questions employed Likert scale. The latter is 

a useful device for the research, as it builds in a degree of sensitivity and differentiation 

whilst still generating numbers. Also, this way of asking questions is efficient since it 

combines the opportunity for a flexible response with the ability to determine frequencies, 

and other forms of quantitative analysis. It affords the researcher the freedom to fuse 

measurement with opinion, quality with quantity (Cohen et al., 2005:253). Using a four-point 
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scale in this study rather than a traditional five-point or seven-point scale is a way of 

controlling for the ‘central tendency’, a tendency for participants with no strong feelings to 

opt for the mid-point of a scale. This has been found to be a particular problem with many 

respondents, where the ‘mean’ is advocated, so there are tendencies to respond on the basis of 

the form rather than the content of items. This part of the questionnaire aimed at exploring 

the teachers' perceptions of the new testing policy. 

Section Three (TQ2-10-11) consisted of 2 questions and comprised 14 items; the two 

questions were designed on a four-point Likert scale. Teachers were invited to choose the 

appropriate answer according to their own teaching situations. This part of the questionnaire 

aimed at investigating the washback effect of the ATM on teaching materials. 

Section Four (TQ2-12-14) consisted of 3 questions and comprised 10 items. One question 

(TQ2-12) was designed using a multiple-choice format, whereas, the two remaining questions 

(TQ2-13-14) were designed on a four-point Likert scale. This part of the questionnaire aimed 

at exploring washback on classroom teaching behaviour.  

For clarity and simplicity of reporting, notation as (TQ2) is used to describe teachers' 

questionnaire in Phase Three - the Final Study- and (TQ2-2) is used to describe teachers' 

questionnaire in Phase two, Question 2. The structure and themes of the teacher’s 

questionnaire (02) (TQ2) are summarized and illustrated in Table 5.1 below: 
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Structure Contents 

Theme One 

 

 

 

 

 

Theme Two 

 

Theme Three 

 

 

Theme Four 

 

 

- Personal Particulars (TQ2-1-7). 

 Demographic information: gender, age, academic qualifications, 

teaching experience. 

 Current teaching situation: English level currently taught, the 

number of sessions taught per week, and teaching hours per 

week. 

 

- Teachers' Perceptions of the New Testing System (TQ2-8-9) 

 Learning aims. 

 Learning strategies 

- Teaching Materials (TQ2-10-11) 

 Teaching materials in terms of resources 

 Learning materials in terms of resources 

 

- Teachers' Classroom Behaviours (TQ2-12-14) 

 Medium of instruction 

 Teacher talk 

 Teaching activities 

Table 5.1: The Final Study structure and themes of the teacher’s questionnaire 

(TQ2)  

Questionnaire for Students (02) (SQ2) 

The student questionnaire (SQ2) for the Final Study consisted of two parts and was 

designed in the native language of the respondents, Arabic, but translated into English for 

further analysis. Section One (SQ2-1-5) consisted of 5 questions and 14 items about students' 

demographic information and their learning context. Students' demographic information 

included the gender, the student’s level, the branch where the student studies in, the number 

of hours a student undertakes to study English at school per week, and the number of hours a 

student spends for revising at home. 



 

 

241 

 

Section Two (SQ2-6-12) consisted of 7 questions and 37 items; the questions employed 

a four-point Likert scale. This part of the questionnaire aimed at exploring the students' 

attitudes towards teaching and learning activities inside and outside the classroom in relation 

to the ATM. 

For clarity and simplicity of reporting, SQ2-2 is used here to student’s questionnaire in 

the Final Study, Question 2. The structure and themes of the student’s questionnaire (02) 

(SQ2) are summarized and illustrated in Table 5.2 below: 

Structure  Contents 

Theme One 

 

 

Theme Two 

 

 

 

- Demographic Information and Learning Contexts (SQ2-1-5) 

 Demographic information: gender, grade, branch. 

 Current learning situation: number of hours students undertake 

to study English at school per week, and number of hours 

students spend for revision. 

- Students’ Attitudes Towards Aspects of Learning and Teaching 

Activities Inside and Outside the Classroom (SQ2-6-12) 

 Teachers' talk in class 

 Students' perceptions of their teachers' teaching activities in class 

 Students' use of English in relation to their classroom activities 

 Students' attitudes towards aspects of learning 

 Students' preferred learning strategies  

 Students attitudes towards English tests 

Table 5.2: The Final Study structure and themes of the student’s questionnaire 

(SQ2)  

5.2.1.1.3 Piloting and Validation of the Instrument 

The pilot study was carried out in June 2012. The aim of this crucial stage in a 

questionnaire development was to ensure validity and reduce problems with the procedures of 

administering the questionnaire. In addition, another aim was to achieve a focus on the 

research questions and the relevant research purposes. In doing so, the researcher also sought 

to determine (a) the various items in the questionnaire were understood as intended by the 

researcher, and (b) they were understood in the same way by each teacher and student. This 

technique could enable the researcher to check out whether the contents and layout are clear 
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for the respondents, and to determine what was and was not working in this data collection 

method. 

In this respect, concerning the teacher questionnaire, the questionnaire was submitted to 

two university experts. Both of them hold a PhD degree and had a considerable experience as 

supervisors and university teachers. One expert was from the University of Ouargla (Algeria), 

and the second from the University of Adrar (Algeria). It should be pointed out that these two 

university teachers did not participate in the piloting stage of any data collection instruments 

for the Preliminary Study. Besides, the teacher’s questionnaire was also handed to two fellow 

doctoral researchers from the University of Biskra (Algeria), and 10 EFL teachers from the 

secondary schools in Biskra region. In sum, 14 people participated in expertizing and 

reviewing the teachers' questionnaire (TQ2) for the Final Study. The participants were given 

enough time to read and comment. The methods employed to submit the questionnaires for 

the experts consisted of handing them directly or sending them via emails. For convenience 

with the ethical guidelines followed throughout this research, which posit that the identity of 

people who take part in the piloting stage should be kept anonymous, the researcher replaced 

the names of the experts with correspondent pseudonyms, following the order that started in 

Phase One i.e., E7, E8, E9, and E10. Table 5.3 below illustrates the participants, their degrees, 

and the place where they work.   

No Participants Degree Place of work 

01 

02 

93 

04 

05 

E7 

E8 

E9 

E10 

10 EFL Teachers 

PhD 

PhD 

Magister 

Magister 

Licence (BA) 

University of  Ouargla 

University of Adrar 

University of Biskra 

University of Biskra 

Secondary schools in Biskra region 

Table 5.3: Participants in the pilot study for the teacher’s questionnaire (TQ2) 
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In terms of remarks and comments of the experts and the participants in the piloting 

stage concerning the content and layout of the teacher questionnaire (TQ2), these were as 

follows: 

E7 found that the terminology and language used in the teacher’s questionnaire was 

clear, and did not pose any problems to respondents. However, in terms of the questionnaire's 

length, E7 thought that the latter is a little lengthy to respond. He advanced the idea that the 

more a questionnaire is long, the more it becomes boring for the respondent to answer. 

Because of this remark, he thought it would be more appropriate to review the number of 

questions and items and try to fuse the ones that bore the same sense. 

E8 converged to a large extent with E7's remark, but in addition to what E7 said, E8 was 

more precise in eliciting a very significant remark. He thought some questions were not 

correspondent to the nature of the analysis that the researcher intended to carry out. For 

instance, one of the questions in Section One of the questionnaire was designed in an open-

ended format. Bearing in mind that this type of questions do not correspond to a quantitative 

description, it would be difficult for the researcher to adapt it to the requirement of 

descriptive statistics, as the researcher intended to do it further in the analysis phase. Due to 

this remark, E8 suggested to re-word this question and make it resemble to a multiple-choice 

format, or a four-point Likert scale, or simply omit it. After reading carefully this remark, the 

researcher decided to omit this question from Section One and limit himself only to close-

ended questions. 

E9 did not object any of the questions. The only remark he did was that the researcher 

had to be certain that the sectioning of the themes should be in total congruence with the 

research purposes. Contrary to E9, E10 was not explicit in his evaluation of the teacher’s 

questionnaire. This doctoral researcher expressed some doubts about some of the terminology 
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in English. He asserted that it might be difficult for some respondents to understand the right 

senses of terms, such as ‘washback’ or ‘ATM’. He added that it would be better if the 

researcher drew lines in the items where the respondent was expected to give details. This 

would give the respondent more freedom to say whatever s/she thought was the most 

important. For the researcher, it was not possible to leave spaces for justifications or 

explanations because of the data he sought to obtain, and the nature of the analysis he 

intended to carry out which required only quantitative final outcomes. 

Finally, for the 10 EFL teachers in the secondary schools in Biskra region, they did not 

express any doubts or objections. As a result, the content and format of the teacher’s 

questionnaire (TQ2) was kept as it was. The only changes were mentioned previously with 

E7, E8, and E9. For a final copy of teacher’s questionnaire (02) in the Final Study, see 

Appendix 8. The design stages and validation procedures for teacher’s questionnaire (TQ2) 

are summarized and illustrated in Figure 5.1 below: 

 

 

 

  

 

 

 

Figure 5.1: Stages of the teacher’s questionnaire design for the Final Study. 

 

Stage One:   Design of the teacher’s questionnaire (TQ2) 

- Research Questions 

- Theoretical Considerations 

ssss 

Stage Two:    Pilot Study 

- 2 PhD teachers  

- 2 fellow doctoral researchers           University of Biskra 

- 10 EFL teachers                               Secondary schools in Biskra region 

 

Stage Three:   finalization of the teacher’s questionnaire (TQ2) 

1 University of Ouargla 

1 University of Adrar 
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The student’s questionnaire (SQ2) for the pilot study was designed parallel to the 

teacher’s questionnaire. Therefore, the basic considerations for validation were the same as 

for the teacher’s questionnaire. The piloting stage was carried out rather differently from that 

in the teacher’s questionnaire, however, as the student’s questionnaire was administered in 

Arabic rather than English. The rationale behind this was to minimize misunderstanding and 

reliability and validity problems caused by the language factors. The purpose of the 

validation and piloting phases was to try-out the questionnaire by attempting to answer the 

questions and provide comments on any problems the respondents had and any issues that 

occurred to them as they did so. Besides, the other aim was to pre-test the questions and 

items, along with ease of use, format and overall instrument appearance, and to determine 

what was and was not working in the questionnaire. Above all, this procedure served as a 

method of construct validation for the questionnaire items and to evaluate specific question 

wordings. 

The 13 people involved at this stage were 1 general inspector of English language, 2 

doctoral candidates, and 13 EFL students from the target population, but not part of the final 

sample. All the participants were invited to complete the questionnaire and voice their 

opinions. Enough time was given to them to read and note potential problems and also 

identify the specific points where they might have difficulties and the type of 

misinterpretation one might make. The students were asked to try-out the questionnaire with 

the presence of their teachers. The purpose was to enable them to ask questions about the 

questionnaire or the task while they were doing it. The questionnaires were handed directly to 

them, and given back to the teachers when they were filled in by the students. The same 

means was used with the other participants. The only difference was that the questionnaires 

submitted to the general inspector and the 2 doctoral candidates were original copies, not the 
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translated forms. Table 5.4 illustrates the participants, their degrees, and the place where they 

work. 

No Participants Degree Place of work 

01 

02 

03 

04 

E11 

E12 

E13 

10 EFL Students 

General Inspector 

Magister 

Magister 

 

Batna region 

University of Biskra 

University of Biskra 

Secondary schools in Biskra region 

Table 5.4: Participants in the pilot study for the student’s questionnaire (SQ2) 

The general inspector involved at this stage expressed doubts about the length of the 

questionnaire. He expressed impatience and lost concentration in filling in the questionnaire. 

He added that questions in Section Four would be better asked in interviews to gain positive 

feedback, rather to be included in a questionnaire where it is expected that respondents could 

write detailed answers. As a result, a change in the content of the preliminary version in the 

pilot stage took part. Section Four, comprising 8 open-ended questions were omitted. E12 

remarked that the idea in Section Two in the student’s questionnaire did not match with the 

general purpose of this section in that Section Two aimed to explore students´ attitudes 

towards teaching and learning behaviours, whereas question 8 dealt with resources in class. 

Therefore, this question was removed from the questionnaire. In addition, the same expert 

noted that SQ2-13 in Section Two was too vague and hence confusing to respondents. He 

suggested either a rewording or a complete omission of this item. Due to this remark, the 

researcher thought that such a question would be better reworded and removed to be fused 

with SQ2-13 in Section Three. 

E13 mentioned because of redundancy between SQ2-15 and SQ2-17, it would be better 

to fuse these two items in one item or simply drop out the first one. As a result, the researcher 

decided to leave off SQ2-15 and keepSQ2-17 because the latter sounded more comprehensive 

than the left item. Usually with E13, this expert noted there were also redundant areas in three 
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items in Section Three. These were SQ2-25, SQ2-26, and SQ2-27. Due to this remark, these 

questions were also left off the questionnaire. 10 EFL students did not object answering the 

questions; and they did not provide any comments or remarks on the content and format of 

the questionnaire. They found it easy to read and understand the questions since the 

questionnaire was translated for them into their native language, Arabic. The final version of 

the student’s questionnaire (02) in English included 12 questions as shown in Appendix 9. 

Figure 5.2 illustrates the stages of the questionnaire design together with the validation 

procedures discussed above. 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 5.2: Stages of the student’s questionnaire design for the Final study  

 

 

 

 

 

Stage Three:   Finalization of the student questionnaire (SQ2) 

Stage One:   Design of the student’s questionnaire (SQ2) 

- Research Questions 

- Theoretical Considerations 

Stage Two:    Pilot study 

- 1 General inspector of English                         Batna region  

- 2 Doctoral candidates                    University of Biskra 

- 10 EFL students                              Secondary schools in Biskra region 
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5.2.1.2 The Interviews 

5.2.1.2.1 Rationale and Aim 

Interview with Teachers (02) 

The general aim of the interviews in the main study was to investigate the breadth and 

range of views represented by the participants of the complex topic of washback in relation to 

the implementation of the ATM. With teachers´ interviews, the purpose was to explore the 

teachers´ beliefs: whether teachers believed that their teaching had been influenced by the 

new testing policy? and whether they had made changes in their teaching practices as a result 

of the new model? Besides, these interviews also provided for the teachers an opportunity to 

give their impressions on the content of what they taught, and to express their opinions 

regarding the development of achievement tests for their students based on the ATM. 

 Interview with Students (02) 

In parallel to the interviews with teachers, the interviews with students in the Final 

Study were semi-structured. They were conducted in the target language. The participants 

were allowed at some occasions to use their native language. The purpose of the interviews 

with students was also to explore the students´ beliefs: whether students believed that their 

learning had been influenced by the introduction of the ATM, and whether they had made 

changes in their learning practices as a result of the new testing policy? The interviews also 

provided for students were an opportunity to give their impressions on the lessons through 

which they are constantly taught, and to describe the activities and materials their teachers 

adopted regarding the intervention. Besides, the interviewees were invited to voice their 

opinions about the difference that they might have noticed between the current testing system 

and the ATM. Finally, the interviewed students were asked to yield their views on whether or 

not to adopt this model. 
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5.2.1.2.2 Structure and Content 

All of the interview questions were from the review of literature, and the preliminary-

gathering stage. There were parallels between questions in the questionnaires and interviews. 

In precise terms, the content of the questionnaires guided the researcher to design the two 

interviews in this phase. The purpose was to corroborate what was obtained as data in the 

questionnaires, as well as to complete what was thought to be lacking or absent in these data, 

and propose questions in the interviews to enable respondents to provide these information. 

In this respect, the structure of each of the two interviews with teachers and students were 

determined.  

Interview with teachers (02) 

As mentioned previously, the interviews with teachers in the Final Study were of semi-

structured type. This type of interviews is often regarded to be suitable when the researcher 

has a good enough overview of the phenomenon or domain in question and is able to develop 

broad questions about the subject under study in advance, but does not want to use ready-

made responses categories that would limit the depth and breadth of the respondents´ story 

(Dörnyei, 2007:136). Because the main purpose of the interviews with teachers in Phase 

Three of this study was to explore the participants´ views on the complex topic of washback 

due to the introduction of the new testing policy, the quasi-totality of the proposed questions 

were designed to enable these participants to generate their opinions. Thus, the list of these 

questions included items that started with ‘wh-questions’, such as ‘how’, ‘why’, or used 

introductory phrases, such as ‘in your point of view’, ‘in your opinion’. Besides, in order to 

offer the interviewee the chance to relax, the interviewer thought to begin the interview with 

an easy question. That´s why, in the interview schedule, the first question was about 

something the interviewee might be expected to have well-formulated items and near to 

his/her knowledge.  
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Interview with Students (02) 

Having decided on the interview type i.e., semi-structured interviews, with students 

during this phase of study, the researcher started drawing-up a list of questions based on the 

research questions identified earlier. At a theoretical level, this process is known as “the 

interview guide approach” (Patton, 1987). In practical terms, this process is usually used to 

talk about and discuss; it does not provide the order of either questions or wording. For the 

present interview, the interview guide comprised 14 questions. These questions constituted 

the basis on which the students were given the opportunity to express their views and opinion 

on the previously identified issues. Overall, three themes were expected to be discussed. 

These were: Theme One, concerned with the students´ perceptions of the new testing model; 

Theme Two dealt with aspects related to test content and format; and Theme Three sought to 

voice the students´ impressions on the influences the ATM might have exerted on learning. 

5.2.1.2.3 Piloting and Validation of the Instrument 

Before embarking on the pilot study, the researcher sought to obtain an oral consent 

from the participants. With no hesitation, the interviewed students showed readiness and 

devotion to take part in the interviews. For the researcher, things were easier than he expected 

them to be. This was due to some reasons. First, the researcher felt he was involved in the 

scene and with the participants, as if he were one member of the group. Second, because the 

purposes and procedures of the research became clear, the participants were motivated to 

contribute in this study. 

Practically, the next step was to decide who should be participants in the pilot study. To 

respond to this question, the researcher opted to choose 2 secondary fellow teachers and 5 

students from each of the classes that were part from the targeted population. All these 

formed the sample of the interviewees who were expected to respond to the questions of the 
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two interviews in order to make them ready for final use. At this stage of the interview 

development, the participants in the pilot stage were asked to respond the questions and to 

comment on any problems they had, as well as on any issues that occurred to them after the 

interviews. Besides, for the purpose of examining the reliability of the interview data, the 

researcher went back to the audio-recordings, and checked again the transcripts. The purpose 

of this procedure was to see whether or not he had been consistent with the criteria of 

interviewing and analysis. Agreement was reached in about 99% of the contents in both 

interviews. 

In terms of results, the two teachers involved in this stage expressed doubts about the 

number of questions included in the interview. They felt that it took too much to answer these 

questions. As a result, the content of the interview for teacher was altered. For instance, Q6, 

Q11, Q15, Q18, and Q19 were removed. The aim of this reviewing was to make the content 

of the interview match with general purpose of this data collection method, and get rid of the 

questions that were repeated or those that overlapped with other questions. In sum, the final 

version of the interview for teachers in the Final Study comprised 12 questions. The final 

copy is presented in Appendix 10. 

About the interview for students, 25 involved at this stage expressed no difficulties in 

answering any of the questions, while 10 indicated minor problems with wording. The 

question was then adjusted and a number of substantial adjustments and modifications were 

made to the interview items. The students also mentioned that they felt that the number of 

questions was big that they could not answer them thoroughly. Due to this remark, and after a 

meticulous reviewing of the questions, the researcher opted to leave off some questions. 

These were as follows. Q1, Q6, Q8, Q9, Q10, Q11, Q13, and Q14. In sum, the final version 

of the interview for students in the Final Study included 7 questions. The final copy is 

presented in Appendix 11. 
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5.2.1.3 The Observation 

5.2.1.3.1 Rationale and Aim 

This instrument sought to provide insightful feedback about classroom instruction in 

relation to the implementation of the ATM. Other specific purposes of this data collection 

method would be to see whether or not teachers assign more practice opportunities to 

students where those latter engage to communicate in English language, assign more class 

time to student activities, such as pair and group discussion  which could increase language 

practice opportunities, assign more time to these activities to enable students improve their 

listening abilities and oral competence, and, finally to make students use more oriented and 

authentic materials to develop their communicative skills and capacities outside the 

classroom. In brief, classroom observation could be a good means to check out whether or 

not washback effect of the ATM on teaching and learning in the context under exploration 

has occurred. 

5.2.1.3.2 Structure and Content 

As discussed in Chapter 3, the adopted classroom observation is the same as the one 

described in 3.2.1.2.3. In the Preliminary Study of this research, Part A of the COLT was 

used since a classroom analysis at this stage matched the nature of the research questions in 

this phase to be answered. In precise terms, Part A of the COLT described classroom events 

at the level of activity. The categories based on this part were designed to (a) capture 

significant features of classroom events in EFL classes in the secondary schools in Biskra 

region, and (b) provides means of recording classroom interaction. The observation scheme 

in the Final Study consisted of five major categories: time, participant organization, activity 

type, content, and materials used. They were all coded in the classes. The researcher simply 

ticked under the category of participant organization and materials used during the 
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observations, but made some detailed field notes under the category of time, activity type, 

and activity content.  

5.2.1.3.3 Piloting and Validation of the Instrument 

The classroom observations for the Pilot Study started just after the introduction of the 

new testing system. As what was done in the Preliminary Study, permission to collect data 

was obtained orally at the level on individual teachers. The scheduling of each classroom 

observation was agreed in advance between the researcher and the teachers. All school visits 

were pre-arranged in with the teachers involved. Due to the difficulties to obtain permission 

from the school administration to video record lessons, only field notes were employed in its 

place for the pilot study. 

One teacher, who was a member of the target population but not a part of the final 

sample, agreed to participate in the observation. 2 from the 8 classes were observed at this 

pilot stage. Each class was observed for 2 lessons, 60 minutes each. The purpose was to pilot 

the observation scheme and to gain familiarity with recording methods. At the end of the pilot 

stage, no problems were found in the procedures for using the observing or field notes 

recording methods. It should be pointed out that things got easier since this method of data 

collection had been employed since the beginning of the investigation in the Preliminary 

Study. As a result, the adopted observation scheme based on Part A of the COLT was kept 

for the Final Study without any changes. 

To enhance the reliability of the data collection and analysis in the Final Study, the 

researcher returned to the field notes and checked them after 2 weeks later. The purpose was 

to make sure that the procedure of observing and analysis were carried out appropriately. 

Agreement was reached in about 95% of the classroom activities. Reaching this percentage 

proved that the researcher was consistent. In addition, reliability was enhanced because this 
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data collection method continued to be employed in 2 successive school years: 2010/2011 

and 2011/2012. This made the researcher trained to collect data. 

5.2.1.4 The Focus Groups 

5.2.1.4.1 Rationale and Aim 

For the purposes of the present study, it was felt that since the information was complex 

but involved a topic that was much already known to the participants, a data collection 

method using focus groups proposed in advance would be the best approach to culminate this 

phase. This instrument would allow additional, clear, and insightful data to emerge between 

the respondents but would also be flexible enough to allow informing or misinforming the 

collected information using the other employed data collection methods, such as 

questionnaires, observations, and individual interviews. 

Since this method has such a pivotal role in eliciting rich information to make the 

discussion fruitful and is likely to draw a picture on the inferences that the implementation of 

the ATM had made on both teachers and students, the main purpose of focus group in the 

Final Study would be to display the respondents´ beliefs and their relationship with classroom 

practice. Specifically, for some practical reasons, participants would inevitably produce 

answers to examining their beliefs through a discussion of particular aspects of the topic 

under exploration. In this case, every respondent should interpret the ATM in his/her own 

way and make sound judgments on how useful is this innovation. 

5.2.1.4.2 Structure and Content 

To design focus groups for the Final Study, the present researcher followed some steps. 

These included the following: 

 Step One:  Determining the study purpose 

 Step Two: Determining the participants 
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 Step Three: Preparing the setting 

 Step Four: Obtaining informed consent 

It should be pointed out that in the Final Study the respondents were selected only from 

the classes that tried out the new testing policy: each focus group included between 10 to 12 

students. Though they were selected with opportunity and convenience taken into account, 

the researcher recruited participants with different levels and from various backgrounds. To 

do that, the researcher asked the help of the teachers since they knew better than other people 

the different academic, psychological, and social makes-up of their classes. In sum, the 

researcher opted to limit the number of groups to 2, for he thought that such a number was 

sufficient to gain information on the participants´ beliefs, attitudes, reactions, and practices in 

relation to the new testing policy. 

5.2.1.4.3 Piloting and Validation of the Instrument 

In order to make the focus groups schedule ready for final use, the researcher proceeded 

for the piloting of the first version. All the questions in this schedule were open-ended with 

prompts whenever necessary. All of them were conducted in English. The participants were 

asked to trial the questions by answering them and they were also invited to comment on any 

problems they had, as well as on any issues that occurred to them after the discussion. The 

purpose was to determine whether the questions were understood as intended. All the focus 

groups were audio-recorded and then transcribed by the researcher. The transcripts were 

edited by avoiding repetitions and putting substantive statements in chronological order to 

make grammatical sense, which helped the researcher in analysing the data further. 

At this pilot stage, participants in focus groups expressed no difficulties in answering 

any of the questions. They claimed that they felt at ease when discussing the different topics 

raised by the questions, and they did not object answering any of the questions. Because of 

this focus group schedule was kept without any changes or modifications. 
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5.2.2 Respondents 

Based on the nature and the methodological considerations of the present study, criteria 

to identify potential schools were selected: 

 schools which comprised EFL classes; 

 schools which agreed to accept to take part in this study; 

 schools which agreed to accept that selected EFL classes could be observed; 

 schools which agreed to accept that teachers and students would be allowed 

to participate in questionnaires; 

 schools which agreed to accept that teachers and students would be allowed 

to participate in interviews and focus groups; 

 schools which agreed to collaborate with the researcher; and 

 school administrators who had a positive attitude towards the study. 

Initially, 6 secondary schools were sampled from the 15 that included EFL classes. The 

6 schools comprised 33% of the above schools population. This sampling served as a focus 

study. The strategy followed in choosing these schools took into account that these last were 

equally distributed in the different locations in Biskra region. From these 6 schools, 8 EFL 

classes were selected to take part in the investigation. All these classes were from the second 

year level. The rationale for this decision was that the other third year level was not 

appropriate for this study because at this level, classes would sit for the ‘Bac’ exam at the end 

of a school year. This would create great pressure on the participants that could not serve the 

purpose of this study. 

What is notable about the teachers, who participated in this investigation, was that they 

were the same people who took part in the Preliminary Study. It was not possible to change 

them because there was a need to carry out the study with the same participants in order to 

check out any behaviour differences between the time that preceded the implementation of 
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the new policy, and the time that followed this intervention. The people who participated in 

this phase of the exploration were teachers with different backgrounds and teaching 

experiences. For convenience, a short description of the 8 teachers is going to be displayed 

below. It should be pointed out that the real identities of these teachers were kept anonymous, 

considering the agreement made with them at the beginning of the study, and following the 

ethical issues that guided this study. Pseudonyms were used to identify them. 

 Teacher 1: T1 is the youngest of the participants (23 years old) only having 

worked for 2 years. He holds a ´licence´ in English teaching. He is the only 

teacher who got a training to teaching before being hired. He graduated 

from the National Training School in Constantine (Algeria). 

 Teacher 2: T2 is 43 years old. He is the more experienced teacher among 

the participants. He has been teaching at the secondary school level for 18 

years. He participated in many in-training-services, workshops, and 

seminars. He is the coordinator of the subject in his school. He holds a 

´licence´ in English language from the University of Batna (Algeria). 

 Teacher 3: T3 is 31 years old. She has a good experience in teaching 

English. She has been teaching since 2005. She is the coordinator of the 

subject in her school. She holds a ´licence´ in English language from the 

University of Biskra (Algeria). In addition to teaching at the secondary 

school, she is a part-time teacher at the University of Biskra. She teaches 

the course of ESP at the Department of Foreign Languages. 

 Teacher4: T4 is 34 years old. He has been teaching for 3 years. He holds a 

´licence´ in English. He graduated from the University of Biskra (Algeria). 

 Teacher 5: T5 is 29 years old. He has been teaching for 4 years. He holds a 

´licence´ in English from the University of Biskra. 
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 Teacher 6: T6 is 40 years old. She has a good experience in teaching. She 

has been teaching since 1999. She graduated from the University of 

Ouargla (Algeria). 

 Teacher 7: T7 is 35 years old. She has been teaching since 2009. She holds 

a ´licence´ in English from the University of Batna (Algeria). 

 Teacher 8: T8 is 29 years old. She has been teaching English for 3 years. 

She graduated from the University of Biskra. 

In what follows, a more detailed description of the different respondents in data 

collection methods employed in this study is presented below: 

5.2.2.1 Respondents to the Questionnaires 

8 questionnaires were issued to teachers adopting the ATM. All of them completed the 

questionnaires, responded to the questions, and returned them back to the researcher, 

representing a return rate of 100%. Likewise, 300 questionnaires were issued to students who 

would take the ATM. The return rate was 58.33% (175 out of 300 questionnaires were 

completed and returned back to the researcher). 

5.2.2.2 Respondents to the Observation 

Similar to what was carried out in the Preliminary Study, 8 teachers and classes were 

observed. The number of sessions observed was estimated to 55 during the school year 

2011/2012. In order to minimize the differences in observation to make the teaching more 

comparable, only 4 observed classes were used for the Final Study. 

5.2.2.3 Respondents to the Interviews 

All the 8 teachers who participated in the Final Study were interviewed. For the 

students, a randomly selected sample of 40 students were chosen. The sample consisted of 
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choosing randomly 5 students from each one of the 8 classes that took part in the 

investigation. The students selected were representative of different groups of the population. 

5.2.2.4 Respondents to the Focus Groups 

Because it was not possible to carry out focus groups with teachers due to some 

administrative constraints encountered by the researcher, this data collection method was 

only limited to students. Two focus groups were formed. Each group comprised 10 students. 

Overall, 20 students participated in this data collection method. The researcher operated as a 

moderator, and a fellow colleague as a notetaker. The choice of the participants was carried 

out randomly, considering that the two groups were representative of the population. 

5.2.3 Data collection Procedures 

5.2.3.1 Data Collection Procedures for the Questionnaires 

Two different ways for submitting the questionnaires were used. The first way 

consisted of handing the questionnaires to the participants. They were given enough time to 

read and answer the questions. The second way was through emails. Teachers were asked to 

complete the questionnaires and email them back to the researcher. To ensure confidentiality 

and conform to the general ethical guidelines for conducting research, the participants were 

told in advance not to write down their names or display their identities. 

5.2.3.2 Data Collection Procedures for the Interviews 

The respondents were informed about the purpose of the interview. All the interviews 

were audio-recorded. The time devoted to one interview was between 20 to 25 minutes. After 

finishing the interviews, the researcher transcribed the audio-texts. For the sake of success of 

these interviews and compliance with the ethical guidelines for conducting research, the 
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respondents could object answering any of the questions. Their rights of confidentiality were 

protected. 

5.2.3.3 Data collection Procedures for the Observation 

In order to make the observation sessions well schemed, the researcher pre-arranged 

with the observed teachers the timetables for the observation. They were told in advance that 

the researcher would be present in the back of the classroom as a non-participant. He had not 

to intervene or comment while the teacher was presenting his/her lessons. The teachers could 

have a look at the notes the researcher took at any time they wanted. 

5.2.3.4 Data Collection Procedures for the Focus Groups 

The researcher explained to the participants what was expected from them to do. He 

told them that they had to feel relaxed and what was important was that they had to express 

their opinions and ideas at maximum, the researcher audio-recorded the focus groups. The 

note taker was there to help him in collecting the information. After finishing the focus 

groups, the researcher proceeded to transcribe the audio-texts. 

5.2.4 Data Analysis procedures 

5.2.4.1 Data Analysis Procedures for the Questionnaires 

As the two questionnaires were designed using parallel procedure, the data analysis 

procedures were the same for both teachers and students. Data from both questionnaires were 

edited, sorted, and filed on a computer. Frequency distributions were calculated for all the 

questions items. All percentages were reported as valid percentages with missing data 

excluded. The obtained data was analysed using SPSS (SPSS stands for Statistical Package 

for Social Sciences) (Windows version in 19.0). Tables were created in Microsoft® Word. 

5.2.4.2 Data Analysis Procedures for Interviews and Focus groups 
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The raw data, which consisted of the interview and focus groups responses, were 

processed and transcribed. The data was then organized by grouping all the responses to each 

question or questionnaire item. The data from each question was then printed out on paper for 

analysis. The first step was to read and re-read the data in order to develop a detailed 

knowledge of all responses and to facilitate seeing patterns. The researcher then looked for 

repetitions and noted these down since this is the basis for devising codes which is a key 

process in data analysis. Morse and Richards (2002) distinguished between three kinds on 

coding: descriptive coding, topic coding, and analytic coding. In this study, topic coding was 

employed. The topics were designated according to the categories previously used in 

designing the interview and focus groups schedules. The categories were used as preliminary 

ways of understanding the data. The researcher then looked for patterns across each of the 

categories, seeking to identify recurrent analytical categories. The transcripts were then 

grouped and edited again according to the new analytic categories. To analyse data, both 

inductive and deductive methods were used. Inductive methods were used to explore the data 

related to the ideas expressed by the respondents, whereas deductive methods were used to 

analyse the obtained results from the initial data. 

5.2.4.3 Data Analysis Procedures for the Observation 

Procedures for data analysis based on the observations consisted of the following steps: 

 Step One: Global viewing of the lessons. 

 Step Two: General coding of all the observed lessons were carried out in 

the Final Study. Sorting and putting the interaction patterns into the 

observation schedule for individual teachers. 

 Step Three: Detailed description of the organization structures and 

interactions were developed. 
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 Step four: Display the relationship between the interaction pattern of the 

observed lessons and the research questions. 

5.3 Results of the Final Study 

5.3.1 The Questionnaires 

5.3.1.1 The Teacher’s Questionnaire (TQ2) 

5.3.1.1.1 Demographic Information 

Seven characteristics were included in the study. Distribution frequencies based on 

valid percentages were adopted to compare between the various characteristics. Table 5.5 

summarizes the findings: 

Items Variables Valid percentages 

1. Gender Male 

Female 

42.9% 

57.1% 

2. Age 21-30 

31-40 

Above 40 

42.9% 

42.9% 

14.2% 

3. Academic qualifications ´Bac´ certificate 

Licence 

Magister 

00% 

100% 

00% 

4. Years of teaching 1-3 

4-6 

7-9 

Others 

42.9% 

28.8% 

00% 

28.9% 

5. Levels taught 1st year 

2nd year 

3rd year 

14.3% 

28.6% 

57% 

6. Teaching sessions per week 1-3 

4-7 

Others 

85.7% 

00% 

14.3% 

7. Teaching hours per week 1-3 

4-7 

Others 

00% 

00% 

100% 

Table 5.5: The Final Study characteristics of teacher-participants  

Table 5.5 shows that 57.1% of the teacher participants were female and 42.9% were 

male. About 86% of those teachers were less than 40 years old. Only 14.2 of the respondents 

were more than 40. The sampled teachers were qualified academically. All of them hold a 

university degree. Among those teachers, only one got a training in special teachers´ Training 
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Institute. Moreover, the remaining participants started their jobs as secondary school teachers 

without any specific training. Among the respondents, we could see that some teachers were 

novice with a short teaching experience, whereas others were experienced. Most of the 

questioned teachers taught two levels. Those teachers were obliged to teach more than 7 

hours per week. This implies that their timetables were overloaded in most of the cases. 

5.3.1.1.2 Teachers´ Perceptions of the ATM 

In this section, two questions referred to the teachers´ perceptions of the ATM. One 

question (TQ2-8) referred to the teachers´ perceptions behind the implementation of the new 

testing policy. The second question (TQ2-9) dealt with the possible teaching methods 

teachers had adopted as a result of the new model. These two questions used a four-point 

Likert scale.  

1. TQ2-8: Teachers perceptions of the reasons behind implementing the new 

testing system 

TQ2-8 explored the extent to which teachers perceived the reasons behind the 

implementation of the new testing model. The teachers were given 7 items and had to tick the 

right answer based on their beliefs, all the questions were designed on a four-point Likert 

scale, where 1: not a major concern; 2: of little concern; 3: of great concern; 4: main concern. 

The results are embodied in Table 5.6 below: 

 

 

 

What do you see as the major aims of implementing (trying-out) the ATM (ATM)? 

 Not a major 

concern at all 

Of little 

concern 

Of great 

concern 

Main 

concern 

a- To prepare the pupils for their 

future career. 
14.3% 14.3% 28.6% 42.9% 
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b- To cope with the present decline 

in English standards. 
28.6% 42.9% 28.6% 0% 

c- To motivate pupils to use 

integrated skills. 
14.3% 42.9% 42.9% 0% 

d- To direct pupils’ learning. 0% 14.3% 42.9% 42.9% 

e- To enable pupils to communicate 

appropriately outside the 

classroom. 

14.3% 0% 14.3% 71.4% 

f- To meet the instructional 

objectives set out in the taught 

syllabus.  

0% 28.6% 28.6% 42.9% 

g- To assess teachers through pupils’ 

performance in the achievement 

tests drawn out from the ATM. 

0% 42.9% 42.9% 14.3% 

Table 5.6: Teachers´ perceptions of the reasons behind implementing the new 

testing system. 

What could be retained from the results embodied in Table 5.6 is that ‘to enable 

students to communicate appropriately outside the classroom’ was perceived as the major 

concern behind the idea to implementing this new testing system. Following this item, three 

other reasons were seen to be put on an equal foot. Those latter were in order, ‘to meet the 

instrumental objectives set out in the syllabus’, ‘to prepare the students for their future 

career”, and “to direct the students´ learning’. The two remaining items, ‘to cope with the 

present decline in English’, and ‘to assess teachers through students´ performance’ were 

perceived by the respondents as not important factors that could lead to introducing the ATM. 

Therefore, it could be deduced from the above results that although they appeared to 

reflect mixed feelings, the teachers´ perceptions of the reasons behind the intervention were 

consistent with the idea that the teachers believed that this new model could help students in 

the context under exploration become proficient and competent in English language. Thus, 

they could be able to communicate using this language with other speakers of it accurately 

and fluently. 

2. TQ2-9: Alterations to teaching methods due to the new testing system  
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In TQ2-9, there were 14 items, regarding the changes the teachers had made to their 

teaching possibly in line with the new testing policy. They were listed in Table 5.7, using a 

four-point Likert scale, where 1: not at all; 2: some extent; 3: a reasonable extent; 4: very 

large extent. 

To what extent have you introduced the following activities in your teaching since the 

introduction of the ATM? 

 

Not at all 
Some 

extent 

A 

reasonable 

extent 

A very 

large 

extent 

a- Employ a new teaching 

method. 
14.3% 57.1% 14.3% 14.3% 

b- Use a more communicative 

approach in teaching. 
0% 14.3% 71.4% 14.3% 

c- Put more stress on 

individual performance. 
14.3% 0% 42.9% 42.9% 

d- Put more stress on co-

operative learning. 
0% 0% 28.6% 71.4% 

e- Put more stress on group 

discussion. 
0% 0% 28.6%% 71.4% 

f- Put more stress on 

speaking. 
0% 14.3% 42.9% 42.9% 

g- Put more stress on reading. 0% 14.3% 57.1% 28.6% 

h- Put more stress on writing. 14.3% 42.9% 14.3% 28.6% 

i- Put more stress on listening. 14.3% 28.6% 28.6% 28.6% 

j- Put more emphasis on the 

integration of the four skills. 
0% 42.9% 28.6% 28.6% 

k- Encourage more pupil 

participation. 
0% 14.3% 14.3% 71.4% 

l- Employ more real-life 

language tasks. 
0% 0% 28.6% 71.4% 

m- Teach according to the 

achievement test format. 
14.3% 42.9% 42.9% 0% 

n- Teach according to the 

“Bac” examination format. 
57.1% 42.9% 0% 0% 

Table 5.7: Alterations to teaching methods 

From the results included in Table 5.7, it is apparent that items, such as, ‘use a more 

communicative approach in teaching’, ‘put more stress on co-operative learning’, ‘put more 

stress on group discussion’, ‘encourage more student participation’, and ‘employ more real-
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life language tasks’ were high on the list. In addition, the other items like ‘employ a new 

teaching method’, ‘put more emphasis on the integration of the four skills’, and “put more 

emphasis on listening” were considered to be significant changes that the questioned teachers 

made to their students because of the new policy.  However, the remaining items, particularly 

the one that referred to ‘teach according to the ‘Bac’ exam format’ were not frequently 

selected by the respondents. This might suggest an alteration in the teachers´ attitudes 

towards the adoption of the new model, and avoid to be fixed on the ‘Bac’ exam typology of 

activities. A practice that was currently carried out with the current testing system. These 

results clearly indicated that there was a washback effect of the ATM on teachers´ teaching 

activities. 

5.3.1.1.3 Washback on Teaching Materials 

There were two questions concerning teaching materials (TQ2-10 and TQ2-11). Items 

in these two questions were designed on a four-point Likert scale, where 1: seldom or never, 

2: sometimes, 3: most classes, and 4: every class.  In TQ2-11, 1: not real increase, 2: little 

increase, 3: some increase, and 4: large increase. The purpose of these two questions was to 

explore relationships between teaching materials and the implementation of the ATM. 

1. TQ2-10: Teaching and learning resources 

TQ2-10 was aimed at finding out whether or not the teachers believed that the 

implementation of the ATM would involve extra teaching and learning resources. These were 

put in a list displayed in Table 5.8 below: 

 

 

How do you often use the following resources in your teaching? 

 Seldom or 

never 
Sometimes Most classes Every class 

a- Textbooks. 0% 0% 57.1% 42.9% 
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Table 5.8: Teaching and learning resources 

The results included in Table 5.8 indicated that textbooks were the most used resources. 

Following this item, ‘the examination guide’ was also chosen by the teachers as a used 

material. The other items, such as ‘picture and cards’, ‘magazines’, and ‘newspapers’ were 

thought to be less used. However, the obtained results in this question showed that ‘language 

laboratory’ was seldom or rarely adopted by the teachers. Some teachers thought that 

‘PowerPoint® or data show’ was used to some extent. Indeed, the latter is the only positive 

indication that shows that there is a slight washback effect. Apart from this, all the other 

answers do not imply that the ATM has exerted the expected effects on the teaching and 

learning resources teachers often used in their classes. 

2. TQ2-11: The kind of extra-work practice by teachers 

TQ2-11 explored to which extent the incorporation of the ATM had exerted some 

extra-work in relation to the teaching and learning context. The teachers were given six items, 

and had to tick the degree of increase of the item from no real increase to a large increase. As 

to this question, a four-point Likert scale was employed. The results are embodied in Table 

5.9 below: 

 

b- Pictures or cards. 0% 42.9% 28.6% 28.6% 

c- Data-show (PowerPoint) 0% 57.1% 14.3% 28.6% 

d- Magazines. 42.9% 28.6% 28.6% 0% 

e- Newspapers. 42.9% 42.9% 14.3% 0% 

f- Examination guide. 42.9% 0% 28.6% 28.6% 

g- Language laboratory. 85.7% 14.3% 0% 0% 

h- Commercial books. 71.4% 28.6% 0% 0% 

What kind of extra-work or pressure if any do you think the ATM put on you in your 

teaching? 
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Table 5.9: The kind of extra-work on teaching and learning  

It could be seen from Table 5.9, ‘preparing more materials for students’ increased to a 

certain extent because of the adoption of the new testing model. Other items, such as 

‘revising the existing materials’, ‘doing more-lesson preparation’, and ‘adopting new 

teaching Materials’’ also increased but with varying degrees. ‘To organize more practice on 

examination’ remained a recurrent practice for most of the teachers.   

What could be drawn out from these results is that there is a washback effect, but still 

the questioned teachers found it difficult to get rid of their acquired behaviours. That is, they 

showed a great resistance to innovation and change. 

In summary, the results in the area of washback on the choice of teaching and learning 

materials (TQ2-11 – TQ2-12) shows clearly that there were no clear effects. Although there 

was a slight washback effect, but overall practices were not seen to be significantly different 

from the time that was before the adoption of the new policy. 

5.3.1.1.4 Washback on Classroom Teaching Behaviour 

Questions related to aspects of daily teaching were investigated in this section. The 

purpose was to find out whether or not the ATM would influence the teachers´ decisions 

about, and perceptions of, their teaching activities. In sum, there were three questions: (TQ2-

12 -13 -14). One question was designed on a multiple-choice format, and two other ones in a 

four-point Likert scale, where for TQ2-12, 1: English only; 2: English supplemented with 

occasional Arabic; 3:half English and half Arabic; and 4: Mainly Arabic. For TQ2-13, 1: 

 No real 

increase 

Little 

increase 

Some 

increase 

Large 

increase 

a- Doing more lesson preparation. 14.3% 14.3% 42.9% 28.6% 

b- Preparing more materials for pupils. 0% 14.3% 57.1% 28.6% 

c- Revising the existing materials. 0% 42.9% 42.9% 14.3% 

d- Adopting new teaching methods. 28.6% 0% 42.9% 28.6% 

e- Setting-up new teaching techniques. 14.3% 28.6% 28.6% 28.6% 

f- Organizing more examination practice. 0% 42.9% 57.1% 0% 
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almost never happens; 2: uncommon; 3: common; and 4: almost the whole lesson; and for 

TQ2-14, 1: seldom or never; 2: sometimes; 3: most classes; and 4: every class. 

1. TQ2-12: Medium of Instruction 

TQ2-12 explored what the medium of instruction is. As stated previously, the section 

was designed on a multiple-choice format. The results are included in Table 5.10: 

What is the medium of instruction you use when you teach in the classroom? 

 
English 

only 

English supplemented 

with occasional Arabic 

explanation 

Half English 

and half 

Arabic. 

Mainly 

Arabic 

Valid Percentage 42.9% 57.1% 0% 0% 

Table 5.10: Reported Medium of instruction in the context under exploration. 

Table 5.10 shows that the majority of the participant teachers used English 

supplemented with occasional Arabic explanation. One possible reason for this might be 

teachers´ concerns about their students’ general level in English language. Currently, it is 

believed that students´ general level in English language is not high which allows those 

students to use the target language at ease. However, 42.9% of the questioned teachers said 

that they never referred to students´ native language in their lessons. The key aim to proceed 

in such a way was to avoid any interference between the mother and target languages. 

Besides, another intention was to make students ‘think’ in the learnt language, rather than 

“think” in the native language and communicate with English. 

 

 

 

2. TQ2-13: Teacher talk in English lessons 
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 TQ2-13 was related to teacher talk. Teachers were invited to say how often they 

carried out the following activities: (a) talk to the whole class, (b) talk to groups of students, 

(c) talk to individual students. Table 5.11 summarizes the results. 

How often do you do this in class? 

 Almost   

never happen 
Uncommon Common 

Almost the 

whole lesson 

a- Talk to the whole class. 0% 28.6% 14.3% 57.1% 

b- Talk to groups of students. 0% 28.6% 57.1% 14.3% 

c- Talk to individual students. 14.3% 14.3% 57.1% 14.3% 

Table 5.11: Teacher talk in English lessons 

It is noticeable that the great majority of the participant teachers talked to the whole 

class (57%). ‘To talk in groups of students’, and ‘to talk to individual students’ were less 

common in comparison to item one. As a result, these obtained results suggested that overall 

teachers still dominated and controlled the classroom talk for most of their lessons. Besides, 

the results obtained after items 2 and 3 indicated that although teacher talk was dominated by 

the teachers themselves, the new testing policy seemed to have encouraged teachers to work 

hard to be more learner-centred. 

3. TQ2-14: Teachers’ activities in English lessons 

TQ2-14 explored how often teachers carried out some activities in their lessons. Five 

items were suggested. The teachers were asked to choose the appropriate frequency based on 

their beliefs. The results on this question are reported in Table 5.12 below: 

 

 

 

 

 

How often do you do the following activities in class? 
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 Seldom 

or never 
Sometimes 

Most 

classes 

Every 

classes 

a- Explain the meaning of the text. 28.6% 57.1% 14.3% 0 

b- Explain specific language items 

such as words or sentences. 
0% 14.3% 71.4% 14.3% 

c- Go through textbook exercises. 0% 0% 57.1% 42.9% 

d- Organize pair work or group 

discussions. 
0% 0% 14.3% 85.7% 

e- Organize integrated language 

skill tasks. 
0% 28.6% 42.9% 28.6% 

f- Talk about achievement test. 14.3% 57.1% 14.3% 14.3% 

Table 5.12: Teachers’ activities in English lessons 

As to this question, it could be seen that ‘to organize pair or group work discussion’ 

was carried most often by the participant teachers. This item was closely followed by three 

other activities and regarded to have an acceptable frequency of occurrence. These activities 

are ‘to go through textbook activities’, ‘explain specific language items such as words or 

sentences’, and ‘organize integrated language skill tasks’ What could be retained from the 

frequency of occurrence of these activities is that there exists a mixture of beliefs, attitudes, 

and practices among the questioned teachers. Meanwhile, it sounds that it is very difficult for 

those teachers to get rid of their traditional teaching methods. Again, what one can draw out 

as a conclusion from these two different situations is that although there is a slight washback 

effect of the ATM on the used teaching activities in English lessons, resistance to change is 

still the prevailing practice. 

5.3.1.2 The Student Questionnaire (SQ2) 

5.3.1.2.1 Demographic Information 

 The return rate was 96.6%, who completed and returned back the questionnaires. Five 

characteristics were included in this section on students’ individual characteristics. As what 

was done in the teacher questionnaire (TQ2), distributed frequencies based on valid 

percentages were adopted to compare between the various characteristics. Table 5.13 

summarizes the findings: 
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Items Variables Valid Percentages 

1. Gender Male  

Female 

26.4% 

73.6% 

2. Level First year 

Second year 

Third year 

00% 

100% 

00% 

3. Branch Naturel Sciences 

Letters and Foreign Language  

Letters and Philosophy 

00% 

100% 

00% 

4. Study hours per week 1-3 

4-7 

More than 7 

7.5% 

92.5% 

00% 

5. Preparation hours per 

week 

1-4 

4-9 

More than 10 

97.1% 

2.9% 

00% 

Table 5.13: The Final Study characteristics and learning contexts of student-

participants. 

Table 5.13 shows that 93.6% of the student participants were female and 26.4% were 

male. All the student participants were selected from secondary classes. All of them were 

chosen from the letters and foreign languages branch. This choice was based on the 

assumption that it was easier to control the number of students in this branch because across 

the Biskra region the number of students who are in this branch is not as big as in the other 

branches. Besides, these students study English language as a first foreign language. This 

implies that their devotion to studying this subject is higher than the other students who study 

English as a second foreign language. 97.1% of the participant students said that the time 

they spent to revise and prepare English lessons varies between 1 to 4 hours. This result 

indicates that there is an increase in revision and preparation of the subject for those students, 

in comparison to the same time they had in the period that preceded the introduction of the 

new testing system. Consequently, this reality with respect to the aim of motivating students 

to self-study in English, the ATM has been to some extent effective. 

5.3.1.2.2 Students’ Attitudes Towards Aspects of Learning and 

Teaching Abilities Inside and Outside the Classroom  
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Section A: Students´ Attitudes towards Teaching Activities Inside 

and Outside Classroom 

This section explored the students´ attitudes towards teaching carried out inside and 

outside the classroom by their teachers and by themselves in order to understand possible 

changes that might have been taking place in the context of the ATM. There were four 

questions, which were student’s questionnaire: Section Two, Part A, questions 6,7,8, and 9. 

All these questions were designed on a four-point Likert scale of frequency, where 1: usually; 

2: sometimes; 3: rarely; and 4: never. 

1. SQ2-6: Teacher talk in class 

SQ2-6 explored students´ perceptions of how much the teacher talked in their English 

lessons. The aim was to identify whether or not the introduction of the new testing model 

reduced the amount of teacher talk and encouraged more communicative approach. The 

students were asked to grade how often their teachers talk to the whole class, groups of 

students, and individual students in English lessons. The results are summarized in Table 5.14 

below: 

How often does your teacher do the following in your English class? 

 Usually Sometimes Rarely Never 

a. Talk to the whole pupils. 77.0% 20.1% 1.7% 1.1% 

b. Talk to groups of pupils. 40.8% 44.8% 10.3% 4.0% 

c. Talk to individual pupils. 30.5% 31.0% 28.7% 9.8% 

Table 5.14: Students’ perceptions of their teacher talk 

From the results embodied in Table 5.14, it could be seen that there is a high ‘frequency 

estimated at 77%, of ‘teachers usually talk to the whole students’. Following this item, 

‘teachers usually talk to a group of students’ is estimated at 41.8%. At the end, ‘teachers 

usually talk to individual students’ is estimated at 30.5%. 
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What could be deduced from these results is that the general pattern of teacher talk in 

class is still in order of, from most to least. This indicates that teachers are still in control and 

dominance of teaching in class, although the introduced testing system aimed to encourage 

teachers to be more learner-centred and provide students with more practice opportunities. 

2. SQ2-7: Students’ perceptions of their teachers teaching activities in their 

lessons 

Students were asked to grade the frequency with their lessons. Students were asked to 

grade the frequency with their teachers organized in seven different activities. Table 5.15 

displays the general pattern of the students´ responses. 

How often does your teacher do the following activities in your English class? 
 Usually Sometimes Rarely Never 

a. Tell your class the objectives of each 

lesson. 
81.6% 12.6% 2.9% 2.9% 

b. Demonstrate how to do particular 

language activities. 
66.1% 28.2% 5.2% 0.6% 

c. Explain specific language items, such as 

words or sentence structures.  
81.6% 14.9% 2.9% 0.6% 

d. Explain specific language structures. 72.4% 18.4% 8.6% 0.6% 

e. Go through textbook exercises. 69.0% 27.0% 2.9% 1.1% 

f. Assist pupils to answer exercises. 65.3% 29.9% 8.6% 5.2% 

g. Talk about achievement tests. 44.8% 20.7% 23.0% 11.5% 

Table 5.15: Students´ perceptions of their teachers´ teaching activities 

As to this question, we could notice that item one ‘the teachers usually tell class the 

objectives of each lesson’ is the most frequent with a percentage that approximates 81.6%. 

This item is equivalent with item three ‘teachers usually explain specific language items’. 

Following these two items, item 4, ‘teachers usually explain specific language structures’, is 

estimated at 72.4%. The remaining activities, such as ‘going through textbook’, ‘demonstrate 

how to do particular language activities’, ‘assist students to answer exercises’, and ‘talk about 

achievement tests’ were less frequent and were seen by the students as activities frequently 

carried out by their teachers. 
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It could be seen that there is a slight change of the teachers´ teaching activities in their 

lessons since there is a variety of activities carried out by teachers. This significantly differed 

from the time when these teachers were fixed only on grammar and vocabulary. Crucially, 

this suggests a washback effect of the ATM on classroom activities. 

3. SQ2-8: Students’ use of English in relation to their classroom activities 

SQ2-8 explored the activities the participant students carried out in their classes. There 

were four activities listed under the question. The results are included in Table 5.16: 

How often do you do the following in English class? 

 Usually Sometimes Rarely Never 

a. Doing pair work. 68.4% 24.1% 5.2% 2.3% 

b. Doing group work. 85.6% 13.8% 0.6% 0.0% 

c. Expressing your own ideas in English. 19.0% 60.9% 15.5% 4.6% 

d. Asking questions. 21.8% 56.3% 16.7% 5.2% 

Table 5.16: Students’ use of English in relation to their classroom activities 

What is noticeable from the results embodied in Table 5.16 is that activities, such as 

‘doing group work’, and ‘doing pair work’ are the most frequent with 85.6% and 68.4%, 

respectively. The two left activities ‘asking questions’ and ‘expressing your ideas in English’ 

were less frequent with 21.8% and 19%. 

What could be retained from these results is that because the most frequent activities 

are ‘group and pair works’, it is evident that this indicates a change in students’ attitudes 

towards aspects of learning. Consequently, this directly implies that there is a positive 

washback of the ATM on students´ attitudes to learning. 

 

 

4. SQ2-9: Students’ use of English in relation to their learning activities 

outside class 
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SQ2-9 explored aspects of students´ learning activities carried out in English outside 

their lessons. There were five activities listed under this question. The results are reported in 

Table 5.17 below. 

How often do you do the following in English outside class? 
 Usually Sometimes Rarely Never 

e. Talk to your teacher in English. 24.1% 24.5% 16.7% 16.7% 

f. Talk to your classmates in English. 18.4% 44.8% 24.1% 12.6% 

g. Watch TV programmes in English. 57.5% 27.0% 6.9% 8.6% 

h. Read newspapers and magazines in English 59.2% 24.1% 7.5% 9.2% 

i. Chat on the net in English. 14.9% 25.9% 22.4% 36.8% 

Table 5.17: Students’ use of English in relation to their learning activities outside 

class 

From the results embodied in Table 5.17, we could see that ‘read newspapers and 

magazines’ is the most frequent activity with 59.2%. This item is followed by ‘watch TV 

programmes in English’ with 57.5%. The remaining three activities ‘talk to your teacher in 

English’, ‘talk to your classmate in English’, and ‘chat on the net in English’ were less 

frequent. According to the obtained results in Table 5.17, difference in frequencies of the 

occurrence of the five activities give a clear picture of little communication carried out by the 

students outside the classroom. Ostensibly, this indicates a weak washback effect of the new 

testing model on the use of English outside class. 

Section B: Students’ Attitudes towards Aspects of Learning 

This section –Student’s Questionnaire Section Two, Part B, consisted of two questions 

with a nominal scale of agreement and likeness. This section aimed to explore possible 

reasons for the students’ attitudes in relation to learning in the context of taking achievement 

tests drawn out from the proposed ATM. 

 

 

1. SQ2-10: Students´ motivation to learn English 
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SQ2-10 explored students’ reasons for learning English to see whether or not the new 

testing policy brought about different perceptions in the students´ motivations. The results are 

reported in Table 5.18 below: 

Do you agree with the following reasons for learning English?     

 Agree Disagree 

a. To get a better job 39.7% 60.3% 

b. To be able to study in higher education 69.5% 30.5% 

c. To be able to communicate with foreigners 90.8% 9.2% 

d. To have more and better opportunity in the future 93.7% 6.3% 

e. To satisfy my parents' desire      43.1% 56.9% 

f. To satisfy school requirements         64.4% 35.6% 

Table 5.18: Students´ perceptions of their reasons for learning English 

As to this question, what is noticeable from the results included in Table 5.18 is that ‘to 

have more opportunity in the future’ was the most motivating reason to learn English 

(93.7%). In the same vein, ‘to be able to communicate with foreigners’ was seen to be an 

important reason to learn this foreign language with 90.8%. An additional high frequency to 

learn English was that ‘to be able to study in higher education’, which was estimated to be 

equivalent at 69.5%. The remaining two reasons ‘to satisfy school requirements’ and ‘to get a 

better job’ were the least frequent. 

Consequently, these results showed that the most frequent reasons for learning English 

are a good indication that the situation of learning that foreign language fits the spirit of the 

ATM. At this level, it is certain that the new testing policy exerted a positive washback effect 

on students´ motivation to learn English.  

2. SQ2-11: Students´ preferred learning strategies 

SQ2-11 explored whether or not the ATM had an influence on students’ learning 

strategies. There were 6 strategies listed under this question. The results are embodied in 

Table 5.19 below: 

 

Do you like to use the following strategies for learning English? 
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 Like Dislike 

a.Reading newspapers and magazines in English 40.8% 59.2% 

b.Listening to radio programme in English 90.2% 9.8% 

c.Taking part in group activities in class in English 91.4% 8.6% 

d.Expressing opinions in English in class 90.8% 9.2% 

e.Putting more emphasis on understanding English 89.7% 10.3% 

f. Doing exercises and homework 89.7% 10.3% 

Table 5.19: Students’ preferred learning strategies. 

From the results included in Table 5.19, it could be seen that the most used strategies 

by participant students were as follows: ‘to take part in group activities in class’ (91.4%), ‘to 

express opinions in English in class’ (90.8%), ‘listening to radio programmes in English’ 

(90.2%), and ‘putting more emphasis on understanding English’ (89.7%).The remaining 

learning strategies were less used by the students. 

What could be deduced from these results is that the learning strategies that require 

language production are the most preferred ones. Ostensibly, this leads to say that there is a 

significant positive washback effect of the ATM on oral communication skills. Certainly, this 

is what is expected from this new testing policy. 

Section C: Students’ Attitudes towards Aspects of Testing 

This section –student’s questionnaire Section Three: Part C- consisted of one question 

with five statements. All the statements were designed on a nominal scale and used an 

agreement format. The aim of this section was to explore students´ attitudes towards English 

tests in relation to teaching and learning. 

 

 

 

 

 

1. SQ2-12: Students´ attitudes towards tests 
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Do you agree with the following opinions? 

 Agree Disagree 

a. Pupils like useful achievement tests 87.4% 12.6% 

b. Achievement tests are a valuable learning experience 87.4% 12.6% 

c. Achievement tests force pupils to study harder 90.8% 9.2% 

d. A pupil’s score on achievement tests is a good indication of how 

s/he will be able to apply what has been learnt 
59.2% 40.8% 

e. Achievement tests are one of the motivations for 

the pupils learning 
93.1% 6.9% 

Table 5.20: Students’ attitudes towards tests 

Table 5.20 shows that achievement tests based on the ATM stand as a source of 

motivation for these students to learn. These tests are no longer considered as an operation of 

grading, but they are seen as a part of the teaching/learning process. In addition, the 

questioned students regarded this type of tests as a means that ‘usually forces them to study 

harder in lessons’. In one word, these results indicate that ‘the new tests are a valuable 

learning experience’. Contrary to the results obtained in Phase One of the study, the majority 

of the students in the Final Study said that they ‘liked the new achievement tests’. 

Consequently, these findings imply that there is a change in students’ feelings to, and 

attitudes towards, achievement tests as they are conceived by the ATM. Students are 

motivated and willing to sit for them and not anxious or worried to take them as it used to be 

earlier. On the whole, these attitudes indicate that there is a positive washback effect of the 

new testing model on students´ attitudes towards aspects of testing. 

5.3.2 The Interviews    

5.3.2.1 Teacher interviews (02) 

This section reports findings from the interview (02) with teachers in the Final Study. 

When asked about how they have perceived the idea of implementing the ATM, all the 

interviewed teachers said they have found the idea very exciting. They added; it is very 

innovative. 
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T3 explained that:  

I think that the idea of implementing the ATM is innovative for many reasons ; and, I think it 

is one way to make both teachers and students think more about the importance and the 

perception of testing. 

T6 added that: 

It’s a new idea because it is the first time we do something like that; pupils ought to think that 

it’s something for them and it is something sometimes difficult; but, this is at the beginning; 

later on, they will find it easy. 

 

 

When asked about the division and sectioning of the achievement tests based on the 

new testing model, the interviewed teachers emphasized that the format of this model is 

particularly very useful. They are certain it helps them measure the different skills and 

language components. T2 expressed this belief in these words. He said that:  

I found that the format is very innovative. It is holistic, which means one can test everything 

s/he teaches. The students can be assessed in all the skills because we know that English 

language is not only reading and writing. Listening and speaking are also very important.   

          

In addition to this short description, T8 linked this new format directly to the learners' 

achievement in English language. She reported that:  

The new division and sectioning in this test is a good idea because it shows you clearly the 

improvement of students’ learning. In addition, it encourages them to give more importance 

to all the learnt skills in this language, and not to be restricted to one or two skills. 

 

T6 gave her opinion on this format; and, in the mean time, she responded to the view 

that it is difficult to test listening and speaking. She indicated that:  

The new division ... I have found it very well. It is so because we teach our pupils speaking 

and listening; so, when we test them in listening and speaking, it is easy. It is something not 

impossible. It is okay. About reading and writing, we usually do that. 

T4 expressed some doubts about the time this new format proposes to carry out the 

different tasks in the tests. He thought that although the idea of sectioning the test into 

different sub-tests is good, but still, we have to be very careful about the time allotted for 

each sub-test. In his words, he reported that:  
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This division ... I like it, but there is something … when we use this new model, it takes too 

much time. 4 hours for one test is a little bit difficult to accept. You know! This time is too 

long. It can make students stressful every time they are asked to sit for an achievement test. 

This is a real problem... 

 

  Apart from these doubts expressed by T4, the other interviewed teachers welcomed the 

new division. They did not raise any queries on this new format. For them, it is more 

effective and practical to adopt. 

In order to gain insightful feedback on the teachers' opinions about other issues related 

to the new testing system, the interviewees were invited to say what they see as major 

differences between, on one hand, the current testing system, and on the other one, the ATM. 

To this question, we got different views. For instance, T3 thought that:  

The ATM is very different from the tests that most students are used to take. First, this model 

has three sub-tests, which means that the students have the opportunity to be tested on three 

levels. I mean reading and writing, and listening and speaking ... however, with the 

traditional testing model, students are used to read only a text and then answer some 

questions; with the ATM, it is different, they are supposed to listen and build up some skills of 

English language, which means we cannot imagine someone who is supposed to learn 

English, just to learn two skills, and ignore the other skills, which are listening and speaking. 

 

T4 gave a more explicit description on this matter. In his words, he reported that:  

There is a huge difference between the two systems. First, the current achievement tests are 

based on the ‘Bac’ exam papers: a text, comprehension questions, grammar, and writing. 

Meanwhile, in the new testing system, there are speaking and listening and other different 

tasks on other components. I think this is what should be incorporated in a test because a 

language is not only to read or write, but it is also to communicate, to listen and to speak. 

The other interviewed teachers converged to a large extent with the assumptions borne 

by the two previous teachers. They believed that the new testing policy is more practical and 

pragmatic since it is not only limited to test a part of language, but transgresses to touch all 

the skills and aspects a particular language test encompasses. What is also regarded by these 

teachers to be positive is that the testing of the skills and language components, which were 

neglected in the traditional testing system, enhances the teaching and learning of these 



 

 

282 

 

language aspects, knowing when testing them, both teachers and students would give them 

more importance in instruction.  

Furthermore, on the crucial point of how their students reacted to the implementation of 

the ATM, the teachers, subject to this interview, provided different responses. For example, 

T3 saw that there are two kinds of reactions. First, those students who were in favour of this 

innovative act and hence welcomed the change of the traditional testing system. For them, 

such an idea would allow the students to have a better chance to display how well or badly 

they are doing in learning English language. On the other side, a second category of students 

did not see any addition from this intervention since the current testing system does a good 

job in that it is the best mechanism that prepares secondary students to pass the decisive ‘Bac’ 

examination. For those latter, it does not matter whether or not they could communicate 

accurately and fluently in English language. Rather, what they saw as crucial is to respond 

correctly to the tasks and get a good mark. 

      On the same idea, T4's answer was more straightforward. He said that all his 

students enjoyed this new model. To prove this claim, he added, with the current testing 

system, he usually felt that his students did not feel at ease and seemed to be anxious the days 

that precede the test. This feeling had completely disappeared with the incorporation of the 

new achievement tests. The students showed enthusiasm to undertake the tests. He expressed 

this atmosphere as if the students were going to ‘attend a party’. They were not worried of the 

test, and did not show any signs of disgust. Instead, they were happy and comfortable. T2 

shared the same assumptions with T4. In precise words, he reported that:   

The students reacted positively to the new testing system model because they found they could 

be tested in all the skills of language: listening, speaking … and this could give them an idea 

about their level in learning English. 
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Contrary to the previous views of the interviewees, T8 thought differently. She 

advanced that that situation was pretty complicated, especially, at the initial stage of the 

implementation of this new testing policy. Students, she added, showed a tough resistance to 

change. They did not accept that their teachers employed a new testing mechanism to assess 

them, particularly when they were told that the tried out new achievement test was not 

officially recommended. Nevertheless, this negative attitude turned to become positive when 

these students got familiar with the model, and felt that it bore interesting and attractive 

things that they were not accustomed to. This experience was also shared with T6, who 

indicated that her students became more motivated and willing to sit for the new achievement 

tests with time. She also said that she is certain that this positive attitude can take a wide 

dimension if the model is officially adopted by the educational authorities and becomes the 

current testing system in the Algerian secondary schools. In this case, teachers and students 

would be compelled to use it and the benefits are guaranteed. 

In sum, what could be retained from the interviewees’ responses to this question is that 

the majority of the teachers, who tried out this new testing model, welcomed this innovation 

and appreciated to get a new test with a different format and varied contents. They agreed to 

say that such a way of assessment enables them to obtain very insightful feedback on 

instruction. Although this echoed sentiment is too early to make a definite conclusion on the 

new testing model policy, but in itself it is a good indication that these teachers reacted 

positively to the new intervention.  

5.3.2.2 Students Interviews (02) and Focus Groups (02) 

This part of the research will present findings from both students' interviews and focus 

groups in the Final Study: 
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When asked about how they perceived the ATM, the majority of the interviewed 

students found this new testing system a good idea and an innovative experience. Although 

their first impressions showed that they were still discovering the secrets of this testing 

mechanism, but their answers demonstrated that they appreciated and welcomed it. To arrive 

at this conclusion, the students made a comparison between the current testing system and the 

newly introduced one. A general agreement among those interviewees indicated that there 

exists a huge difference between the two. For most of them, they trusted the evaluation of the 

new tests, no matter what type of judgement they got at the end bad or good. Besides, one of 

the most striking things observed in the interviewees’ responses in the interviews and focus 

groups was that  the feelings of boredom and anxiety completely disappeared, and were 

replaced by feelings such as likeness and joy to undertake tests. Some significant expressions 

to this first question in the individual interviews and focus groups are collected and displayed 

below: 

- actually, I felt the ATM is a very good testing system to show what I know and I don't 

know! S1 

 

- it’s a good idea to tell the pupils their true level. S6  

 

- it’s a good way to see the level of students; it helps us to improve our capacities in 

English language! S8 

 

- it’s a good test and I find it really interesting because I can now precisely know my abilities 

in all the skills of this foreign language. S9 

 

- I like this model because I found its questions not so complicated and also not so hard to 

answer. Actually, I appreciate it. It tells me my level in English. S11 

 

-  For me the ATM is a new idea. It's the first time I see it. S16 

 

- I see the ATM is a good idea because the contents of the test correspond to what I study in 

class. I like it. S22 

 

On the question to express their opinions about the format of the ATM, the students' 

answers were almost similar to say that the new division and sectioning of the achievement 
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tests based on the new model were comprehensive and consistent. In the students' words, 

these views were expressed in this way: 

I think the new division of the ATM is very interesting. It's great; it's this kind of tests that 

gives me more chance to answer the questions. It's better that the tests we used to do. S12 
 

The format of the ATM is very clear. It's totally different from the tests we usually had. The 

new one is made-up of three sub-tests, whereas the traditional one is only one test. The 

difference is here because testing is not writing and reading; it's all aspects of language. S13 

 

S24 converged with all the interviewed students, his answer is a conclusion to these 

students' responses. In precise terms, he said that: 

The new testing system is a good idea. I see that it's a test which can develop the students' 

skills and abilities. It's a test which enhances learning. It's different from the other traditional 

tests. In addition to reading and writing, it assesses listening and speaking. I think in this 

way, testing can influence positively both teaching and learning. 

 

Concerning how they perceived the distribution of tasks per sections, items per 

sections, the allotted time for each sub-test, and the scoring scale, the interviewed students 

showed some misunderstandings of these test-aspects. The students' answers were limited 

and not thorough. They indicated that they needed time to get familiar with the new tests to 

have sound judgements on these issues. Interestingly, this does not imply that the interviewed 

students had negative attitudes towards these aspects related to the new testing model; rather, 

the discussed questions might have been pitched at too high level for them to grasp at their 

age. Moreover, it is certain that the reason of this problem could be attributed to the students' 

general linguistic background, which largely hampered them to express their ideas well in 

English language, knowing that the individual interviews and group discussions in the Final 

Study were carried out in English language, and not in Arabic. That is why, on this question, 

the interviewed students answered only using short phrases or simply telegraphic and 

fragmented sentences, such as ‘yes’, ‘no’, or ‘great’, and ‘interesting’. 

To the other crucial question, ‘how do they perceive the marks they obtained after 

sitting for the ATM?’ There seemed to be a mixture of attitudes towards this matter among 
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the interviewees. For a great deal of these students, the new model made them feel satisfied 

about their marks no matter what these marks were, high or low. They thought in such a way 

because they saw that their marks are true and not misleading as they used to be before the 

intervention. However, for some other interviewees, and certainly they were not so many, 

they believed that their marks after undertaking the new achievement tests are not real. To 

justify this belief, the interviewed students went back to the high pressure the new tests exert 

on them, which in many times make them underperformed in the tests. For these students, 

such a pressure is mainly due to the three sub-tests that make-up one achievement test, and 

also to the time they often take to answer the questions. 

At the end of the interviews and the focus groups with students in the Final Study, the 

participants were asked to express their views on whether or not they are in favour to adopt 

this newly testing system, or simply reject it. The responses of the interviewed students 

indicated that the majority of them welcomed this new policy, and advocated that it would be 

better to keep this new testing model. Surprisingly, some of the respondents suggested that 

the ATM is not an end in itself, but it is more important to keep revising and adjusting the 

contents of the test to make it more effective. In order to attain this goal, the interviewees' 

answers provided some evidence that this new policy should go further to be encouraged by 

the educational authorities, and adopted by all the secondary school teachers in the local 

scene. Their motive to this claim is mediated by the idea that given the importance placed on 

the new testing model, the intensity of motivation to learn English increased among them. 

Students think that they become more interested in the benefits of the language and the desire 

to communicate with English language inside and outside the classroom. What mattered more 

for them is to transgress the idea of exam-preparation classroom to concern more powerful 

motivation to learn language for communication and to achieve success in their studies. 
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5.3.3 Classroom Observation Outcomes  

The following section in the study reports the findings of 4 from the 8 teachers 

observed in the Final Study.  

5.3.3.1 Participants Organization  

Table 5.21 summarized the interaction patterns of the lessons with T1, T2, T3, and T4.  

Number of 

Teacher 

T1 

Percentage of lesson time 

Total Whole class 

T to S/C 

Whole 

class 
Group Individual 

65% 00% 25% 10% 100% 

T2 65% 00% 25% 10% 100% 

T3 25% 05% 50% 20% 100% 

T4 50% 05% 35% 10% 100% 

Table 5.21: Participants organization on lesson for the Final Study  

The findings from the observed classes in Phase Three in this study indicate two crucial 

remarks. First, 3 from the 4 teachers observed (T1, T2, and T4) spent the majority of class 

time talking to the whole class since the calculated time for these 3 teachers is estimated to be 

equal or more than the total time of class work. Individual work is still low, although there is 

a slight increase devoted to that category of work in comparison to that of the Preliminary 

Study. The rationale behind spending a considerable amount of class time talking to the 

whole class, according to detailed observation and based on interviews with the teachers, is 

that it was difficult for the teachers to get rid of their teaching practices where they dominated 

class discussion. In the meantime, the same group of teachers showed a great resistance 

towards change and innovation from a total dominance to activities where most of the work is 

carried out in groups or individuals. However, it is worth mentioning that among these 

teachers and within this teaching atmosphere, T3 seemed to be an exception since this 

observed teacher succeeded to reduce the time spent for whole class discussion to devote 

much of her work to group activities. Unlike the other 3 teachers, she spent 25% of her class 
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time only to whole discussion. 50% of the time is spent to group work, and 20% to individual 

tasks. It seems that the purpose of this change towards group and individual works was to 

provide students with practice opportunities. For her, it is believed that group work helped 

students learn from each other and gave them more practice opportunities, especially the oral.  

Moreover, the second remark under this category demonstrated clearly that in 

comparison to the results obtained about the same issue from Phase One (see Table 3.46) 

there is a considerable change in the behaviours and practices of the observed teachers. For 

instance, in Phase One, apart from T3 whose calculated time devoted to group work was 

estimated to be 40%, this time had interestingly increased for almost all the other teachers in 

this last phase of the study. Respectively, the percentages shifted from 0% to 25% for T1, and 

from 4% to 35% for T4. It should be noted that this category was treated differently to what 

was carried out before the ATM implementation wherein students were involved in 

discussions or in conducting group tasks. The purpose was to help them interact and 

communicate efficiently using English. 

5.3.3.2 Activity Types and Content as Percentage of Class  

     The analysis of the observed lessons with the 4 teachers presented in Table 5.22 

showed (a) what types of activities were carried out in the lessons, and (b) who was holding 

the floor and in what ways. 
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Activity type T1 T2 T3 T4 

Teacher activities: 

Lecturing  

Explaining 

Directing   

 

20% 

25% 

20% 

 

20% 

15% 

15% 

 

05% 

10% 

00% 

 

20% 

20% 

10% 

Student activities:  
Listening  

Reading  

Speaking  

Writing  

Grammar  

Vocabulary 

Group work  

Pair work  

Oral work  

 

00% 

05% 

05% 

00% 

15% 

05% 

05% 

00% 

05% 

 

05% 

05% 

05% 

05% 

15% 

05% 

00% 

05% 

05% 

 

05% 

00% 

05% 

00% 

05% 

05% 

50% 

10% 

05% 

 

05% 

05% 

05% 

05% 

05% 

05% 

10% 

05% 

05% 

Total  100% 100% 100% 100% 

Table 5.22: Classroom activities of all the four observed teachers as a percentage 

of class time from phase three 

It could be seen that T1 was still the predominant focus of the class. 65% of the lesson 

time was spent in teacher activities; the remaining 35% was spent on reading texts, 

explaining grammar, and some oral tasks. For T2 and T4, 50% of the lesson time was 

dominated by the teacher activities: lecturing, explaining, and directing. The findings in T2's 

and T4's showed that there is a slight interest in student activities. With T2 even though 

grammar activities took 15% of lesson time, listening, pair work, and oral practice shared 

another 15%. For T4, the same activities were estimated to be 20%, bearing in mind that this 

increase in these activities is compared to the results observed in Phase One. 

Contrary to T1, T2, and T4, T3 significantly focused on the student activities. In precise 

terms, only 15% of the lesson time was devoted to teacher activities. This directly implies 

that this teacher reduced the time that the other teachers made in total or partial control of 

teaching. Instead, T3 spent 85% of lesson time to the student activities. The big amount of 

this time is addressed to group work. The estimated time on this particular student activity is 

estimated to be 50%. Obviously, this result indicates that the teacher's strategy has turned 

from teacher-centred to the learner-centred approach. In itself, this is a good indication of 

communicative teaching. Similar to this finding, T3 spent 10% of her time to oral work. This 



 

 

290 

 

means that through this activity this teacher encouraged her students to participate and 

interact using English language. The remaining time is shared by the other activities, such as 

listening, speaking, and pair work. 

To summarize the findings from Table 5.22, a cross-comparison of the percentage of 

the time on students' activities in the lessons observed after the implementation of the ATM 

showed that there was an increase in the time devoted to student activities. Certainly, the 

results differed from one teacher to another; nonetheless, it seems that the majority of the 

teachers involved in this study worked to make their lessons more interactive and the adopted 

approach more learner-centred. For these teachers, this new strategy seeks to provide more 

opportunities to practise English language inside and outside the classroom.  

5.3.3.3 Teaching Materials      

This section summarizes the findings related to the use of teaching materials in 

classroom teaching. It was found that the most used material by the 4 observed teachers was 

the official textbook. This result is similar to some extent to what was seen on the same issue 

of teaching materials from Phase One. However, it is worth mentioning that in addition to 

this general finding, other materials were observed to have been employed by the teachers. 

For instance, T3 used PowerPoint and slides while she carried out-group work tasks. The 

students were usually invited to watch an extract from a documentary, often chosen with a 

great care from multimedia sources like internet, and were asked to fulfil some relevant tasks. 

In the case of these situations, the teacher did the job of a guide and did not interfere or 

intervene so much, giving the students freedom to perform what they were asked to do. Thus, 

it was noticed that the students, reducing the amount of the lesson time given to the teacher, 

did most of the work. Moreover, the use of multimedia was also part of the listening and 

speaking activities. Being currently exposed to authentic audio-visual materials aided the 

students to train their ears to native language; and this in itself yielded these students an 
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opportunity to try to speak fluently. Other teachers were observed to have used some teaching 

materials, such as cards, pictures, magazines, and newspapers. These particular materials 

were adopted mainly in lessons teaching reading and writing.  

In what follows, a discussion of the findings from the four data collection methods in 

the final stage of this study will be presented in the next section.   

5.4 Discussion and Summary of the Findings      

 The findings of this study from Phase Three obtained using four data collection 

methods have led to a better understanding of the participants' reactions at the micro-level of 

the washback effects of the ATM on teaching, learning, and assessment practices. First of all, 

a review of the questionnaire findings from both teachers and students provided insightful 

feedback regarding classroom practices. With regard to the teacher’s questionnaire exploring 

the teachers' perceptions of the reasons behind the intervention, it can be seen that those latter 

were consistent with the underlying theories on which the new testing policy rested. Teachers 

are aware that the main purposes of the introduction of new tests are in line with the idea that 

considers the students in the context under exploration as active agents who possess a high 

degree of competence of the learnt language. This, in itself, is the fundamental purpose of 

teaching English language in the Algerian secondary school, which is clearly identified in the 

three syllabuses at this level, and that enables students to communicate to some extent 

fluently and accurately, or at least, with some ease, inside and outside the classroom. 

Concerning the alterations to teaching due to the intervention, evidence from the teachers 

indicated that these participants no longer are fixed on a given typology of activities that are 

currently included in the ‘Bac’ exam papers, as it used to be in the period of time that 

preceded the introduction of the new testing system; rather, there is a more positive attitude 

of these teachers towards the relative importance of classroom activities, and the subsequent 

use of new teaching methods. In this respect, it was found that the participant teachers in this 
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study give a higher weighing to the activities of ‘putting more stress on the co-operative 

learning’, ‘putting more stress on group discussion’, and ‘putting more stress on speaking and 

the integration of the four skill’. Certainly, these activities and perhaps other ones can 

increase students' communicative competence, indicating a degree of interest of these 

teachers to make changes in certain aspects of teaching. In short, there seemed to be a 

washback effect of the new policy on aspects related to teachers' reactions to the new system, 

the reasons behind introducing the ATM, and alterations to teaching methods due to the new 

policy. 

Contrary to the positive indications obtained with the teacher' perceptions of, and 

reactions towards the new policy, the result in the area related to aspects of teaching materials 

revealed that the teachers still rely on the official textbook as the major resource in their 

teaching. It appeared that the majority of the teachers relied mainly on the content and 

organization of general English textbook as the source of their plans because they do not 

want to deviate from the official instructions recommended by the educational authorities, 

mainly those of the general inspectors, bearing in mind that one of the limitation of this study 

was that it is extremely difficult to secure the necessary support and involvement of all the 

teachers in this study because it is often perceived not to have the authority and status to 

compel the participants to apply all what it suggests. Given this reality, it is not surprising 

that the washback effect on classroom teaching resources appears to have been minimal since 

the teachers for the most part did not try to change so much the teaching materials, although 

in many cases they expressed in their answers they were not convinced of what they were 

doing, and they showed some interest to opt for other resources. 

In terms of classroom teaching behaviours, the majority of the teachers used half 

English and half Arabic as the medium of instruction, according to the teachers this was due 

to the weak general level of their students in English language.  
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Furthermore, although it was noticed in this study that teachers became aware to talk 

less to students, and talk more often to groups or to individuals aiming at providing the 

students more practice opportunities, talking to the whole class was still the main activity in 

the classroom. The results of the teacher questionnaire in the study showed that the pattern of 

teacher's talk to the whole class was the most frequent, though, as discussed earlier; the new 

policy did appear to encourage teachers to be more learner-centred. In brief, there seemed to 

be a washback effect of the new testing system in the area of teacher, but it was not as 

considerable as it was expected.  

Regarding the factors that influenced how teachers perceived the issue of assessment 

and evaluation, the results indicated that these factors proved to be significantly different 

from the time when the teachers' main expectations were to obtain good scores in the tests, 

and pass the ‘Bac’ examination to a new time when the teachers' expectations are to obtain 

satisfaction in teaching. Accordingly, there is an evidence that using the ATM as an agent of 

change could possibly make teachers pay more attention to their own expectations, as well as 

to their students.  

When aspects of learning were investigated from the teachers’ perspectives, it appeared 

that these teachers were more willing to encourage their students cope with the innovative 

act, rather than change their own methodology. Teachers' attitudes towards how students 

should study in the content of the new policy was positive to put more emphasis on aspects 

which suggest change; the same attitude was obtained towards learning strategies. It appears 

that teachers' attitudes towards aspects of learning in terms of learning aims and learning 

strategies indicated that there is a washback effect, even though the teachers’ reluctance to 

make change could be explained by the resistance to innovation and the short time the new 

policy has taken to be discovered and well understood by the teachers in the context under 

investigation. 
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Finally, in the teacher questionnaire from Phase Three, exploring teachers' reactions to 

the new testing model shows that generally there is a positive washback. A great deal of the 

participants welcomed the intervention. They were attracted by the new format and contents 

of the achievement tests based on the ATM. They declared that they are ready to abandon 

what they used to use as assessment instruments, and embrace the new testing system. Such a 

positive reaction towards the policy is also interpreted in terms of the fact the new model 

encompasses a new philosophy, approach, and methodology. 

Besides washback on teaching, major issues regarding washback on learning explored 

in this study were the basic concerns of the student’s questionnaire in this last phase. First, 

with respect to washback in relation to the student' attitudes towards teaching and learning 

activities inside and outside class, the results obtained of this aspect confirmed the findings 

from the teacher’s questionnaire. The general atmosphere is characterized by a dominance of 

teacher control. Although one major aim of the introduction of the ATM was to encourage 

speaking and oral practice, and to enhance pair and group work, there was a lower frequency 

in carrying out these activities and practices. Again, this reality should not hide the fact that 

in comparison to what prevailed in the scene during the pre-implementation period of the new 

testing system, the situation has to some extent changed but not to what is expected. Perhaps, 

there is a need for more time to get positive feedback. Overall, the result indicated that there 

was actually a minimal washback effect on the activities that students carried out inside and 

outside class. 

With respect to the students' attitudes towards aspects of learning, the analysis of the 

results showed that the students' expectations correlate with the new intentions of the new 

testing system implementation. The students' response claimed that to have better 

opportunities in the future and to be able to communicate with foreigners in English 

language, this language could be a ticket to the world beyond the context where they live and 
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study. The students also revealed an acute consciousness of the fact that English is a language 

that they are compelled to learn to open new horizons and get a place in the world of today. 

This general mood corresponds to a great extent to the new policy in which the functional use 

of English language is encouraged to be considered as an important aspect of learning. In 

addition, in terms of the students' preferred learning strategies, it is certain that with regard to 

these students perceptions of the new model, their answers reported a positive reaction, and 

influence to the new achievement tests since the most used strategies were the one that 

suggest a washback effect on  oral communicative strategies. 

With regard to students' attitudes towards the impact of the new policy on aspects of 

testing, the findings indicated a positive shift in the students' perceptions. It can be seen that 

before the intervention, all the students said they did not enjoy sitting for the test. This feeling 

of disgust was interpreted in how these students viewed tests. For most of them, a test used to 

be equivalent to a sanction. After the incorporation of the new model, the students turned to 

regard the new achievement tests as a useful means to see how well or badly they have 

achieved in correspondence to what they learn in class. More importantly, this new 

perception considered tests as effective instruments to learn English language. In sum, these 

students viewed the new model in a positive light. In particular, this indicates that they have 

changed their attitudes towards the function of tests. 

The analysis of the findings related to aspects of the ATM format and contents 

indicated that the students appreciated the new structure, considering that sectioning a test 

into these sub-tests allows a better assessment of the four skills and language components. 

Besides, the students believed that the variety and richness of the contents of the tests could 

be a good indication that they are representative to a large extent to their lessons. This new 

attitude towards this matter completely differs from that of the pre-implementation period. 

Finally, the findings in this section confirmed this positive attitude towards the new testing 
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model since it seems that all the students welcomed the new scoring procedures and scales. 

They thought that those latter are comprehensive since they can provide them with actual 

final outcomes. All in all, it is ostensible that the changes that occurred to the format and 

contents of the new, proposed tests have brought about positive attitudes of the students 

towards both assessment and evaluation. 

Secondly, besides to the findings and discussion of the results from the teacher’s and 

student’s questionnaires, a discussion of the classroom observation outcomes is indispensable 

to understand the nature of washback in the context under investigation. Because the major 

purpose of the new testing policy was to improve students' communicative skills, it was 

essential to explore a sample lesson in detail to see whether there are any discernible 

washback. In terms of participants' organization, the patterns of teacher interaction in the 

classroom revealed some differences among the 4 observed teachers. For 3 of them, teacher 

talk dominated the lesson time, whereas with 1 teacher, there were some differences, 

especially, in allocation of time in teacher and student talk. Indeed, in T3's lessons, there was 

less teacher talk than in the other teachers' lessons. T3's lessons were much more learner-

centred, and consequently showed the most amount of student activity. As a result, the 

introduction of the ATM seems that it has encouraged a more learner - controlled approach, 

even though this result was observed with only one teacher. This in itself is a positive light. 

With regard to the activity types and content as percentage of the class, the classroom 

observations revealed that although in general the approaches to teaching did not vary, since 

it was observed that the teachers resisted to keep on using the same practices they were 

carrying out for a long period of time, there was an increase in the time devoted to student 

activities with serious attempts to make the lessons more interactive. It is apparent that 

because of the new policy, the teachers have become aware that it is crucial to change many 

of their classroom activities, and the content of their teaching to achieve more substantial 
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results at the end. What is more significant on these aspects of activity types and teaching 

content is that there were many signs of a change in the teachers' fundamental beliefs and 

attitudes about how to carry out teaching, and what should be included in lessons to make all 

the participants in the teaching operation get profit. In brief, what was notable from the study, 

even though it was a short period of time since the new policy had been in operation and 

short period of research, there existed an actual washback effect of the ATM, or a perceived 

effect, indicating the power of the existence of the new tests. 

In terms of the final aspect in the observations, which mainly concerned the used 

teaching materials, it is actual that almost the same conclusion drawn out from the previous 

aspects of the activity types and contents of lessons was attained. The findings suggest that 

the observed teachers most of the time relied on the official textbook, but with a progress in 

the application of the new policy, the teachers began incorporating some other new teaching 

resources that pertain to the kind of teaching materials that correspond to where less teacher 

talk and more oral student practices were involved. Examples of these materials included 

CD's, data show, pictures, cards, and other audio-visuals. Overall, it can be seen that a 

washback effect of the ATM has motivated the teachers to review at least some of their 

teaching materials, and suggest new ones.  

Thirdly, a further careful look at the interviewed teachers' and students' responses 

revealed how these participants perceived the new policy. All the interviewees agreed to say 

that the tests are completely different from the current. Essentially, they have found that the 

new crucial criterion these tests have brought is that they do not eschew any skills or 

language components; reasonably, they thought that because in one test, three sub-tests that 

assess the four skills, vocabulary and grammar make it possible to provide students with 

actual grades. In particular, a number of the teachers affirmed that this new model has made it 

clear for them what stages one has to follow to be systematic, and what to consider when time 
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comes to develop their tests. This finding aided the teachers to avoid relying on the same tests 

that frequently looked similar to the ‘Bac’ exam papers. Finally, the findings from the 

interviews revealed that the intended washback, as it is expected by this study, was to an 

extent achieved, despite the fact that the new policy is still at its initial phase of diffusion and 

implementation.  

 

Conclusion            

This chapter has discussed and summarized the findings in Phase Three, which 

comprised the investigations conducted after the introduction of the new testing model at the 

micro-level in the context under exploration. To carry out this exploration, four data 

collection methods were employed. Statistical analysis were utilized to examine the findings 

from the questionnaires. Indicative and deductive methods were used to analyse the data 

related to the ideas expressed by the participants in the individual interviews and focus 

groups. The COLT scheme based on Part A was employed to study the information collected 

through classroom observations. A review of the discussion of the findings in this chapter 

revealed that a washback effect of the new model occurred regarding some teaching and 

learning aspects, whereas at the level of some other aspects, washback was superficial or 

even absent. It is essential to point out that the short period of time of the new model had 

been in operation, and other external factors hindering the intervention could explain the 

obtained results. What did result, however, the findings of this phase have led to a better 

understanding of what participants think of the ATM, and its effects on teaching, learning, 

and assessment practices. 
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Chapter Six: Conclusions of the Thesis, Implications for Pedagogy, a 

Review of the Washback Model in this Study, and Limitations 

Introduction 

This chapter culminates the research in the present study. First, section one synthesizes 

the findings which answer the research questions raised in the introduction of this thesis. 

Following the present synthesis, implications for key participants and other parties, directly 

or indirectly involved in the study, are suggested. The implications are meant to provide some 

pedagogical recommendations that can stand as important insights that would be useful for 

test reform projects in the future. This section will draw a set of conclusions across the three 

phases of the research by re-visiting the major issues in this washback study. In the third 

section, the exploratory washback model, examining this phenomenon designed to fit the 

Algerian educational context, will be reviewed. Last, the chapter ends by discussing some 

limitations of the study. 

6.1 Synthesis of the Findings in the Present Study 

The present section revisits the major issues and tries to investigate the findings from 

the three phases of the study. The aim of this exploration was to investigate the impact of a 

particular new testing model in a specific educational setting, and to see whether it was 

possible to extract from this experience insightful feedback which could help us to 

understand that a plan to innovate through testing is realistic in the Algerian educational 

context. The major topics in this study consisted of an examination of the context where the 

research took part before and after the incorporation of the new project. The research paid 

much more attention to the washback effect of the suggested testing model on both teachers’ 

and students’ perceptions of, and reactions towards, this new system. It is evident that the 

scope of the study was limited to the micro-level because of the nature and purposes of this 
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study with the intention to understand how the main participants within the Algerian 

educational context identified areas of washback intensity in teaching and learning and 

reacted to changes made in their current testing system. 

The investigation required a critical review of washback as it is presented in general 

education and in language assessment, and a survey of a number of important ideas in the 

literature of educational innovation. The review of the literature on this central research 

concept indicated that washback could be either positive or negative. Based on the findings in 

the literature review on this phenomenon in this study, an attempt was made by developing a 

framework to analyse a language teaching innovation. One on the fundamental factors that is 

greatly considered in this framework was to describe the situation on the ground and how it 

looked like before the introduction of the innovation. Thus, it was necessary to gain a good 

understanding of the situation before attempting to introduce any educational change. 

Before the introduction of the new testing system, the first remark that can be gleaned 

from the discussion of the results of this study is that the current testing system did exercise 

an influence on what was going in the classes. This impact was found to have been primarily 

mediated through the ‘Bac’ exam guide. Given this situation, it was a current practice that 

EFL teachers in the Algerian secondary schools regarded the ‘Bac’ exam manual to be the 

source on which teaching and assessment rested. This particular model prescribed and guided 

the teachers and became the course syllabus by default as a determinant of the content of 

teaching and classroom assessment leading to undesirable washback effects on teaching, 

learning, and testing practices. But why did the teachers use the ‘Bac’ exam guide the way 

they did? Why did they deviate from the official methodological recommendations of the 

official syllabus? The answers to these questions could be found in the results obtained from 

the teachers’ responses and behaviours in the Preliminary Study in this research. 
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One reason that the teachers put trust in the ‘Bac’ exam guide in terms of content could 

be because they saw concrete manifestations of the decisive examination in the secondary 

school cycle present in the contents of the used manual; and therefore, they found it easier 

and more pragmatic to opt for a teaching strategy that mostly relied on this exam-book. In 

addition, these teachers had seen that most of the texts and tasks that are included in the guide 

might appear in the ‘Bac’ exam papers. Thus, this might have led these teachers to follow 

faithfully the manual because its content usually resembles to what the final examination 

encompasses. 

Equally so, the teachers had felt that this was what students expected and this would 

help them prepare for the decisive exam successfully. It is also noticeable that the policy of 

the schools required from the teachers to obtain high scores in the ‘Bac’ exam to judge them 

to be skilful and competent. Due to this requirement, the teachers spoke about the pressure 

they were under to get their students succeed, and the feelings that the ‘Bac’ exam limited the 

work they should do with their students. Those teachers used the term “narrowing the 

curriculum” to describe this phenomenon. For others, their major aim turned to become 

‘passing the ‘Bac’ exam’, and not to teach English for some precise and definite instructional 

objectives well identified in the relevant syllabus. 

The analysis of the students’ results produced a similar picture, it can be seen that the 

students also experienced negative washback effects of the ‘Bac exam on the strategies they 

used to learn English language. Under some special circumstances, the students came to see 

learning this foreign language in instrumental terms. They become more interested in the 

utilitarian benefits of language rather than to become proficient and competent in it. Their 

immediate goal of learning this language was to achieve success in the ‘Bac’ exam. What 

mattered more for these students was to obtain a good score in this exam and be able to 

follow their studies at the university level rather than learning the language efficiently. In this 



 

 

302 

 

sense, it was obvious that the instrumental motivation was more powerful for learning 

English language than the purpose to learn it to be able to use it appropriately inside and 

outside the classroom. It is likely that once the examination is over, there is very little to 

sustain this kind of motivation. 

In addition, negative washback effects of the current testing system on the students was 

found to create an interplay between this phenomenon, motivation, and anxiety. It seems that 

because of the dominance of the exam-oriented methodology, the general impression gave 

place to an abandoned feeling of dissatisfaction created by the intense focus on, and 

preparation for the exam. The students did not enjoy their classes. They felt tired, 

uninterested, and experienced boredom. This led to a lack of attention, participation, and 

discipline during the lessons. Under these circumstances, one could argue that boredom could 

turn out to be a factor likely to hampering learning. There is some evidence that the poor 

performance of the students in the achievement tests made them feel demoralized and 

demotivated. As a consequence, self-esteem plummeted, constructing themselves in terms of 

the level to which their performance was ascribed. The findings are interesting because they 

indicated that a negative washback was present. 

In summary, both the teachers and students in the period of time preceding the 

incorporation of the new testing model generally viewed the current testing system in a 

negative light. They also shared the ideas that the achievement tests used in the Algerian 

secondary schools were useless. To reiterate, these participants recognized these tests were 

conducted without being based on any theoretical background or following systematic 

procedures. More importantly, they did not fit for their intended purposes. The result was that 

they provided unreal scores, and hence made inaccurate influences. With regard to this 

conclusion, it is worth noting that the obtained findings using the different data collection 
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methods in this period of exploration answered the raised questions and confirmed the 

proposed hypothesis. 

Having synthesized the results of the study at its initial stage, we shall review now what 

the present study has provided us as evidence about exam washback after the implementation 

of the ATM. 

In the period of time that followed the introduction of the new testing system, the study 

explored whether the implementation of the new tests had any washback effects on classroom 

teaching in terms of teacher and students behaviours. The investigation was carried out in 

relation to the participants’ reactions in the research content, and further, examined the effect 

of the change on aspects of teachers’ and students’ attitudes and reactions to the new testing 

policy. The methodology used in this part of the research aimed to capture the reality, 

variation, and complexity of changes in classroom practice of the participants. 

It is notable that the analysis of the results after the incorporation of the new 

achievement tests yielded positive insights because of the washback effect of the new testing 

model on teaching and learning. It was clear that most participants were pleased that the new 

tests were different from their predecessors and they matched the desired instructional 

objectives. Thus, the teachers saw that this innovation prevented them from limiting their 

teaching to only certain features of the curriculum. They advocated that the content and 

format of the developed tests based on the new model persuaded them to adopt a more 

comprehensive teaching methodology. Likewise, the students, felt that the content of the new 

tests were relevant to assess their abilities that make them use the appropriate foreign 

language in everyday life. They thought that to write their answers, they needed to make use 

of their knowledge and mental capacities instead of just recognizing the correct answers from 

a set of options, often using guessing. They also declared that things became clear for them 
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because the instructions and the scoring scales were no longer confusing as they used to be in 

the case of achievement tests on the traditional testing system. 

In addition, evidence from both teachers’ and students’ findings showed that although 

the ATM was not compulsory in the Algerian secondary schools, the teachers turned to place 

a great deal of importance on the skills and activities that were neglected in the period of time 

that preceded the introduction of the new system. There was a recognition that the two 

important skills listening and speaking needed to be taught and assessed. One of the main 

reasons of this was so that it would force students to work on the development of these skills. 

The new model had some impact on the content of teaching, during both the ordinary 

teaching period, and the examination preparation period. The teachers spent time to teaching 

listening and speaking. During this time, these teachers switched from relying on using 

limited part of the textbook to cover the textbook activities and exercises for these two skills. 

Another positive influence concerned the impact of the new testing instrument on how 

teachers design and develop classroom tests. The teachers claimed that this new model urged 

them to become more principled and regard the process of assessment as a systematic 

operation rather than a mere practice by which they usually came to assign scores to their 

students. 

In short, from a review of the findings, the new testing system had positive features 

which made it an improvement over the previous current testing system. It was powerful 

enough to encourage teachers to pay equal attention to the four skills, use student-oriented 

techniques, and make use of innovative ideas in their teaching. 

Unlike these positive claims, the study also revealed that the proposed new testing 

model had little impact on some areas particularly that of the teaching methodology used. 

Indeed, some of the teachers practices indicated clearly these teachers continued to employ 

the teacher-centred approach that they had traditionally adopted rather than the learner-
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centred activity based teaching recommended by the suggested language teaching approach 

in the Algerian school system. A possible explanation for this was that these teachers found it 

very complicated to get rid of their teaching practices because of the short time since the 

adoption of the model. It would have been also difficult for the teachers in this situation to 

introduce new teaching techniques that play down the used methods in favour of language 

skills which encouraged them to let students work things out for themselves. Teachers would 

have needed a lot of support, over time, to be able to understand the ideas underlying the 

principles of innovation and also to make their students ready for challenge. 

These were further factors at the school level which made it difficult for teachers to 

respond positively to the new policy. These teachers were not committed to change since the 

new ideas about teaching and assessment were suggested by someone who did not have the 

authority to impose it. For some other teachers, it was also difficult for them to let go of the 

traditional role of teacher as transmitter of knowledge, and to understand that they were 

supposed to be helping their students to develop skills rather than aiding them in attempts to 

learn specific information. This might have been the result of a lack of confidence in their 

abilities, and this would have made it more intricate for them to pass confidence on their 

students. 

It can be seen that the factors were inhibitive ones. They made it difficult for some 

teachers to put the actions brought by this innovation into practice. The result was that these 

teachers generally spoke that they were in favour of the new testing policy; however, the 

attitudes they professed to have did not always translate into the kind of behaviour that was 

intended and did not necessarily indicate a change in their basic beliefs about assessment. 

The teachers accepted the content of the new tests but they did not adopt the recommended 

methodology. This would count as superficial change and the impact was instrumental rather 

than conceptual. 
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The above situation suggests that the attitudes towards teaching and learning that 

participants brought with to the classroom might have a greater impact on the how learning 

experience is constructed. Evidence from the participants’ findings suggest that these 

participants’ approach to teaching and learning were influenced more by beliefs brought to 

the lessons than by the demands of the test. In some explicit terms, course content was clearly 

affected by the introduction of the new testing system, but any influence on teaching and 

learning methods was less obvious and was mediated by participants’ beliefs. 

To emphasize, the ATM had an impact on a great deal of participants in this study. It 

increased their awareness in the roles they can take in contributing to positive changes in 

assessment practices. It provided them with the opportunities to critically re-examine their 

past and current practices in assessment. It made them discover the problems of the 

weaknesses they were currently doing. It let them learn theoretically and practically 

knowledge that offered them directions in improving these problems and weaknesses. 

Crucially, they became aware of how they can make use of this knowledge in the future. 

Another important gain that emerged from this study for the participants is that the new 

testing model strengthened their confidence in making sound judgments on their students’ 

achievement and progress. This would make the teachers more self-consistent in assessing 

the students’ performance. In short, this testing system has succeeded to a great extent to 

change the participants’ attitudes, and behaviours in teaching, learning, and assessment 

practices.  

To summarize, the findings from the period of time that followed the implementation of 

the new model confirmed the proposed hypotheses in this phase of the study. 
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6.2 Pedagogical Implications 

The pedagogical implications take the form of several suggestions. These are addressed 

to several key participants, and others that are identified in this study, or might be concerned 

in other researches similar to the present one in further studies in the hope that they could 

lead to improving the chance of washback to work in a beneficial way. Nevertheless, it 

should be made clear that the suggestions are not meant to be exhaustive or definitive. 

Rather, the practicality and effectiveness of each suggestion needs to be explored later on. 

6.2.1 A Useful Achievement Test Implications 

It is crucial for EFL teachers to bear in mind that the idea of the existing ‘ideal’ or 

‘best’ language test is not actual. In many cases and contexts, such a belief has led to the 

emergence of a number of misconceptions which constitute a strong affective barrier to many 

practitioners in the field that often end in providing unsound judgments and inferences on the 

final outcomes. Because of this reality, there is a need to clear-up the terrain by identifying 

these misconceptions and their resulting problems. And, more importantly, propose right 

assumptions on what should be to avoid these misconceptions. For this reason, in our study in 

this part of the research, several suggestions can be put forth for the teachers enabling them to 

design and develop useful achievement tests preparing their students for being evaluated and 

assessed for the intended purposes in the right way. Thus, some of these suggestions are 

summarized below, and include the following ideas: 

 Be aware that there is only one test for any given situation. 

It has been proved that the idea that there is a set of procedures a teacher can follow to 

develop a test that would be the ‘best’ one for some given purposes and situations is a wrong 

belief. It has thus been argued that believing in such a way often leads to inaccurate 

inferences. 
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 Avoid misunderstanding the nature of language testing and the purpose of 

language test development. 

It is assumed that if teachers do not pay attention to the idea that the nature of language 

testing is different from one category of tests to another, this will result in tests which do not 

meet the specific needs of the purposes of test takers. And thus, these tests will be 

inappropriate for their targets.  

  Realize that there is a need to have reasonable exceptions about what language 

tests can do and what they should be. 

 It had been common that if teachers´ unreasonable exceptions about what language 

tests can do, and what they should be, this certainly will result in the fact that teachers will 

become frustrated when one is unable to find or develop the appropriate test. 

 Avoid being intuitive when developing a language test. 

It is obvious that when a teacher bases himself/herself only on his/her intuition to 

develop a language test, this often leads in realizing unsystematic procedures that often yield 

monotonous tests. More dangerous, these developed tests can stand as a bad source on which 

one can draw relevant inferences which can mislead anyone who wants to make sound 

judgments. 

 Be careful in using the language tests that are usually proposed in commercial 

books. 

It is argued that the use of tests that are from commercial books can make teachers lose 

the ability to rely on themselves to make a test that corresponds to their teaching. Very often, 

these tests are typical examples of the large-scale exams that are meant to train the candidates 

how to respond to given questions. In many cases, these do not serve the assessment of 

students in the course they study. 
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 Avoid placing blind trust and faith in typical models of tests. 

It has been shown that when teachers place a blind trust and faith in some models, for 

instance, the “Bac” exam in the case of our study, this leads to losing confidence in one’s 

own capacity for developing and using tests, as well as feeling that language testing is 

something that only “experts” can understand and do. It is believed that avoiding some of the 

misconceptions described above will help teachers to be competent in language testing and 

also be able to develop a set of reasonable expectations for the provision of useful tests. In 

addition, this will give them a sense of confidence in their own knowledge and skills in this 

endeavour. Thus, competence in language testing involves the following: 

a. An understanding of the fundamental considerations that must be addressed 

at the start of any language testing efforts; 

b. an understanding of the fundamental issues and concerns in the appropriate 

use of language tests; 

c. an understanding of the fundamental issues, approaches, and methods used 

in measurement and evaluation; 

d. the ability to design, develop, evaluate, and use language tests in ways that 

are appropriate for a given purpose, context, and test takers; and 

e. the ability to critically read published research in language testing and 

information about language tests in order to make informed decisions. 

It is obvious that teachers are not compelled to be experts in the field of language 

testing. Rather, being competent in this area simply implies that these teachers should possess 

some knowledge and develop some skills that can help them to develop language tests on the 

ground of correct basis. This itself will allow the attainment of valid inferences and make the 

process of evaluation more valuable. Thus, the approach adopted in this research does not 
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limit itself to the use of some technical terms in language testing; rather, it transgresses to 

concern two fundamental principles which will provide important assumptions:  

a. a theoretical grounded basis for developing and using language tests; and 

b. understanding that tests will enable teachers to make their own judgments 

and decisions about either selecting or developing a language test situation.  

6.2.2 Implications for Teachers 

Several considerations can be put forth for EFL teachers in the Algerian secondary 

schools. Those latter concern aspects related to the form, format, and content of achievement 

tests. Once again, the basic aim of these considerations and suggestions is to make this type 

of tests fit for the intended purposes, which are particularly to evaluate the achievement and 

progress of students in accordance to the taught syllabuses and their relevant instructional 

objectives. In this sense, what to consider is that: 

 The teacher has to identify as clearly as possible the purpose of the test. 

Generally, this concerns knowing how students are progressing, finding 

their weaknesses and strengths, working out ways helping them, and using 

information from the assessment for future planning of classes. 

 Through the above activity, the teacher should be able to explicit the 

specific uses for which the test is intended. It involves clearly eliciting the 

inferences s/he intends to make on the ground of test results, and any 

specific decisions s/he will make should be based upon these inferences. 

 The teacher has to rely on clear theoretical bases when designing his/her 

tests. The advantage of basing a test on clear theoretical background will 

definitely allow the teacher to become competent in developing and using 

achievement tests for the intended purposes. 
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 The teacher should be able to design and develop an achievement test in a 

way which is appropriate for a given purpose, content, and particular 

students. For sure, basing a test on clear theoretical principles allows the 

avoidance of random, intuitive, and ready-made tests that are often 

irrelevant to instruction and which provide inconsistent and inappropriate 

inferences about the final outcomes. 

 The teacher has also to design a test that encourages and enables students to 

perform at their highest level of ability. 

 The teacher should be creative and flexible, and avoid being monotonous 

and fixed on the same test each time s/he is asked to develop one. 

 The teacher should develop as clearly as possible the language abilities and 

skills to be taken into account when designing his/her test. By defining the 

language abilities/skills in this way, the teacher is making clear the 

definition of the constructs to be measured. 

 Another consideration is to decide which specific components of language 

abilities in the syllabus are to be included in the construct definition. In 

many cases, the teacher wants to make inferences about some specific 

components of some language abilities and may thus define the constructs 

in terms of those components. This might be the case if the test is to 

measure the degree of achievement of specific syllabus objectives. The 

teacher will then most likely base the construct definition on the specific 

components of language abilities that are to be included in the syllabus. 

 The teacher has to consider the different learning styles of his/her students. 

Such a consideration is often determined by the importance allowed to the 

cognitive/psychological abilities and makes-up of students. This can be 
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made possible on the ground through the design and development of 

achievement tests that fit the requirements of learning objectives, 

particularly those that are stated in the common Bloom’s taxonomy. 

 The teacher has to consider the different learning styles of his/her students. 

This allows the elimination of all sources of frustration and anxiety. A 

positive attitude vis-à-vis the test will help achieve better scores and hence 

enable the attainment of substantial progress in learning English language.  

 The teacher should be careful in considering some social and cultural 

contexts when developing his/her tests. For instance, privacy and 

confidentiality, which are viewed by many as fundamental rights of 

students, should be carefully considered when designing and developing 

tests. 

 The teacher has also to be usually aware of the importance of considering 

some critical test qualities and characteristics, such as: validity, reliability, 

practicality, interactiveness, authenticity, and impact. The teacher needs to 

strive to achieve an equilibrium among these particular qualities. 

 The teacher should be selective in choosing the sample of data to be tested 

on both quality and quantity; an equilibrium must be reached between what 

has been learnt/taught and what will be tested. 

 The teacher has to make the kind of feedback that the students receive 

relevant, complete, and meaningful to the content of the syllabus. This 

allows the confirmation of the students’ own perceptions of language 

ability. 

 The teacher should not neglect the students’ characteristics when designing 

and developing achievement tests. This mainly concerns personality 
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characteristics, background knowledge, aptitude for learning, native 

language, and some other matters. The involvement of these characteristics 

will allow students to perform at their highest level in that target language. 

 The teacher should make available all the required human and material 

resources. S/he has also to seek for more assistance and co-operation with 

other teachers. An assistance of some sort is usually needed to perfect the 

final test. 

 The teacher has to treat students as responsible individuals by providing 

them with as complete information as possible about how a test is 

developed and scoring procedures followed. 

 The teacher must consider the testing process as an integral part of the 

teaching process. S/he should emphasize on the importance of professional 

judgment and commitment to enhance learning. The relationship between 

teaching and testing should be regarded as that of partnership. 

 The teacher has to know in detail the requirements of each stage in the test 

development process. More importantly, s/he should also consider the 

decisions and repeat the tasks that have been performed at another stage. 

 The teacher has to be aware of organizing the different procedures in the 

development stage that help to monitor the usefulness of the test. 

 What to suggest? 

In addition, a number of suggestions are also put forth for the teachers. These include 

assumptions, such as: 

 The teacher should be careful in choosing the appropriate texts that have to 

be congruent with the taught programme. 
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 The texts should be of medium length; generally, the number of words in 

one text should vary from 170 to 200 words. The length should be in 

complete correspondence with the allotted time for the tests. 

 Students should be familiar with the style of the language of these texts. It 

should not be beyond the general language abilities of the students.  

 It is appropriate that the teacher adds a list of glossary, which explains some 

of the words included in the text. Preferably, this list is added at the end of 

the text. This step enables students access to the general idea of the text. 

 The teacher has to mention the source of the text, whether the text is of 

his/her own production, an extract from another one, or simply taken from 

the textbook. 

 The teacher should specify the vocabulary in the text. It is more appropriate 

to use a text that comprises an amount of lexical-items from the ones that 

were dealt with in the class. 

 Since the aim of achievement tests is to assess and measure the degree of 

mastery of vocabulary in relation to the taught programme, it is 

recommended test lexis independently from the text. This allows the testing 

of the required vocabulary store. 

 Before developing the test, it is important to specify the structure taught in 

class. The teacher has to choose which one of these structures has to be 

included in the test. 

 What is crucial on this last point, it is essential to vary the structures from 

one test to another in order to avoid the fixation only on the same structure. 
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 It is of a great value to vary the test methods from one test to another. This 

permits to develop the cognitive abilities of students and enhance their 

learning through testing. 

 It is important that teachers have to be aware that the purposes of 

achievement tests are well defined. They markedly differ from those of the 

“Bac” exam. In this sense, they should not be totally fixed on the “Bac” 

exam guide when time comes to develop their tests. Rather, they have to 

work to be creative, innovative, and flexible. This will minimize the 

negative washback effect of this standardized examination. 

 The teacher has also to be aware that the scoring procedure is an integral 

part of test development. This is why s/he should be explicit in adopting 

clear and well-principled methods. 

 Besides, s/he has to inform her/his students about the scoring procedure. 

This will create a positive atmosphere between the teacher and the students 

and vice-versa. 

 Finally, the teacher should not use the same scoring method. S/he has to 

vary it according to the criteria s/he sets out at the beginning of the 

development of tests. 

6.2.3 Implications for Students 

Several assumptions could be stood as recommendations for the students in this study. 

For instance,  

 Findings from this study should prove a helpful source of information for 

students about how long they might realistically take to make specific gains 

from achievement tests. 
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 Findings also will need to pass beyond the immediate requirements of tests 

if they are to be adequately prepared for academic study in the learnt 

language. 

 Students should not obey to the permanent pressure that external 

examinations, particularly the “Bac” exam, exert on them and that often 

leads to negative washback effects. 

 Students need to know and understand the limitations of this external 

examination, and seek opportunities to go beyond the demands of this 

examination. 

 Students should also be aware of the existing relationship between learning 

and testing. The evidence in this study points to the strong tie between these 

two processes. 

 Students should ask their teachers for clarifications if they are having 

difficulties and problems with what they study in the classroom. 

 Students should feel free to raise abjections whenever the over-use and 

emphasis is on the commercial exam materials, or if they see that their 

teachers use other materials that do not meet their expectations. 

 Students should express feelings and dislikes more openly to teachers. Such 

feelings include feelings towards tests, the kind of tasks a test comprises, 

unclarity of the scoring procedures, and other similar matters. 

 One of the most important findings in this study is the relationship between 

emotional regulation and students’ performance. Therefore, understanding 

the processes that are included in a test-taking situation is very 

indispensable for students. 
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 In addition, this study has shown that tests by their nature are stressful 

encounters. Accordingly, it has been concluded that taking into 

consideration the affective side when developing an achievement test would 

enhance test performance of students. 

 The value of this study on this aspect has provided specific information on 

how to guide students when it is time to develop an achievement test. 

 Students’ performance may be enhanced by the reducing of anxiety through 

making the developed achievement tests reflect to a large extent what the 

students study in the target language in class. 

 The implementation of the new testing model in this study would be 

beneficial to student if the lessons could be extended to cover the teaching 

of the specified abilities and skills included in the contents of the syllabus. 

This means that focus on only parts of these syllabuses would not help 

students to develop all these skills and abilities. 

 It is recognized that generally students need to be provided with a variety of 

additional learning resources and these students should be explicitly 

informed about them. In this sense, learning resources other than test-

oriented ones are a valuable contribution to students’ learning. 

 Students should be given with additional opportunities and assistance. This 

makes these students become more strategic and independent learners. 

 Students need to carry activities that are based on multimedia. It has been 

found that these students are likely to be more interested in learning English 

language if they learn in pleasant surrounding using the activities and 

strategies they like. 
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  To engineer positive washback, it is important to understand students’ 

degree of achievement and progress and set tasks at an appropriate level, so 

that the tasks may be responsibly challenging to motivate students perform 

at their best. 

6.2.4 Implications for Educators 

Although not involved directly in this study, since the main focus of the investigation 

was carried out at the micro-level, including both teachers and students, there are some 

implications for educators who have a link with teaching and learning. These include mainly 

people such as, general inspectors, teacher trainers, test developers for large-scale tests and 

examinations, and perhaps some other ones. 

 Educators should explain the nature of language tests in general, and 

achievement tests in particular during the ordinary in-training services that 

are frequently held in the school years, or in seminars and workshops often 

organized for teachers to train them in some testing methodologies. 

 Educators need to go beyond the superficial knowledge that most EFL 

teachers have on the subject of testing, and make these teachers get in-depth 

knowledge and assumptions on language tests, the two processes of test 

design and test development, and how to make these tests useful. 

 Educators should not forget to enlighten the teachers with some test 

phenomena that are current in the assessment practices. One of this would 

be washback. Along with the identification of these phenomena, educators 

need to help the teachers know how to achieve the positive side and 

implications of such practices. 

 In order to allow teachers develop useful language tests, educators are 

asked to tell the teachers how to proceed to realize clear and detailed 
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specifications. Training these teachers on this matter makes them self-relied 

to develop their own tests, and avoid being dependent on external 

examinations, as we recommended in the part devoted to teachers. 

 Educators should make teachers aware of the importance to revise and 

update their tests. This makes them not very fixed on the same typology of 

tests. 

 Educators need to urge teachers to conduct washback studies. These studies 

should not only cover the impact of the test design and procedures, but also 

the attitudes, perceptions, and practices of teachers. In the same vein, 

particular attention should be paid to students who are the main 

beneficiaries of the tests. 

 The study results should be disseminated to key parties within the education 

system so that decisions can be made about teaching, learning, and 

assessment practices. 

6.2.5 Implications for Researchers 

Based on the experience accumulated from this washback study, several practical 

recommendations could be made to researchers who are interested in conducting research on 

this subject. For example: 

 It is important to review the washback studies that were carried out in 

different contexts. From these studies, the researcher needs to draft 

examinations which can be scrutinized and presented in a form of a full 

checklist of features which have been researched, and areas which need 

further exploration. This examination specification makes it easy for 

evaluators to know where to start a new study in this field. 
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 It is valuable to theoretically ground the washback study. This means that 

the researcher should adopt a framework when carrying out investigation 

into the feasibility of test projects. It is essential to analyse the obtained 

information on the basis of the used framework in order to determine 

whether change is desirable and how much change should be attempted. 

 It is advisable to adapt the Henrichsen’s framework since it has been proved 

throughout  the available literature review on this matter that it is the most 

comprehensive and practical framework. The researcher can proceed to 

some modifications in this framework to make it suitable to the context and 

the nature of the investigation. 

 It is appropriate that researchers should look very critically at the 

experience of previous reformers before deciding on the feasibility of a 

project. This procedure enables them to get a transparent picture on the 

subject matter before the introduction of the new reforms. 

 It is crucial to go beyond the participants at the micro-level (teachers and 

students) and consult representatives, such as: policy makers and 

examination designers at a macro-level to make the expected test reform 

more effective and substantial. It has been noted that limiting the scope of 

the investigation in the participants at the micro-level cannot help the 

change spread and convince other parties that it is what should be done. 

 In order to make the desired impact more considerable, the researchers need 

to establish research links with other researchers on the same domain, 

organizations or research groups, and centres of research. These contacts 

can help the researcher get insightful feedback on what s/he is researching 

and hence make his/her subject more understandable. 
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 It is advisable in further washback studies to avoid carrying out this type of 

studies individually; instead, the researcher should propose a management 

team in reform project. This team might include in addition to teachers, 

general inspectors, teacher trainers, curriculum designers, and perhaps other 

people. This team could ensure that the project is academically respectable. 

 It is essential to pilot and try-out the proposed testing project before its 

implementation. This is especially important when the components of the 

new system encompass different structures or contents. This makes possible 

to test out the flexibility of the new ideas and procedures to gather feedback 

from all the participants in this project. 

 Constant evaluation of the new testing system should be carried out from 

the earliest stages of the introduction of the new tests until the end. The 

obtained results should be analysed by the researcher to decide whether the 

design and procedures were appropriate or not. Some remedies, 

adjustments, and modifications can be made to the new testing system to 

improve it. 

 It is more appropriate not to be too idealistic or ambitious when introducing 

new testing systems into the educational system. It is expected that too 

much resistance to any change or innovation can occur. An important issue 

to consider is that the researcher should be patient before seeing his/her 

objectives become true.  

6.3 A Review of the Washback Model in this Thesis 

The results of this study suggests that there is sufficient evidence to lay claim to the 

applicability of the washback model used in the present exploration as a framework for 

proving whether or not a washback effect has occurred on teaching and learning. This model, 
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which was described in Chapter 1, Section 1.6, represents the mechanism by which the 

effects of washback from the new designed achievement tests impact on classroom teaching. 

In this respect, washback is seen to involve participants, processes, and products within the 

Algerian educational context. 

Because the nature and scope of the washback model in this study was limited to 

capture the picture of the washback effects on the participants’ perceptions of, and attitudes 

towards, the introduction of the new testing model, there is evidence to say that the obtained 

results confirmed the underlying assumptions in the suggested hypotheses. That is, “a useful 

achievement test for EFL secondary classes in Algeria will influence positively teaching and 

learning; and conversely, an achievement test for EFL learners that is not useful will 

influence negatively teaching and learning”. 

In the line with the same conclusion, the other hypotheses were also confirmed, but this 

time with less washback effect intensity since the hypothesis, which proposes that “a useful 

achievement test will influence attitudes towards the content and method of teaching and 

learning”, proved to be right with the content of teaching and learning, and very simplified 

with the teachers’ methodology. Above all, although there were some areas in the washback 

model that need to be reviewed to make them more effective, this model in this study related 

successfully test design issues to participant attitudes, beliefs, and behaviours. 

It is apparent that from evidence provided above that further refinement of the 

washback model is required, particularly in the domain of washback on the final outcomes of 

participants. A subject which is intricately related to the implementation of the new testing 

system. Future research in the local scene and in the same context as it was in this 

investigation might actually seek explanations from participants for the relationship between 

their beliefs and attitudes to the test and final outcomes. 
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To emphasize, washback is a complex phenomenon. This investigation has shown that 

to study this phenomenon, there is a need to tackle many context variables relevant to the 

educational system in which the test is used. Also, this exploration has confirmed that it is 

obligatory to rely on a suggested washback model. It depends on that this model could be 

adopted from the available literature review, adjusted from the existing models, or simply an 

invention of the researcher. The advantage of using a washback model is to draw a picture of 

the washback mechanisms with respect to the effectiveness of implementing new tests and 

how these latter influence the participants’ beliefs and behaviours in accordance to teaching, 

learning, and assessment practices. 

Drawing out from the above assumptions, it is obvious that not only the new testing 

model in the present study has potential for changing the content of teaching, but also it has 

limitations. In other words, while this study has suggested that a change in test design is 

necessary condition for alterations in the teaching and learning practices, it has been indicated 

that this is not fully made possible. Tests cannot influence teachers to change their practices if 

they are not totally committed to the new ideas and also if they do not have the skills that will 

enable them to experiment with, evaluate, and make appropriate adjustments to new teaching 

methods. 

6.4 Limitations of the Study 

The first limitation of this study pertains to the nature of the research. The present study 

is a washback study that evolved over time, so a longitudinal research would have been an 

appropriate strategy to capture and monitor the ebb and flow of the introduced model’s 

impact. Ideally, the researcher would have liked to observe the participants for a long period 

of time that could go beyond the time associated with a doctoral thesis. However, this was not 

possible in a view of the available time. The data for this study were collected in two 

successive school years, so it is preferable that further researches on this project will take 
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much more time to meticulously investigate the raised questions and obtain in-depth insights 

from the proposed model. 

The second limitation is the presentation of the data in the thesis. Although the 

researcher collected a wealth of information to sustain the claims made in the thesis using 

four data collection methods, space and time limitations inherent in a doctoral project did not 

allow the researcher to present all that was collected as data, and go into as much depth in 

presenting them, as might have been possible and preferable. For instance, the data from the 

questionnaires results, particularly those that were analysed through SPSS, were limited to 

minimum and were not all displayed. However, this rich and unused data could be a useful 

resource for future publications. 

The third limitation is about the researcher’s status. It was extremely difficult to secure 

the support and involvement of all the participants in a doctoral study because it is often 

perceived not to have the authority and status that is conducted by official educational 

deciders. For this reason, the researcher is particularly grateful to the teachers, students, 

secondary school headmasters, and some general inspectors, who devote effort and valuable 

time to participating in this study. It is believed that the findings would have been more 

interesting if the study had more teachers in Biskra region which had to try out this new 

testing model. 

The final limitation of this study relates to the scope of the research. It is transparent 

that the researcher has claimed that this washback study in the Algerian educational context 

was only limited to participants at the micro-level (i.e., teachers and students), and did not 

concern other participants at the macro-level, such as: decision makers and Examinations 

Authority in Education Department in the Ministry of Education. As this is perhaps the first 

empirical washback study in Algeria, the researcher decided to pay more attention to key 

participants at the micro-level that would constitute a solid ground to understand how things 
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are going on at this level. The other reason of limiting the scope of the study would be 

because the researcher found it very complicated to carry out an individual research at a very 

broad scope that could go beyond teachers and students. It would have needed more energy 

and resources to realize it. 

Conclusion 

To conclude, this final chapter in the present thesis linked the findings of the study to 

the research questions raised throughout the different phases in this investigation. Firstly, the 

research questions were revisited in turn, summarizing the evidence from the various stands 

of the study. Following this discussion and synthesis, implications for participants suggesting 

pedagogical recommendations were presented. In addition, an evaluation and a review of the 

washback model in this study were displayed. These confirmed the notion that washback is a 

complex phenomenon, and that tests have power to lead for a change to take part in the 

teaching and learning; but, in the meantime, they have also limitations. Thus, it is too much to 

expect them to succeed if there is absence of an authority to impose the introduction of a new 

testing model. Above all, it is hoped that the ideas discussed in this chapter will provide 

general guidance for researchers who wish to introduce a change through tests, and that the 

implications for test development will prove particularly useful. 
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General conclusion  

To reiterate, what urged us to choose this research subject is that when observing 

secondary school teachers in Algeria, we find that their assessment practices do not provide 

them with specific information about their students’ actual performance. It is believed that 

one of the major reasons of this problem is that the testing approaches, methods, and 

instruments available in the field are not appropriate to achieve comprehensive judgement 

and make accurate inferences. In practical terms, the developed tests are currently ready-

made language tests, or copies of tests from the ‘Bac’ exam papers, or merely tests developed 

by the teachers in a hurry or by intuition. In more explicit words, these tests do not rely on 

any well-defined theoretical background. They do not assess the developed skills and 

competencies in instruction. They do not cover a considerable amount of the contents of the 

used syllabuses. They are not developed through systematic procedures. More dangerous, 

these tests are not related to specific and general educational goals. In some areas, they can be 

useful tools for evaluating parts of the programme, or certifying general competencies, but 

less helpful in diagnosing students’ needs and strengths in the different stages of the learning 

process. 

In this respect, one of the fundamental purposes of this study is to sensitize the 

secondary school teachers in Algeria that the deleterious effects of the current testing system 

can be overcome by switching to the evidence that there should be permanent revision and 

revising of the ways that these teachers usually employ to check their students’ achievement 

and progress in English language. They need to realize that testing is not a simple operation 

of assigning scores, but it is an on-going process that requires test design and test 

development stages and that the final outcomes involve building a logical case in support of a 

particular  interpretation. Because of this way of conceiving the issue under study, in this 

investigation we proposed an ATM that would be regarded as the essential basis for quality 
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control throughout the entire test development process. We would argue that in this study, all 

test development and use should be informed by this model. The most important 

consideration in it is the use for which it is intended, so that the most important quality to 

develop achievement tests based on this model is its usefulness. In this way, the proposed 

ATM is thought to make the teachers in the context under exploration aware of the possibility 

to have their tests closely linked to the goals of instruction as to be almost indistinguishable 

from them; it is asserted that teaching to these tests, as they are conceived by the model, 

would be considered a virtue.   

Methodologically, because this investigation examined the high complex phenomenon 

of washback of the ATM on teaching and learning, it used an empirical study. The latter drew 

on theories and research undertaken in the field of language education in general and 

language assessment in particular. The exploration was more about the nature of exam 

washback particularly from teachers’ and students’ perspectives, thus, addressing the call for 

a mixed-methods approach advocated by research methodologists and language testing 

specialists to be the most appropriate in the case of this study. To attain the intended purposes 

of the research, the latter employed both qualitative and quantitative methods of enquiry 

throughout as evidence and has gone into great detail in designing, piloting and validating the 

instruments of analysis used to calls made in the literature. 

Significantly, the longitudinal nature of the present study added a dimension in how to 

collect data in somehow a long period of time. This markedly differed to the most of other 

washback studies that were carried out in other contexts and that were limited only to 

collecting data using some instruments that did not consider the evolution of the expected 

change. It is believed that this way of tackling the subject is an efficient research strategy 

since it makes one able to follow the events of change and hence become also able to capture 

a transparent picture on the studied phenomenon. In precise terms, this investigation 
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highlighted the role of teachers as potential actors that can make testing more important, not, 

as stated before, a simple operation of scoring students. In the same sphere, the ideas 

discussed in this thesis showed that students are equally important in washback process, not 

as beneficiaries of tests, but also because their attitudes and feelings towards the test are 

important ingredients in the learning process. In addition, this study revealed that there might 

be a concern of the consideration of other participants in the teaching operation, particularly 

those who are usually seen to form the macro-level of teaching and learning process, because 

of their role in the presence or absence of washback. Certainly, this gives a clear insight of 

the big picture. 

Therefore, drawing on from the discussion of the results obtained after the 

implementation of the new testing model, we have come to consolidate the idea that testing is 

not an easy matter. Indeed, the present investigation has strongly confirmed that testing is a 

systematic procedure of gathering data about general and specific abilities from performance 

on tasks designed to provide a basis for consistent and comprehensive expectations of 

learners’ outcomes. In this study, we have conceived assessment as a process through which 

one needs to conceptualize, develop, and put into practice a final useful test. We have 

realized the dire need to consider the nature of available research findings on testing and rely 

on classroom experience to guide test design and development. We have assumed test-

content as an experience of test development and looked at how this content may be 

determinant through the process of test specifications. We have also asserted some 

conventional response formats as the test option to the category of tests we intend to design 

and develop. We have emphasized on the importance to make serious efforts to develop test-

tasks and test-items that assess specific dimensions of the students’ achievement and 

progress. We have understood more and more than one must be aware that test procedure 

should measure the students’ behaviour and cognitive processes that have been proved to be 
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desired outcomes in teaching. We have advocated that teachers must conceive testing as a 

congruent part of teaching and learning. And finally, we have claimed that tests must be 

considered as a source of collecting useful feedback as how to improve instruction. 

All in all, and referring back to all what has been dealt with in this thesis, the ATM 

should not be regarded as an end in itself, but it has to be looked at as a starting point to 

remedy the array of anomalies pinpointed in the current testing system and that frequently 

result in a multitude of irreparable inadequacies that negatively impact the teaching and 

learning processes. It is believed that one way to become competent in assessment practices 

is to better understand fundamental issues and approaches in measurement and evaluation. At 

the end, if we are certain that the proposed testing model is neither the ideal nor the best 

instrument; we think that it could be taken as an attempt that helps teachers in Algeria to 

make their tests useful. Thus, this modest contribution can urge teachers to approach testing 

without prejudices and put it into positive use. The challenge to those involved in this area 

will be to ensure that the situation can be improved with more research and findings. 

Hopefully, this study can serve as a guide for future washback studies, particularly in 

the local scene, where it has been observed that researches of this type are very rare. The 

research remains open to other studies in the Algerian educational context in the following 

years. 
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Appendix 1 

Current Study: The Washback Effect of an Alternative Testing Model on Teaching 

and Learning: An exploratory study on EFL Secondary classes in Biskra. 

Title: Consent Letter 

 

 

Dear colleagues,  

I am conducting a research into teaching and testing EFL classes at the secondary 

school level as part of a project at the University of Mohamed Khider of Biskra, and as 

one aspect of that project, at this phase of research, I wish to conduct classroom 

observation. In the long term, I may ask to carry out an experimentation of an 

Alternative Testing Model with your classes. 

I am seeking you consent to make your classroom and your pupils one of my 

experimental classes; during the observation session written, and audio data will be 

gathered and later analysed and presented in a written form as part of the final 

research. No unwished information or pupil will be named or identified in this report. 

If you consent to your class being used as experimental group, please sign the 

attached consent form and return it to the researcher. You are entitled to withhold 

your consent for this project, and you may withdraw your consent at any time. 

When the research is complete, you my request a copy of any data relating 

specifically to you class. 

If you have any questions or comments relating to this project, you may contact 

me at the following address. 

Yours sincerely 

June 2011. 

Hoadjli Ahmed Chaouki 

Doctoral researcher 

Tel.: 06.62.51.06.23 

Email: toufikme2001@yahoo.fr 

 

English Division 

Department of Foreign Languages 

Faculty of Letters and Foreign Languages 

University of Mohamed Khider, Biskra 



I consent the participation of my class in the observations and research project 

being carried out by HOADJLI Ahmed Chaouki. 

School name: …………………………………………………………………………………………………………………..……………. 

Teacher name: ……………………………………………………………………………………………………………………………… 

Tel. number: …………………………………………………………………………………………………………………………………. 

Email: …………………………………………………………………………………………………………………………………………….. 

Date: _______________ 

Teacher signature                                                                           

                                                                          Headmaster signature 
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Appendix 3 

Current Study: The Washback Effect of an Alternative Testing Model on Teaching 

and Learning: An exploratory study on EFL Secondary classes in Biskra. 

Title: A Teacher’s Questionnaire (01) 

 

 

 

Dear colleagues,  

I am carrying out a research on teaching and testing English as a foreign language 

in the Algerian secondary school classes. I would like to ask for opinions on this 

particular subject. Please complete the present questionnaire based on your own 

experience. All information will be treated in the strictest confidence.  

Thank you for your collaboration. 

If possible, you can provide me with additional comments at this E-mail: 

toufikme2001@yahoo.fr  

 

 

 

 

 

 

 

 

 

N.B: Achievement test are meant to test the degree of achievement of students in relation to the 

instructional objectives and the taught syllabus. (Trimestral tests/ Examens trimesteriels/ االختبارات  

  .(الفصلية

mailto:toufikme2001@yahoo.fr
mailto:toufikme2001@yahoo.fr


Section 1:  

Please tick the appropriate answer or provide written answers.  

1. What do these testing terms mean to you?  

  Test: ...………………………………………...…………………................………….................................. 

……………………………………………………………………………………………….………………………  

  Achievement test: ….…………………………………...………………………………………………  

…………………………………………………………………………………………….………………………....  

  Test design: ….………………………….…………………………………………………...…………… 

……………………………………………………………………………………….………………………………  

  Test development: ...…………………………………………………………..………………………..  

……………………………………………………………………………………………………….………………  

  Washback in language testing: …………………………………………….....…………………….  

…………………………………………………………………………………………………………………….…  

2. Do tests provide you with appropriate information about:  

-  The student’s level.  

-  The teaching programme.  

-  The appropriateness of the syllabus.  

-  The effectiveness of the instructional objectives.  

-  All these.  

-  Others: ……………………………………………………………………….……………..  

Please justify your answer: 

……………………………………………………………………………………………………….…………… 

…………………………..…………………………………………………………………………………………  

…………………………………………………………………………………………………………………….. 

…………………………………………………………………………………………………………………….. 

 



3. When developing achievement tests, what parameters do you take into 

consideration?  

…………………………………………………………………………………………………………………

………………………………………………………………………………………………………………… 

  Please justify your answer: ……………………………………………………………………………. 

……………………………………………………………………………………………………………………. 

……………………………………………………………………………………………………………………. 

4. When developing achievement tests, do you consider your student’s general 

language ability?  

-  Yes.  

-  No.  

Please justify your answer: ……………………………………………………………………………….  

……………………………………………………………………………………………………………………… 

……………………………………………………………………………………………………………………… 

5. What abilities do your achievement test target?  

………………………………………………………………………………………………………………………

……………………………………………………………………………………………………………………… 

  Please explain: ……………………………….……………………………………………………………… 

……………………………………………..………………………………………………………………………. 

………………………………………………..……………………………………………………………………. 

6. Before developing your achievement tests, what theoretical bases do you rely 

on?  

………………………………………………………………………………………………………………………

……………………………………………………………………………………………………………………… 

  *Please justify your answer: ……………………………………………………………………………… 

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

 



7. Do you link your test-items in achievement tests to the content of the 

syllabus?  

-  Yes.  

-  No.  

If yes, please say how? …………………………………………………….…………………….……….. 

……………………………………………………………………………………………………………………. 

……………………………………………………………………………………………………………………. 

……………………………………………………………………………………………………………………. 

8. Are you tests quantity-based as far as the syllabus is concerned? 

-  Yes.  

-  No.  

9. Do you find scores often relevant to the students’ achievement and progress in 

accordance with the instructional objectives?  

-  Yes.  

-  No.  

If yes, please say how? ………………………………………………..…………………………………. 

……………………………………………………………………………………………………………………. 

……………………………………………………………………………………………………………………. 

……………………………………………………………………………………………………………………. 

10. When developing achievement tests, do you consider the relationship between 

test-content and the instructional objectives?  

-  Yes.  

-  No.  

If yes, please say how? …………………………………………..……………………………………….  

……………………………………………………………………………………………………………………. 

……………………………………………………………………………………………………………………. 

……………………………………………………………………………………………………………………. 



11. When developing achievement tests, do you take into account your 

students’…………………………?  

-  Personality characteristics.  

-  Background knowledge.  

-  Aptitude for learning.  

-  Native language.  

-  All these.  

-  Other: …………………………………………………………….…………………………………………...  

Please justify your answer: …………………………...……………………………………………………..  

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

……………………………………………………………………………………………………………………… 

12. Do you think your achievement tests can serve your teaching?  

-  Yes.  

-  No.  

Please justify your answer: …………………………….….……………………………………………….  

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

…………………………………………………………………………………………………………………......... 

13. Do you take into consideration the affective side of your students when 

designing and developing achievement tests?  

-  Yes.  

-  No.  

-  Sometimes.  

 Please justify your answer: …………………….………………………………………………………..  

…………………………………………………………………………………………………………………….. 

…………………………………………………………………………………………………………………….. 



14. Do you think your students learn from achievement tests?  

-  Yes.  

-  No.  

Please justify your answer: ………………………..……………………………………………………..  

…………………………………………………………………………………………………………………….. 

…………………………………………………………………………………………………………………….. 

…………………………………………………………………………………………………………………….. 

15. Do you think that achievement tests concern other broader areas?  

-  Yes.  

-  No.  

Please justify your answer: ………………………………..………………………………………………..  

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

16. Do you think you need to be assisted in order to develop achievement tests?  

-  Yes.  

-  No.  

Please justify your answer: …………………………………..………………….…………………………..  

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

17. What kinds of resources are not available to carry out your achievement test?  

  Please justify your answer: …..…………………………………………………………………………… 

……………………………………………………………………………………………………………………… 

……………………………………………………………………………………………………………………… 

……………………………………………………………………………………………………………………… 

 



Section 2: 

Please tick the appropriate answer or answers.  

18.  Always        Sometimes         Rarely           Never  

Do you produce texts for your tests?  

* In case you do not create texts, do you mention their source(s)?  

* Do you provide your students with a glossary?  

* Are your students familiar with the style of your tests?  

19. What is/are the source(s) of your test texts?  

-  Textbook.  

-  Newspapers.  

-  Magazines.  

-  Internet.  

-  Other sources: (please specify)…………………………………………………………………………. 

………………………………………………………………………………………………………………………  

20. What parameter(s) do you consider in choosing your test-texts?  

-  Content of the programme.  

-  Level of students.  

-  Time of the test.  

-  All of these.  

-  Other parameter(s): (please specify)..……………………………………………………………..... 

…………………………………………………………………………………………………………………….  

21. Do you specify the vocabulary included in the test-text from the content of the 

syllabus?  

-  Yes.  

-  No.  

-  It depends.  

 Please justify your answer: ……………………………………….………………………………………..  

……………………………………………………………………………………………………………………… 

……………………………………………………………………………………………………………………… 

………………………………………………………………………………………………………………………. 



22. Do you test lexis ………………?  

-  In relation to the reading comprehension section.  

-  Independently from the text.  

-  In other ways.  

Please justify your answer: …………………………………………………………………………..……..  

……………………………………………………………………………………………………………………… 

……………………………………………………………………………………………………………………… 

……………………………………………………………………………………………………………………… 

23. Do you test grammatical structures on the basis of:  

-  Structures taught in class.  

-  Structures included in the test-text.  

Please justify your answer: …………………………………………………..……………………………..  

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

24. Do you limit the number of grammatical structures to be tested?  

-  Yes.  

-  No.  

-  It depends.  

Please justify your answer: ………………………………………………………………………………… 

……………………………………………………………………………………………………………………… 

……………………………………………………………………………………………………………………… 

………………………………………………………………………………………………………………………  

25. When testing the grammatical structure, do you:  

-  keep the same structure in each test.  

-  vary the structures from one test to another.  

-  It depends.  

Please justify your answer: ……………………………………..…………………………………………..  

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 



26. When testing grammatical structures, do you use the same testing 

technique(s)?  

-  Always.  

-  Rarely.  

-  Never.  

Please justify your answer: ………………….…………………………………………………………….  

……………………………………………………………………………………………………………………… 

……………………………………………………………………………………………………………………… 

……………………………………………………………………………………………………………………… 

27. Do you choose the testing techniques because they are:  

-  Easy for students.  

-  Easy to be scored.  

-  Part of the “Bac” examinations activities.  

-  Helpful to provide you with the effectiveness of the teaching programme.  

-  Other reasons: ……………………….…………………….....…………………………………………..  

Please justify your answer: ………………………………………………………………..…...…………  

…………………………………………………………………………………………………………………….. 

…………………………………………………………………………………………………………………….. 

…………………………………………………………………………………………………………………….. 

28. Do you test the listening skill?  

-  Yes.  

-  No.  

-  Sometimes.  

 Please justify your answer: ..……………………..………………………..…………………………… 

……………………………………………………………………………………………………………………. 

…………………………………………………………………………………………………………………….  

……………………………………………………………………………………………………………………. 

29. Do you test the speaking skill?  

-  Yes.  

-  No.  

-  Sometimes.  



Please justify your answer: …………………………………………………………………..……………..  

………………………………………………………………………………………………………………………. 

……………………………………………………………………………………………………………………..... 

………………………………………………………………………………………………………………………. 

30. Which skill do you think is possible to test within your context of teaching?  

-  The listening skill.  

-  The speaking skill.  

-  Both.  

Please justify your answer: ………………………………………………………………………………....  

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

31. Do you proceed with the same scoring method?  

-  Yes.  

-  No.  

-  It depends.  

Please justify your answer: …………………………………………….…………………………………  

…………………………………………………………………………………………………………………….. 

…………………………………………………………………………………………………………………….. 

…………………………………………………………………………………………………………………….. 

32. Do you inform your students about the criteria of your scoring method?  

-  Yes.  

-  No.  

-  Sometimes.  

Please justify your answer: ……………………………………………………………………………...….  

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

 

 



33. How does this affect your students?  

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

Section 3:  

34. In your opinion, do teachers in the Algerian Secondary Schools give 

importance to testing? Please explain:  

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

35. In your opinion, is it possible to partially modify, or completely change, the 

current testing model, applied by the secondary school teachers?  

Please explain:  

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

…………………………………………………………………………………………………………………… 

 



36. What would you suggest as an alternative?  

Please explain: ……………………………………………………………………………………………… 

…………..………………………………………………………………………………………………………… 

……………..……………………………………………………………………………………………………… 

……………..……………………………………………………………………………………………………… 

……………..……………………………………………………………………………………………………… 

……………..……………………………………………………………………………………………………… 

 

 

 

-End of Questionnaire- 

 

 

 

Thank you for your help. 

June2011. 

 

 

 

 

Hoadjli Ahmed Chaouki 

A Doctoral researcher 

English Division 

 

Department of Foreign Languages 

Faculty of Letters and Foreign Languages 

University of Mohamed Khider, Biskra 

 

 

 



Appendix 4 

Current Study: The Washback Effect of an Alternative Testing Model on Teaching 

and Learning: An exploratory study on EFL Secondary classes in Biskra. 

Title: Student’s Questionnaire 1 

 

Dear Students, 

I am carrying out a research on teaching English as a foreign Language, and 

testing in the Algerian secondary schools. I would like to ask you for your opinions on 

this subject. Please complete the present questionnaire based on your own 

experience. All information you provide in this questionnaire will be treated in the 

strict confidence.  

Thank you for your collaboration. 

Section 1: 

1. Do achievement tests cover the content of what you have learnt? 

- To a great extent. 

- To some extent. 

- To a very little extent. 

- There is no correspondence between the two. 

2. Are the texts of these tests based on the content of the units you studied in 

class? 

- Yes. 

- No. 

- Not always. 

 

 



3. Do you think the texts are ..........? 

- Too long. 

- Too short. 

- Neither long nor short. 

4. Is the language of these texts? 

- Very difficult. 

- Not very difficult. 

- Not very easy. 

- Very easy. 

5. Is the number of difficult words that these texts comprise? 

- Very big. 

- Not very big. 

- A few words. 

6. Do you think the content of these texts corresponds your interests? 

- Yes. 

- No. 

- Sometimes. 

7. Before you answer the questions, how many times do you read the text? 

- One time. 

- Two times. 

- Three times. 

- It depends on the type of the text. 

8. Does your reading(s) of a text take? 

- A long time. 

- A short time. 

- It depends. 



9. Are the questions often .........................? 

- Very clear. 

- Clear. 

- Not clear. 

10. Are the testing methods used in these tests usually …………………….? 

- The same in every test. 

- Vary slightly from one test to another. 

- Vary completely from one test to another. 

11. Is the distribution of test-items among the test parts? 

- Equal. 

- Not equal. 

- It depends from one test to another. 

12. Which test-items are difficult to answer? 

- Comprehension. 

- Grammar. 

- Lexis. 

- Written questions. 

- All these. 

13. Do you think these tests test...........................? 

- Your degree of comprehension. 

- The amount of vocabulary you know. 

- Your mastery of grammatical structures. 

- Your ability to use English language. 

- All these. 

14. To have good results in these tests, you need to...................? 

- Revise continually. 

- Revise a short time before the day of the test. 

- Do not revise at all. 



15.  Is the scoring method of each test known to you? 

- Yes. 

- No. 

- Not always. 

16.  Does your mark in English usually reflect your progress and achievement in 

that foreign language? 

- Yes. 

- No. 

- To some extent. 

Section 2: 

17. In your opinion, what is negative of these tests? ................................................................ 

………………………………………………………………………………………………………………………. 

…………………………………………………………………………………………………………………….…

………………………………………………………………………………………………………………………. 

18. In your opinion, what are some suggestions you can give to your teacher to 

make these tests more suitable? 
………………………………………………………………………………………………………………………. 

……………………………………………………………………………………………………………………….

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

19. Do you have any additional comment on the subject of testing? 

……………………………………………………………………………………………………………………….

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

………………………………………………………………………………………………………………………. 

-End of Questionnaire- 

Thank you very much for your help. 

June2012. 

Hoadjli Ahmed Chaouki 

A Doctoral researcher 

English Division 

 

Department of Foreign Languages 

Faculty of Letters and Foreign Languages 

University of Mohamed Khider, Biskra 

 



Appendix 5

 

























 

 

 

 



Appendix 6

 











 

  



Appendix 7 
 

 

 

 

 

 

 

 



































 

 

 

 



Appendix 8 

Current Study: The Washback Effect of an Alternative Testing Model on Teaching 

and Learning: An exploratory study on EFL Secondary classes in Biskra. 

Title: Teacher’s Questionnaire 2                                                                                                                 

Dear colleagues, 

The present questionnaire is part of a research on the washback effect of an 

Alternative Testing Model (ATM) on teaching and learning for EFL classes in the 

secondary schools in the Biskra region. Please complete this questionnaire based on 

your experience. All information will be treated in the strictest confidence. 

Thank you. 

 

Section 1: Demographic Information. 

Please tick one appropriate answer or provide written answers. 

1. Gender: 

 Male Female 

Valid Percentage   

 

2. Your Age: 

 21-30 31-40 Above 40 

Valid Percentage    

 

3. Your highest academic level: 

 ‘Bac’ Certificate License Magister 

Valid Percentage    

 

 

 



4. Number of years you have been teaching at the secondary school level: 

 1-3 4-6 7-9 Others 

Valid Percentage     
 

5. Level you currently teach. Tick more than one box, if necessary: 

 Level 02 Level 01+L03 Level 02+L3 

Valid Percentage    

         

6. Number of weekly sessions you teach for English classes: 

 1-3 4-7 Others 

Valid Percentage    
 

7. Number of hours you teach English per week in your secondary school: 

 1-3 4-7 Others 

Valid Percentage    
 

Section 2: Teachers’ Perceptions of the Alternative Testing Model. 

*Please circle the appropriate answer. 

8. What do you see as the major aims of implementing (trying-out) the 

Alternative Testing Model (ATM)? 
 Not a major 

concern at 

all 

Of little 

concern 

Of great 

concern 

Main 

concern 

a- To prepare the pupils for their 

future career. 
    

b- To cope with the present decline in 

English standards. 
    

c- To motivate pupils to use 

integrated skills. 
    

d- To direct pupils’ learning.     

e- To enable pupils to communicate 

appropriately outside the 

classroom. 

    

f- To meet the instructional 

objectives set out in the taught 

syllabus.  

    

g- To assess teachers through pupils’ 

performance in the achievement 

tests drawn out from the ATM. 

    



9. To what extent have you introduced the following activities in your teaching 

since the introduction of the Alternative Testing Model? 
 Not 

at all 

Some 

extent 

A reasonable 

extent 

A very large 

extent 

a- Employ a new teaching method.     

b- Use a more communicative approach in 

teaching. 
    

c- Put more stress on individual 

performance. 
    

d- Put more stress on co-operative 

learning. 
    

e- Put more stress on group discussion.     

f- Put more stress on speaking.     

g- Put more stress on reading.     

h- Put more stress on writing.     

i- Put more stress on listening.     

j- Put more emphasis on the integration of 

the four skills. 
    

k- Encourage more pupil participation.     

l- Employ more real-life language tasks.     

m- Teach according to the achievement test 

format. 
    

n- Teach according to the ‘Bac’ 

examination format. 
    

 

 

Section 3: Washback on Teaching Materials. 

*Please circle the appropriate answer. 

 

10. How do you often use the following resources in your teaching? 

 
Seldom or never Sometimes Most classes Every class 

a- Textbooks.     

b- Pictures or cards.     

c- Data-show 

(PowerPoint) 
    

d- Magazines.     

e- Newspapers.     

f- Examination guide.     

g- Language 

laboratory. 
    

h- Commercial books.     



 

 

Section 4: Washback on Classroom Teaching Behaviours. 

*Please tick one appropriate answer. 

12. What is the medium of instruction you use when you teach in the classroom? 

 
English 

only 

English supplemented 

with occasional Arabic 

explanation 

Half English 

and half 

Arabic. 

Mainly 

Arabic 

Valid Percentage     

 

13. .How often do you do this in class? 

 Almost 

never 

happens 

Uncommon Common 

Almost the 

whole 

lesson 

a- Talk to the whole class.     

b- Talk to groups of students.     

c- Talk to individual students.     

 

 

 

 

11. What kind of extra-work or pressure if any do you think the Alternative Testing 

Model put on you in your teaching? 
 No real 

increase 

Little 

increase 

Some 

increase 

Large 

increase 

a- Doing more lesson preparation.     

b- Preparing more materials for 

pupils. 
    

c- Revising the existing materials.     

d- Adopting new teaching methods.     

e- Setting-up new teaching techniques.     

f- Organizing more examination 

practice. 
    



14. How often do you do the following activities in class? 

 Seldom or 

never 
Sometimes 

Most 

classes 

Every 

classes 

a- Explain the meaning of the 

text. 
    

b- Explain specific language 

items such as words or 

sentences. 

    

c- Go through textbook 

exercises. 
    

d- Organize pair work or 

group discussions. 
    

e- Organize integrated 

language skill tasks. 
    

f- Talk about achievement 

test. 
    

 

                                                          Thank you for your co-operation  

 June 2012. 

Hoadjli Ahmed Chaouki 

A Doctoral researcher 

English Division 

Department of Foreign Languages 

Faculty of Letters and Foreign Languages 

University of Mohamed Khider, Biskra 

 

 

 

 

 

 

 

 

 



Appendix 9 

Current Study: The Washback Effect of an Alternative Testing Model on Teaching 

and Learning: An exploratory study on EFL Secondary classes in Biskra. 

Title: Student’s Questionnaire 2 

 

Dear Students, 

I am conducting a doctorate research at the University of Mohamed Khider of 

Biskra. I would like to ask you for your opinions on the proposed achievement test 

based on the Alternative Testing Model (ATM) by and through which you were 

assessed and evaluated during the last school year. Please complete this 

questionnaire based on your experience. All information will be anonymous and 

treated in the strictest confidence.  

Thank you for your collaboration. 

 

 

 

 

 

 

 

 

 

NB: The Alternative Testing Model (ATM) is the testing model on which achievement tests were drawn to 

assess your achievement in English language in relation to the instructional objectives set out in your syllabus. It 

includes three SUB-TESTS: SUB-TEST ONE (Testing Listening), SUB-TEST TWO: (Testing Speaking), and 

SUB-TEST THREE (Testing Reading and Writing and Language Components). 



Section 1: Demographic Information: 

*Please tick the appropriate answer or provide written answers. 

1. Gender: 

 Male Female 

Valid Percentage   

 

2. Level: 

 1st year 2nd year 3rd year 

Valid Percentage    

     

3. Branch you study in: 

 

4. How many hours do you undertake to study English at school per week? 

 

5. How many hours do you undertake for the preparation of English lessons at 

home per week? 

 

Section 2: Washback Students' Attitudes Towards Teaching and 

Learning Behaviours 

*Please circle the appropriate answer. 

6. How often does your teacher do the following in your English class? 

 Usually Sometimes Rarely Never 

a. Talk to the whole pupils.     

b. Talk to groups of pupils.     

c. Talk to individual pupils.     

 Natural Sciences 
Letters and 

foreign languages 

Letters and 

philosophy 

Valid Percentage    

 1-4 4-9 More than 10 

Valid Percentage    

 1-3 4-7 More than 7 

Valid Percentage    



 

7. How often does your teacher do the following activities in your English 

class? 
 Usually Sometimes Rarely Never 

a. Tell your class the objectives of 

each lesson. 
    

b. Demonstrate how to do 

particular language activities. 
    

c. Explain specific language items, 

such as words or sentence 

structures.  

    

d. Explain specific language 

structures. 
    

e. Go through textbook exercises.     

f. Assist pupils to answer exercises.     

g. Talk about achievement tests.     

 

 

8. How often do you do the following in English class? 

 Usually Sometimes Rarely Never 

a. Doing pair work.     

b. Doing group work.     

c. Expressing your own ideas in 

English. 
    

d. Asking questions.     

 

9. How often do you do the following in English outside class? 

 Usually Sometimes Rarely Never 

e. Talk to your teacher in 

English. 
    

f. Talk to your classmates in 

English. 
    

g. Watch TV programmes in 

English. 
    

h. Read newspapers and 

magazines in English 
    

i. Chat on the net in English.     

 

 

 



*Please, tick the appropriate answer.  

10. Do you agree with the following reasons for learning English?     

 Agree Disagree 

j. To get a better job   

k. To be able to study in higher education   

l. To be able to communicate with foreigners   

m. To have more and better opportunity in the future   

n. To satisfy my parents' desire        

o. To satisfy school requirements           

 

11. Do you like to use the following strategies for learning English? 

 Like Dislike 

a. Reading newspapers and magazines in English   

b. Listening to radio programme in English   

c. Taking part in group activities in class in English   

d. Expressing opinions in English in class   

e. Putting more emphasis on understanding English   

f. Doing exercises and homework   

 

12. Do you agree with the following opinions? 
 

 Agree Disagree 

a. Pupils like useful achievement tests   

b. Achievement tests are a valuable learning experience   

c. Achievement tests force pupils to study harder   
d. A pupil’s score on achievement tests is a good indication of 

how s/he will be able to apply what has been learnt 
  

e. Achievement tests are one of the motivations for 

the pupils learning 
  

 

Thank you for your co-operation  

June 2012 

Hoadjli Ahmed Chaouki 

A Doctoral researcher  

English division 

 

Department of Foreign languages 

Faculty of Letters and Foreign languages 

University of Mohamed Khider, Biskra 

 

 



Appendix 10 

Current Study: The Washback Effect of an Alternative Testing Model on Teaching 

and Learning: An exploratory study on EFL Secondary classes in Biskra. 

Title: Interview with Teachers  

Mr. Hoadjli Ahmed Chaouki  

 Doctoral researcher, English division 

 

 

 

The Questions 

 

1. Would you introduce yourself? 

2. What do these testing terms mean to you …..?  

a. Test. 

b. Test design. 

c. Test development. 

d. Achievement tests. 

3. Before developing achievement tests, do you rely on any theoretical 

background? 

4. Do you link the test –items of these tests to the contents of the syllabus on 

which you rest in teaching this foreign language?  

5. Do you follow some precise stages/steps when developing your achievement 

tests?  

6. Do you consider some psychological parameters of your pupils when 

developing your tests?  

7. Do you think the scores your pupils usually obtain in these tests reflect actually 

their level? 

8. Do you refer to the Baccalauréate Examination model to develop your 

achievement tests? 

9. Do you think that the Baccalauréate Examination exerts any influence on you 

when developing achievement tests? 

10. If yes, how? 

11. Do you test the listening skill? 



12. Do you test the speaking skill?                                                                                   

13. Do you think it is possible to test these two skills? 

14. In your opinion, do you think the subject of testing is well considered in the 

teaching-learning process? 

15. Do you have any additional comments on the subject of testing at the 

secondary school level? 

 

 

 

 

 -End of Interview- 

 
Thank you for your help. 

 

 

 
Hoadjli Ahmed Chaouki 

A Doctoral researcher 

English Division 

 

Department of Foreign Languages 

Faculty of Letters and Foreign Languages 

University of Mohamed Khider, Biskra 

 

 

 

 

 

 

 

 

 

 

 



Appendix 11 

Current Study: The Washback Effect of an Alternative Testing Model on Teaching 

and Learning: An exploratory study on EFL Secondary classes in Biskra. 

Title: Interview and focus groups with students 

Mr. Hoadjli Ahmed Chaouki  

 Doctoral researcher, English division 

 

The Questions 
 

1. Would you introduce yourself? 

2. What does a test mean to you? And what’s about an achievement test? 

3. How do you feel during the period of tests? 

4. Do you like or dislike tests? Why do you think pupils dislike tests? 

5. Do your teacher of English language talk to you about the test before you do it? 

6. How do you see (perceive) achievement tests? Do you think these tests correspond 

to what you have been taught in class? Or do you think the contents of these tests 

is relevant to the content of lessons? 

7. Do the contents of these tests correspond to your interests? 

8. Are the tasks/activities in these tests usually the same? Or do they differ from one 

test to another? 

9. What about the distribution of test-items in the sections, do you think this 

distribution is balanced? Or do you think one section is given more importance than 

the others? 



10. And what about the scoring scale, do you think it is clear enough for you? And does 

your teacher usually tell you about it (i.e., how he/she scores the activities and the 

sections?). 

11. Now, Do you think the mark you usually obtain in achievement tests reflects your 

actual level in that foreign language? 

12. Do you think that achievement tests reflect their attainment in English language? 

13. In your opinion, what is good in these tests? And; 

14. What is bad in them? 

 

 

 -End of Interview- 

 

 
Thank you for your collaboration. 

 

 

 

 

 
Hoadjli Ahmed Chaouki 

A Doctoral researcher 

English Division 

 

Department of Foreign Languages 

Faculty of Letters and Foreign Languages 

University of Mohamed Khider, Biskra 
 

 

 

 

 

 

 



Glossary 

 
Achievement Test: It is used to measure the extent of learning in a problem prescribed 

domain often in accordance with explicitly stated objectives of a learning programme. The 

purpose of achievement tests is to discover how far students have achieved the objectives of 

course of a study. 

Aptitude Test: It is used to measure the suitability of a test taker for a specific programme of 

instruction of a particular kind of employment. 

Assessment: It refers to the process of quantifying the characteristics of a person. 

Authenticity: It is the degree of correspondence of the characteristics of a given language test 

task to the features of a T.L.U. (Target Language Use). 

Diagnostic Test: The primary purpose of diagnostic tests is to check out the strengths and 

weaknesses of learners. It identifies what they know and what they do not know.  

Direct Test: It is precise, clear and straightforward. It requires test takers to perform in a 

precise way the skill we wish to measure. 

Discrete-point Test: It is designed on the basis of measuring knowledge performance on a 

very limited scope. 

Evaluation: It is a natural activity that can be formal or informal. It is something that may not 

always be made explicit, but may actually be undertaken unconsciously. 

Examination: It is more general than a test since it embraces a combination of skills and 

proficiencies, and it is not related to a particular or to a precise area of learning. 

Impact: The impact of a test is not restricted to the test itself alone, but it can also affect the 

other areas that are closely or loosely related to the test. 

Indirect Test: It measures the abilities which underlie the skills we are interested in. 

Integrative Test: It is to tap a greater variety of language elements in the completion of one 

task. 



Interactiveness: It is determined by considering the characteristics of the test takers in 

relation to the tasks characteristics. 

Objective Test: It is scored by comparing the test takers’ responses with an established set of 

acceptable responses or scoring key. 

Placement Test: It intends to gather enough information about test takers in order to place 

them at the appropriate stage of the teaching programme. 

Practicality: It is concerned particularly with the ways to implement a test. A test which is 

said to be practical is a test which requires some necessary resources.  

Proficiency Test: It measures language proficiency regardless of any language course, 

instruction, or previously experienced course. 

Quiz: It is different from a test or an examination since its time is too brief and its focus is on 

a very narrow part of the context. 

Reliability: It is about precise and repeatable measurement on clear bases. It is the 

consistency of the test’s judgement and results. 

Subjective Test: It is to require scoring by opinion and judgement. 

Testing: It is a method in the sense it includes techniques, procedures and activities, which 

constitute an instrument of some sort, and that method needs an activity on the part of all the 

participants in the teaching operation. 

Validity: It is attributed to the degree to which a test actually measures what is supposed to 

measure. 

Washback: It refers to the influence tests have on teaching and learning. 



 ملخــص المذكـــرة

تمحورت هذه الدراسة حول موضوع التقويم بصفة عامة، والتقييم بصفة خاصة للمنظومة التربوية 

في الجزائر، وبصيغة ادق دراسة شاملة لمنظومة االختبارات الفصلية لمادة اللغة اإلنجليزية في الطور 

 المسطرة في المناهج التربوية.الثانوي، وكيفية الوصول الى مطابقتها مع األهداف التربوية 

تهدف هذه الدراسة الى تمكين أساتذة التعليم الثانوي من تطبيق الجانب النضري حول عملية التقييم 

عملية التقويم عملية تربوية منظمة وليست فقط عملية روتينية وهذا ببلوغ األهداف الرامية منه، حيث تصبح 

 للمتعلم.الهدف من وراءها إعطاء عالمة او مالحظة 

فالدافع من وراء هذه الدراسة، قلة االعمال واالبحاث حول موضوع التقويم التربوي للغة اإلنجليزية 

في التعليم الثانوي بالجزائر من جهة، ومن جهة أخرى ضعف عملية التقويم وقصرها والتي تظهر جليا في 

ة الى نهاية كل فصل دراسي. إضاف عدم تطابق المستوى الحقيقي للمتعلمين مع النتائج المحصل عليها في

الى أسس علمية )نظرية أو إجرائية(، بل الى العشوائية واالعتماد الكلي ذلك، أن عملية التقويم هذه ال تستند 

على نماذج االمتحانات الرسمية التي تؤخذ كنموذج وحيد في عملية التقويم دون المراعاة الى وجوب أن 

 والقدرات عند المتعلم. تمس هذه العملية مختلف المهارات

( بحيث يمكن لألستاذ أن يبني ATMوكحل لهذه الوضعية، اقترحنا في هذه الدراسة نموذج )

اختبارات فصلية تعكس المستوى الحقيقي للمتعلم وهذا بعد اخذنا لكل النقائص الموجودة في االختبارات 

 التقليدية.

ً وكمATMولتطبيق هذا النموذج ) ً ( أجرينا البحث نوعا ، واستعملنا أربعة وسائل: االستبيان، ا

المالحظة، المقابلة، والحوار الجماعي. وقد بَيّنت هذه الدراسة أن النموذج المقترح المتوصل اليه له تأثير 

 على األساتذة والمتعلمين في ممارسة الفعل التربوي بشكل فعال.إيجابي 


