INTRODUCTION

1. Statement of the problem and rationale for the study
To promote an effective EFL (English as a Foreign Language) teaching methodology, Dunkel (1993), Krashen (1982) and other researchers suggest comprehensible input as an important factor in second language acquisition. More specifically, they emphasize the importance of a comprehension-before-production approach in facilitating learners’ improvement in listening comprehension of a language. Particularly interested in the approach, Nunan (1999) carried out several studies and concludes that the incorporation of authentic data into the teaching of listening plays an important part in improving EFL learners’ ability to comprehend the oral language and get achievement in listening comprehension skills.

Realizing the effectiveness of such approach, for the past three years, Division 1 of English Department – CFL - VNUH has compiled and made use of a new set of course book for the four macro English skills. These content-based course books emphasize the use of authentic materials and communicative skills development and encourage first year students to take an active role in their class activities. Of the four course books, Practise your listening skills has received great acceptance from both teachers and students for its easy-to-follow structure, stimulating contents and useful inputs.

Such a change in teaching syllabus requires changes in assessment. Since testing is closely related to what is taught and is subject to whatever changes taking place in course books. Regarding this newly developed English listening course book, the evaluation of students’ improvement is done through continuous assessment. One component of this is the end-term English listening test, a kind of achievement test that first year students are required to sit for at the end of a semester. As the test accounts for 50% of the total final score, it is supposed to affect the students in many aspects.  This achievement test is also supposed to be meaningful since Hughes (2001, p.10) reasons that “achievement tests are directly related to language courses, their purpose being to establish how successful individual students, groups of students, or the courses themselves have been in achieving objectives”. It is also notable that “the overall aim in achievement tests should be to try to get students to use language receptively and productively that they have learnt during the course, but in altered contexts so that they actively have to deploy known language items (structures and lexis) in novel contexts” (Weir, 1993, p.5).

While such a test may have influences on students, it may at the same time affect the teachers in many ways, for testple time allocation, teaching contents and materials, teaching methodology, feelings and attitudes. In their study in a Nepalese educational context, Herman and Golan (1993, cited in Chen, 2002, p.3) reported that over 50% of the teachers admitted that they would give substantial attention to mandated tests in their instructional planning and delivery.  In devising their syllabi for instruction, they would look at prior tests to assure that they covered the subject matter of the test or test objectives. Shohamy et.al. (1996), Cheng (1995) and Wantanabe (1996) also addressed teachers’ use of past papers and test-oriented textbooks in sessions near test time. These researchers at the same time mentioned teachers’ feeling and attitudes towards testing process and test scores. It is evidential that there is a chance for the test to influence teachers, either positively or negatively. 

Regarding the testing context of English listening comprehension skills in Division 1 – English Department – CFL, for the past three years, end-term tests have always been constructed following a fixed process with stages as suggested in Hughes (2001). Teachers as testers have got opportunities to take part in writing the tests and delivering them. Also, there have been workshops on designing listening tests (Pham et al, 2007) and evaluating the validity and reliability of the tests (Tran & Cao, 2006). Yet, little concern has been paid to the washback effect of those tests on teachers and learners, i.e. how such tests influence teachers’ teaching and students’ learning, and how positive washback can be maximized and negative washback be minimized.

These above gaps have encouraged the researcher to choose “Evaluation of an end-term listening test for first year mainstream students of English Department – College of Foreign Languages – Vietnam National University” as the topic of her research with the scope limited to evaluating the washback effects of the test. The study is hoped to be a modest contribution to good testing for better use of the Listening course book and more effective learning for first year mainstream students.
2. Aims and objectives of the study
Due to time limitation, the study aims to primarily seek for evidences of washback effects of the second semester end-term English listening test on teachers and students of K41 in English Department – CFL. More specifically, it focuses on:
(1) Investigating the washback effects that the second end-term listening test has on teachers of listening skill for K41 students;
(2) Investigating the washback effects that the second end-term listening test has on K41 students of English department;
(3) Evaluating whether such evidences of washback (if any) are positive or negatives to teachers and students;
(4) Proposing ways to enhance the positive impacts and to minimize the negative effects of the test on teachers’ teaching and students’ learning.
3. Scope of the study
It would be too ambitious for this small-scaled study to cover all aspects of testing, a broad field of language teaching methodology, within a short time and with limited reference materials. Therefore, the study is limited to the washback effects of the end-term listening test of the second semester that K41 students (academic year 2007-2008) sat for. The reasons for this choice are as follow.

Firstly, in the first semester, the students are totally new to the university. It takes time for them to get acquainted to their classmates, their teachers’ teaching methods, their learning contents, the assessment practices and to generate their learning styles. While a number of students possess quite good listening abilities, many others are completely strange to the skills as they have never done it in their English learning at high schools. Some are even afraid of it. Therefore, it seems unfair to judge the effects of the tests on them. Meanwhile, in the second semester, every student has experienced listening lessons for fifteen successive sessions, and they are assumed to have developed some basic study skills. As some students state that the second semester influence them more strongly, experience gained during this semester may orient students better for their next academic year. Hence, the researcher’s intention of finding how test-taking experience and test feedbacks (test scores) can be best answered after the second semester’s test.

Secondly, K41 students (academic year 2007-2008) have just passed their first year at the university so they would definitely be the most suitable group to date to be studied for the purpose of this research.
4. Research questions

On the basis of the abovementioned aims and objectives, the study is conducted to answer the following questions:
(1) What are the washback effects of the test on teachers’ teaching content, teaching methodology, attitudes and behaviors? Are they positive or negative?

(2) What are the washback effects of the test-taking experience and test results on K41 students in terms of their learning content, learning progress, self-image, motivation, learning attitudes and their relationship with teachers? Are they positive or negative? 

5. Research methodology

The study is approached both quantitatively and qualitatively. Semi-structured interviews, questionnaires and classroom observations are used as data collection tools. The collected data are then analysed qualitatively and quantitatively.
Participants for the study are: (1) 50 students as respondents to student questionnaires; (2) 12 teachers as respondents to teacher questionnaires. From these two groups, two teachers and two students are randomly selected for subsequent interviews.
6. Significance of the study

As expertise in assessment is still lacking in Vietnam and testing and evaluation is also an under-researched area; the study provides a reliable and profound background on the matter, which can be used as reference for future studies on similar topics. Besides, it helps the researcher gain more knowledge and skills in this field during the research process. 
Practically, the study may provide an insight into test washback, an area rarely investigated in a university educational context. By looking for evidences of washback effects, the study highlights the close relationship between teaching - learning and testing, and therefore, may be a source of reference in the attempt to better teaching and learning, and improve testing. The study is also expected to be useful for all the researcher’s colleagues and anyone who is concerned about the matter of testing in general and the interrelations of teaching-learning-testing in particular.
 7. Organization of the study

The study is divided into three main parts: Part I is the Introduction to the study. Part II is the Development with three chapters. Part III is the Conclusion.

In the Development, Chapter I reviews the literature on language testing, washback effects, achievement language tests and the testing of listening comprehension. Chapter II addresses the testing context of listening comprehension skills for first year students at English Department and describes the methodologies of the study. Chapter III presents, analyzes and synthesizes data collected from classroom observation, interviews and questionnaires survey and makes several suggestions to maximize the positive washback effects and minimize the negative ones. 
The Conclusion part presents conclusions about the test effects on teachers and students.
Reference materials are listed along with appendices including the listening test used in the study, and questionnaires for teacher and student participants.
CHAPTER I - LITERATURE REVIEW
I.1. LANGUAGE testing IN COMMUNICATIVE APPROACH
I.1.1. What is a language test?


A test, in Caroll’s (1968, p.46, cited in Bachman, 1995, p.20) words, is “a procedure designed to elicit certain behavior from which one can make inferences about certain characteristics of an individual.” With regards to language assessment, there have been many definitions of language tests by different authors reflecting changing beliefs about the makeup of language proficiency. 
According to Brindley (2003, pp.312-313), from the 1950s to approximately mid-1970s, language tests are sets of “discrete-point”, “objective”, “multiple choice” items testing one linguistic item at a time. These test types were very reliable and easy to administer but failed to provide “much useful information about the test-takers’s ability to use the language in the real world” (Brindley 2003, p.313). 
It then follows that language tests should be redefined to reflect the notion of language ability and “what happens when people use language for communicative purposes” (Brindley 2003, p.313) as Canale and Swain (1980); Bachman and Palmer (1996) have done.

According to Alderson, Clapham and Wall (1995, p. 41), a language test is a set of test items. Each test item “consists of a method of eliciting behaviour or language, together with a system whereby that behaviour or language can be judged”.
Along this line, Heaton (1990) holds that tests should be considered first as means of assessing the students’ performance and then as devices to motivate students. Clearly, Heaton gears tests to a way of inspiring students’ study, reasoning that as tests are often taken at the end of a semester, students will be encouraged to review their lessons in order to achieve their course and testing objectives.

In sum, a language test is an instrument for assessing test-takers’ use of language knowledge and skills for communicative purposes. It can also play the role of a motivating device for students in their learning process and for teachers to adjust their teaching accordingly.

I.1.2. Testing in Communicative Approach

Central to communicative language testing is communicative language ability. A term for this is known as communicative competence.

The notion of Communicative Competence (CC) has been developed over the years with the contribution of a great number of linguists, sociolinguists and ethnographers, which are brought together by Savignon (1983, cited in Tran, 2002, p.4) who suggests that CC has several distinctive characteristics, three of which are:

1. Communicative competence is dynamic rather than a static concept. It depends on the negotiation of meaning between two or more persons who share to some degree the same symbolic system,

2. Communicative competence is context-specific. Communication takes place in an infinite variety of situations, and success in a particular role depends on one’s understanding of the context and on prior experience of a similar kind. It requires making appropriate choices of register and style in terms of the situation and the participants, and 

3. There is a theoretical difference between competence and performance. Competence is defined as a presumed underlying ability, and performance as the overt manifestation of that ability. Competence is what one knows. Performance is what one does. Only performance is observable, however, and it is only through performance that competence can be developed, maintained and evaluated.

(1983, pp. 8-9, emphasis in the original)
These characteristics entail that communicative testing should aim not only at what learners know about the language and how they may use it, but also how they can actually demonstrate this knowledge in meaningful situations when communication is called for.

In an endeavor to build up a theoretical framework for CC, Canale (1983, p.339, cited in Tran, 2002, p.5) proposes four dimensions of CC (Italics added):

1. Grammatical competence: mastery of the language code (i.e., lexical items and rules of word formation, sentence formation, literal meaning, pronunciation, and spelling).

2. Sociolinguistic competence: mastery of appropriate use and understanding of language in different sociolinguistic contexts, with emphasis on appropriateness of meaning and forms.

3. Discourse competence: mastery of how to combine and interpret meanings and forms to achieve unified texts in different modes (e.g., casual conversation, argumentative essay, or recipe) by using (a) cohesion devices to relate forms (e.g., use of pronouns, synonyms, transition words, and parallel structures) and (b) coherence rules to organize meanings (e.g., to achieve relevance, development, consistency, and proportion of ideas).

4. Strategic competence: mastery of verbal and non-verbal strategies both (a) to compensate for breakdown in communication due to insufficient competence or to performance limitations and (b) to enhance the rhetorical effect of utterances.
As aforementioned, testing, in communicative approach, must be able to assess communicative competence, which implies that a communicative test needs to establish the manifestation of all these four dimensions. Test-designers should take this into consideration when choosing test content and test methods so that each competence of test-takers can be well explored. They can also consider it in “working out the criteria levels, the marking scheme and the weighting of each criterion, since different stages of English language study have different levels of proficiency specified by the linguistic objectives, communicative functions, and sociolinguistic variables” (Tran, 2002, p.6).

Communicative language tests, then, are intended to be a measure of how test-takers are able to use language in real life situations. In testing the productive skills, emphasis is placed on appropriateness rather than on the ability to form grammatically correct sentences. In testing the receptive skills, emphasis is put on understanding the communicative intent of the speaker or writer rather than on picking out specific details. Yet, in fact, the two are often combined in communicative testing, so that the testee must both comprehend and respond in real time, for in real life, the four different communicative skills (listening, speaking, reading and writing) are not often used entirely in isolation.

This viewpoint of communicative language testing is greatly favored by Kitao &  Kitao (1996a) who detail that:

If at all possible, a communicative language test should be based on a description of the language that the testees need to use. Though communicative testing is not limited to English for Specific Purposes situations, the test should reflect the communicative situation in which the testees are likely to find themselves. In cases where the testees do not have a specific purpose, the language that they are tested on can be directed toward general social situations where they might be in a position to use English.

This basic assumption influences the tasks chosen to test language in communicative situations. A communicative test of listening, for testple, would not test whether the testee could understand what the utterance, "Would you mind putting the groceries away before you leave?" means, but place it in a context and see if the testee can respond appropriately to it. If students are going to be tested over communicative tasks in an achievement test situation, it is necessary that they be prepared for that kind of test, that is, the course materials cover the sorts of tasks they are being asked to perform in the test (Kitao & Kitao, 1996b).
In short, the basic idea of communicative competence remains the ability to use language appropriately, both receptively and productively, in real circumstances. Testing communicative competence, in the end, should be context-specific (to an extent, however, that it can still be able to generalise to other similar contexts), which means that it should be able to judge the test-takers’ capability of using language to express opinions and react to a situation. This, advocating the suggested four-dimension framework of CC by Canale and Swain (1980a), has become a widely accepted and chosen model of testing in comparison with the traditional one which takes the form of testing knowledge about language, usually vocabulary and grammar.

I.1.3. Purposes of language testing

As testing, teaching and learning cannot be separated from each other, a language test must be able to serve different purposes in the teachers’ teaching as well as in the students’ learning. As for teachers, testing helps evaluate students’ language knowledge and skills, reveal the effectiveness (and the opposite) of the teaching process and provide students with additional materials for further practice. For students, a language test may aid them in detecting their strong points and weak points; and motivating them to review previous lessons as well as seeking for new learning experience.

In a teaching process, the first and foremost reason for testing is to evaluate students’ knowledge and skills to use the target language. Bachman (1995, p.55) also points out that “The fundamental use of testing in an educational program is to provide information for making decisions, that is, to evaluate.” Tests are intended to discriminate between those who have the ability and those who do not. To meet this demand, most tests tend to start with a few easy items to encourage weaker students and continue to be more and more difficult for at least some better students. The result of tests provide teachers with necessary information to classify their students into different levels and send them to higher level.

The second purpose of testing is “to provide the teacher with information on how effective his teaching has been” (Read, 1983, p.3, bold emphasis added). By administering a test to students, a teacher can discover what her students have known and what they have not, measure their progress, then decide what to teach next as well as which method should be applied to specific teaching situations. Thanks to students’ performance in these tests, teachers can self-evaluate the effectiveness of their teaching methods, the appropriateness of the course objectives, the usefulness of the course book and the suitability of test items. Such constructive feedbacks, in turn, urge teachers to adjust their future teaching activities.

Additionally, teachers write tests in order to provide additional materials for student to practice further and check their knowledge and the ability of utilizing what they have learnt into different situations (Ur, 1996). As test tasks should be in familiar form and able to cover the most important units of knowledge in the lessons, it can be considered as a review of the periods leading up to the test. “Testing should be firmly rooted in previous classroom experiences in terms of activities practiced, language used, and criteria of assessment employed” (Weir, 1993, p.5). Consequently, by administering such tests, teachers facilitate students’ awareness of the main points in their course and offer them one more chance to revise such points.

In a learning process, tests are aimed at serving students in many ways. Through their test performance and test results, students check what they have been learning, what they know and what they need to know more. A test, according to Read (1983, p.3), “can help both teachers and learners to clarify what the learners really need to know.” In other words, information from tests help students by revealing their strengths and weaknesses in order to determine appropriate types and levels of future learning activities (Bachman, 1995, p.60, bold emphasis added). Accordingly, students may develop alternative learning strategies and/or ask for help and support from teachers and peers in order to enhance what has already been good and improve what remains weak.

Another purpose of testing is to motivate learners. Tests encourage students to review specific materials (Ur, 1996). When the test is announced, students will have to pay more attention to what they have been taught as well as specific areas of knowledge limited by test-designers. If they would like to get good marks, they have to revise lessons, learn harder and do more exercises. Preparation for a test is, then, a process in which students spend time drilling materials in order to get good test results, and thus achieve the intended teaching/learning objectives. 

Moreover, as Weir (1993, p.5) strongly recommends, the purpose of tests in general and achievement tests in particular should be “to indicate how successful the learning experiences had been for students rather than to show in what aspects they were deficient.” In this way, learners might be “motivated towards future learning experiences” Madsen (1983, bold emphasis added). Heaton (1990) and Valette (1988) also advocate this viewpoint by pointing out that a good classroom test can be effectively used to inspire students as it provides them with a chance to perform well in the target language, thus giving them a sense of accomplishment. 

In sum, testing can be used to achieve many different aims in teaching and learning. A test may be primarily designed for evaluating purposes but can later be a useful means for promoting the effectiveness of the teaching-learning process. Tests can also act as added materials for students’ further practice and help them to identify their strong points and weak points, which later results in students’ determination of future learning styles and activities. Furthermore, good tests are great motivation for students to learn harder so as to achieve better results. 

I.1.4. Washback effect of tests
Fundamental to the development and use of language tests are the five criteria – validity, reliability, discrimination, practicality and washback which have been central to the discussion of many researchers such as Henning (1987), Weir (1990), Bachman (1995) and Hughes (2001). As the focus of this study is washback, this section particularly discusses this criterion.
I.1.4.1. Washback: definition and types
As aforementioned, tests affect what is taught/learnt and how it is taught/learnt. The effect of testing on teaching and learning is normally referred to as backwash (Hughes, 2001, p.1), synonymously termed as washback by Buck (1988, p.17), Shohamy (1992, p.513), Bachman and Palmer (1996, pp.30-35).

Definitions of washback range from simple to complex ones. While some researchers see it as simple as “effects of the test on classroom practice” (Berry, 1990, p.31), many others hold broader views. Pierce (1992, p.687, cited in Bailey, 1999, p. 4) states 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.” Bachman and Palmer (1996) take a further step by stressing washback as a far more complex phenomenon than simply the effect of a test on teaching and learning. Instead, it can be considered a subset of test impacts on society, educational systems, and individuals (pp.29-35). Also, they strongly suggest that the impact of a test should be evaluated with reference to the contextual variables of society goals and values and the educational system in which the test is used, and the potential outcomes of its use. 

At the same time, Messick (1996) pinpoints that washback is “not simply good or bad teaching or learning practice that might occur with or without the test, but rather, good or bad practice that is evidentially linked to the introduction and use of the test” (p.254, cited in Bailey, 1999, p.5, bold emphasis added). In his opinion, for a test to have positive washback, its tasks should be criterion samples – that is, “authentic and direct samples of the communicative behaviors of listening, speaking, reading and writing of the language being learnt” (p. 241, cited in Bailey, 1999, p.6). This is to say that washback can be either positive or negative.

If a test is considered to be important, the preparation for it may come dominating all teaching and learning activities. The washback proves to be even of more harm if test content and test techniques do not match with the objectives of the course. Hughes (2001, p.1) shows an example of tests of writing skill consisting of only multiple choice questions, which definitely cannot appropriately measure the complex skills of writing; and thus will harm the teaching/learning of writing as teachers and students will only focus on practicing multiple choice questions. The washback effect is clearly negative for at least two reasons: first, it is impossible to test the writing skill directly as required; and second, it puts a great pressure on teachers and students to practice only multiple choice questions instead of spending time on the skill of writing itself.

Yet, washback effect can be extremely beneficial if it urges the teachers to teach what students really need in a way which enhances the learning process. “Changing a test is possibly the most powerful means of bringing about improvements in the learning experiences that go before it” (Weir, 1993, p.6). For example, the introduction of a new set of English tests that lead to redesigning the syllabus, choosing new books, and conducting classes differently, etc. may result in a successful school year and higher standard in English achieved by learners. This is positive washback. For testers to achieve beneficial washback, Hughes (2001, p.45) advises a number of effective and applicable techniques such as:

1. Test the abilities whose development you want to encourage

2. Sample widely and unpredictably

3. Use direct testing

4. Make testing criterion-referenced

5. Base achievement tests on objectives

6. Ensure test is known and understood by students and teachers

7. Where necessary, provide assistance to teachers

8. Count the cost

(Hughes, 2001, p.45)

In her attempt to provide a structure for her studies on washback, Bailey (1996, p.264) feels the need to construct a basic model of washback as follow:
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(Bailey, 1996, p. 264)

This model is very much based on the framework recommended by Hughes (1993, p.2) which states that “In order to clarify our thinking about backwash, it is helpful, I believe, to distinguish between participants, process and product in teaching and learning, recognizing that all three may be affected by the nature of a test.”

A glance at studies to date on washback effect of language tests shows that the most closely researched area is test impacts on participants, namely test-takers (language learners) and teachers, and other “personnel involved in language teaching such as administrators, course designers, materials developers” (Bailey, 1999, p.12). Each participant is influenced in a different way, so the next sections discuss how test-takers, teachers and other participants can be influenced by washback. 

I.1.4.2. Test-takers and Washback
Bachman and Palmer (1996, p.31) sort out that test-takers can be affected by:

(1) the experience of taking, and, in some cases, of preparing for the test

(2) the feedback they receive about their performance on the test; and

(3) the decisions that may be made about them on the basis of their test scores.
For Alderson and Wall, five of the fifteen hypotheses they propose on washback directly address learners:

2. A test will influence learning.

5. A test will influence what learners learn.

6. A test will influence how learners learn.

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

10. A test will influence the degree and depth of learning.
(Alderson and Wall, 1992, pp.7-10)

In her article, Bailey (1996, p.264-265) points out that students who are going to sit for an important test normally experience the following processes:

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

2. Studying vocabulary and grammar rules.

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

4. Reading widely in the target language.

5. Listening to non-interactive language (radio, television, practice tapes, etc.).

6. Applying test-taking strategies.

7. Enrolling in test-preparation courses.

8. Requesting guidance in their studying and feedback on their performance.

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

10. Skipping language classes to study for the test.
(Bailey, 1996, p.264-265)

Although washback on test-takers are visible, up to now, there seems to be a limited number of research in which learners voice their viewpoints or their relating behavior before or after the test. Some most outstanding projects in this field of study are that by Hughes (1988) of the effects of the Michigan Test on students’ English proficiency at a Turkish University; Wall and Alderson (1993) of the students’ behavior when a new national test was implemented; Ingrulsrud (1994) of Japanese university entrance test, Shohamy et al. (1996) of the washback effects over time of two national tests in Israel, and Cheng (1997) of a major public test in Hong Kong (HKCEE). 

I.1.4.3 Teachers and Washback:

In contrast with the limited number of studies of washback effects on learners, those taking teachers as the subject of research are numerous. In fact, as Bailey has concluded, “it is safe to say that teachers are the most frequently studied of all the participants in the washback process” (1999, p. 18).

Bachman and Palmer (1996) persuasively argue that testing always has influence on teachers’ instruction; that is, if it appears obvious to teachers that they have to use a certain test, they may find it hard to avoid “teaching to the test” (p.33). Meanwhile, there are cases when teachers themselves feel unhappy with the results the test may produce, which reflects the unsatisfying quality of the course. Therefore, they require a change in testing procedure that can promote classroom’s instruction in order to enhance effective learning. They then come to a conclusion that testing can influence teaching in a wide range, from almost nothing to quite a lot, and can be both positive and negative (ibid., p.33-34). 

Likewise, six out of fifteen Alderson and Wall’s restatements of washback hypothesis are saved to emphasize the importance of teachers:

1. A test will influence teaching.

2. A test will influence what teachers teach; and

4. A test will influence how teachers teach.

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

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

11. A test will influence attitudes to the content, method, etc. of teaching and learning.
(Alderson and Wall, 1993, pp. 120-121)

Researchers have observed classroom practices in various language learning and testing contexts and come to a variety of conclusion. Among them are: teachers’ classroom behavior can either support or discourage the intended positive washback effect of new or revised tests (Wall and Anderson’s case study in Sri Lanka, 1993); and test influence on experienced teachers may be different from that on novice ones, i.e. new teachers’ lessons tend to have many additional activities while the experienced seem to fill their classes with more materials from the tests (Shohamy et al.’s observation in Israel, 1996). In many observed contexts, teachers change their teaching contents to adapt to a shift in the test rather than changing their teaching methodology (Lam’s research in the Revised Use of English test in Hong Kong, 1993; Cheng’s report on HKCCE, 1997; Wanatabe’s study in Japanese context, all cited in Bailey, 1999). 

Similarly, Watanabe (1996, p.131) strongly remarks three possible factors that might encourage or limit the washback on teachers:

(1) the teachers’ educational background and/or experiences;

(2) the differences in teachers’ beliefs about effective teaching methods; 

(3) the timing of the researchers’ observations.
(Wanatabe, 1996, p.131, cited in Bailey, 1999, p. 23)

This comment shares the same viewpoint with which Lam (1993) holds. He emphasizes that changing the tests is not sufficient to draw out a change in teachers’ methodology and learning outcomes, yet, “the challenge is to change the teaching culture, to open teachers’ eyes to the possibilities of exploiting the test to achieve positive and worthwhile educational goals” (ibid., p.96, cited in Bailey, 1999, p.23).

I.1.4.4. Other participants and Washback
Washback process may concern other participants such as test developers, teacher educators and curriculum planners, administrators, language inspectors, test users, material developers and publishers, and even parents (Bailey, 1999, p. 24). Bachman and Palmer (1996, pp.34-35) also mention these parties under a broader category of “impact on society and education system” in which they explain how societal and educational goals and values in a certain society affect test use.

Although studies on these participants are not as plentiful as those on teachers and learners, researchers have noted some significant cases. For example, Shohamy et al. (1996) reported the attitudes of different participants to the use of the Arabic as a Second Language (ASL) test and the EFL test in Israel. While the inspectors considered their tests as “necessary, important, and effective” (1996, p. 313, cited in Bailey, 1999, p. 25), teachers and students perceived these tests totally opposite. Test users may also function in the decision to keep or make some innovation to the test. In the case of the Hong Kong Use of English test, Andrew and Fullilove (1994) make the following comment about the role of tertiary institutions in the addition of an oral component to the test:

Tertiary institutions urged [the Hong Kong Examination Authority] to add an oral component to the testination for two reasons: (1) to provide the universities with more information about their potential students’ ability to communicate orally; and (2) to try and improve the oral proficiency of tertiary students generally by encouraging the teaching and practice of oral skills. 
(1994, p.162, quoted in Bailey, 1999, p. 26)

From the reviews of relevant literature, we can see that definitions of washback are various. Besides, a test may have positive or negative effects on different participants in the testing process.

In short, one of the five fundamental criteria of a good test – washback (and validity, reliability, discrimination, practicality) has been thoroughly discussed by many researchers. Studies by them also provide general as well as specific guidelines on how to achieve these crucial decisive factors to the best. It is the duty of testers to integrate them flexibly into real contexts so as to accomplish success in designing tests, which will result in later successful teaching and learning.

I.2. Achievement tests

There are several ways to classify language tests. In terms of testing method, language tests consist of oral and written ones. Based on methods of scoring and marking, they are divided into objective tests and subjective tests. Out of purposes, they can be categorized into proficiency, achievement, diagnostic and placement tests (Bachman, 1995, pp.71-77; Hughes, 2001, pp.7-19). As the scope of the current study is wasback of achievement tests, this part will focus on progress achievement tests.

I.2.1. Definition


Different researchers have proposed different definitions of achievement tests but they all agree that this kind of test is used to evaluate how much students have achieved in their process of learning. Heaton (1990, p.14) defines an achievement test as the one that “measures a student’s mastery of what should have been taught (but not necessarily what has actually been taught). It is thus concerned with covering a sample (or selection) which accurately represents the contents of a syllabus or a coursebook. ” 

Hughes (2001, p.10) gives the most insightful definition in which all aspects of achievement tests are revealed: “…achievement tests are directly related to language courses, their purpose being to establish how successful individual students, groups of students, or the course themselves have been in achieving objectives.” Harrison (1991) distinguishes this kind of tests from others by stressing that it looks back over a long period of learning.

I.2.2. Kinds of achievement tests


Achievement tests are of two kinds: final achievement tests and progress achievement tests. The former are administered by the Ministry of Education or the Department of a certain education institution at the end of a course of study. Meanwhile, the latter are conducted in some specific period during the course, depending on the syllabus, the course objectives and testers’ decision on when should be suitable time to measure the progress that students are making. In the part below, critical review will be made on progress achievement tests.

Progress achievement tests, as their names suggested, are usually conducted during the course to measure the progress that students are making. It is often assumed that the greater scores testees achieve, the better progress they are making. Nonetheless, in Hughes’ opinion, “this is not really feasible, particularly in the early stages of a course” because “the low score obtained would be discouraging to students and quite possibly to their teachers” (2001, p.12). A solution to this problem is to establish a well-defined short-term objectives and base progress achievement tests on them (Hughes, 2001, p.12). It is also remarkable that the tests should be done by “the assessed pieces of work or tasks which require the students to apply what they have just learnt” (Abbort & Wingard, 1990, p.27).

Besides testing the progress that students have made in the target language, this kind of test is also supportive to students’ making further progress in future learning. It provides students with good chances to practice the necessary skills and be more confident in test performance. Therefore, this is a good preparation step for students to get more familiar with the course’s final achievement test format and content as well as gain more experience in doing the test so as to achieve best results.
I.3. Testing listening comprehension skill

I.3.1. The nature and sub-skills of listening comprehension 
Listening used to be considered the Cinderella skill in second language teaching and learning. However, when Krashen’s proposed ideas on ‘comprehensible input” (1982) gained prominence, listening gradually took up its leading role. As Rost (1994) points out, of the four language skills—speaking, listening, reading and writing, listening is the most critical for language learning at the beginning stages. Large amounts of listening practice before speaking or reading may prepare the learner to acquire a second language with a greater efficiency than if he or she was taught all the skills simultaneously (Postovsky, 1974; Winitz & Reeds, 1973, 1975; Winitz, 1973; Gary, 1978). In fact, it is the most frequently used language skill in everyday life. Researchers like Rivers (1981) and Morley (1991) propose that we listen twice as much as we speak, four times as much as we read, and five times as much as we write.  Being a highly integrative skill, the crucial role of listening in language acquisition has been demonstrated by many researchers, some of whom are Rost (1990), Feyten (1991), and Mendelsohn & Rubin (1995). It is assuming greater and greater importance in foreign language classrooms. 
The question put forward here is how listening comprehension can be defined; or in other words, what is the nature of listening comprehension? The traditional view looked at the listener as a tape-recorder since the way that he took in and stored aural information was very much like a tape-recorder. Meanwhile, the alternative view regarded listeners as active model builders. This type of listener can actively combine the new information with his previous known knowledge and experience to acquire its meaning to the full. Such a view is supported by many scholars, initially Alderson and Lynch (1988).
In line with the alternative view, O’Malley and Chamot conclude from their study that “listening comprehension is an active and conscious process in which the listener constructs meaning by using cues from contextual information and existing knowledge, while relying upon multiple strategic resources to fulfill the task requirement” (O’Malley & Chamot, 1989, p. 420). Another popular definition of listening comprehension in both narrow and broad senses is that proposed by Clark and Clark (1977, pp. 43-44): 
“Comprehension has two common senses. In its narrow sense it denotes the mental processes by which listeners take in the sounds uttered by a speaker and use them to construct an interpretation of what they think the speaker intended to convey.... Comprehension in its broader sense, however, rarely ends here, for listeners normally put the interpretations they have built to work.” 
Lynch and Mendelsohn (cited in Schmitt, 2002, p. 194) describe the unique features of listening as follows: 

Its usually ephemeral, one-shot nature. 

The presence of a rich prosody (stress, intonation, rhythm, loudness and more), which is absent from the written language. 

The presence of characteristics of natural fast speech, such as assimilation, making it markedly different from written language, for testple /g?mmt/ for “government”.

The frequent need to process and respond almost immediately. 
(cited in Schmitt, 2002, p. 194)

Abovementioned definitions and features of listening skill show that listening comprehension is an active and conscious course that requires the listener to process given aural information and respond to it almost immediately. The response might be in spoken form or written form, or it might simply be the thorough grasp of the message meaning.

Understanding of the nature of listening comprehension makes it easier for researchers to come up with different listening sub-skills, which is a real concern so that listening comprehension is not an unachievable skill to learners.

Richard (1983) is one of the first to consider the nature of the sub-skills required in different listening situations. He provides 33 micro-skills for conventional listening and a further 18 for academic listening to lectures. 

Richard’s analysis has been extremely persuasive in aiding language teachers to differentiate and prioritize components of different types of listening. His micro-skill taxonomies were reshaped and developed by Rost (1994) who pinpoints the division of listening into perception, interpretation and response.   

McDonough & Shaw (1993) claim that listening skills should be discussed under 2 related headings: 

(1) Processing sound:   

To segment the stream of sounds and recognize word boundaries; 

To recognize sentence and clause boundaries in speech; 

To recognize significance of language-related features, most obviously intonation; 

To recognize changes in pitch, tone and speed of delivery. 

(2) Processing meaning: 

To organize the incoming speech into meaningful sections; 

To identify redundant material; 

To use language data to anticipate what speakers are going to say; 

To store information in memory and know how to retrieve it later, by organizing meaning as efficiently as possible and avoiding too much attention to immediate detail. 

Voss (1984) and Shohamy and Inbar (1991) propose two kinds of skills: top-down processing skills and bottom-up processing skills according to listening processes involving top-down processing and bottom-up processing. 

Byrnes (1984) points out that listening comprehension can be divided into a set of distinct sub-skills. Two of these skills are considered by Rivers (1971) as the recognition of component parts of the language (words, verb groups, simple phrases) and memory for these elements as soon as they have been recognized. Recognizing linguistic elements, while fundamental to the process, is not enough for understanding what is fully heard. Listeners must be able to hold these elements in short-term memory long enough to interpret the utterance to which they are attending. 
In sum, there are different views on the nature of listening comprehension. The traditional one considers listeners as tape-recorders which just do the work of recording and storing the given message. Meanwhile, the alternative view emphasizes the need for listeners’ ability to handle the heard message, utilizing their background knowledge and experience together with their understanding of the language being spoken, i.e. the knowledge of morpheme, phoneme, lexis and syntax of the language. The latter one has recently gained more support from researchers and laid the foundation for them to divide listening comprehension into sub-skills for ease of helping learner’s acquisition of the skill. 
I.3.2. Testing listening comprehension skills

Together with the movement from the belief that listening comprehension is a one-way bottom-up process to the theory that it is actually a combination of bottom-up and top-down processing, the testing of listening comprehension skills has undergone considerable changes. There is a recognition of the fact that “if we ask students to decode short decontextualized sentence, we are not testing listening comprehension at all but asking students to engage in a very unnatural activity which seems to be confined largely to the second language classroom” (Buck, 1988, p.22). It is easy to see that less and less listening tests are using short decontextualized sentences. Instead, context is set for each task, so that test-takers can make assumption of what they are going to listen to.


For Kitao and Kitao (1996b, p.1), testing listening is challenging as it is difficult to design tests that reflect real-world listening tasks. To make it easier for test designers, Kitao and Kitao (1996b) therefore put listening tests under two categories, the first one focuses on test-takers’ ability to process sounds and the second one is devoted to their understanding of meanings. Within the scope of this study, the researcher would like to focus on the later category, listening tests for understanding of meaning.


In order to test listeners’ understanding of meaning, Kitao and Kitao (1996b, pp.3-6) suggests the following test tasks:

a) Understanding sentences and dialogues:

· Interpreting meaning: Listeners interpret the meaning of certain heard utterances or strings of utterances.

· Responding to utterances: Listeners choose the correct responses to the heard utterances. This is considered a more communicative type of task than many other listening tasks.

b) Task using visual materials

· Matching and True/False tasks: Testees look at visual materials (i.e. pictures, charts, graphs, etc.) and match them with spoken statements, dialogues or descriptions. An alternative is to look at the visual material and decide whether the spoken statement or description is true or false.

· Mapping tasks: Testees listen for the directions to somewhere and follow the map. They may also listen to various locations and identify them on the map.

· Drawing tasks: Testees listen to instructions and do drawing tasks. 

c) Tasks involving talks and lectures

· Summary-filling/ Table completion

· Short answers/ Sentence completion/ Multiple choice/ True-False-Not Given

· Taking notes and using notes to answer questions

There are some notes for testers when designing listening tests. In the first place, test-takers’ language proficiency should be taken into careful consideration. The more advanced learners get the more difficult to design “pure” listening tests (i.e. tests that test only listening skills). A test that requires the combination of other skills may, on the other hand, put more pressure on test-takers. Moreover, if certain tests do not reflect the real-world listening tasks, they may fail to help test-takers in approaching the language communicatively.
To sum up, the literature presented in this part has been thoroughly studied by the researcher with an attempt to provide a critical review of 

· Definitions and types of language tests 

· Features of language testing in communicative approach

· Purposes of language testing in the teaching and learning process

· Washback effect of tests

· Achievement tests

· The nature of listening comprehension skills and its testing
These reviews form the theoretical base for the current study, conducted to evaluate the second end-of-term listening test for first year students at ED, CFL, VNUH. The next chapters report the research.

CHAPTER II – THE STUDY

II.1. BACKGROUND TO THE STUDY: THE CONTEXT OF TESTING ENGLISH LISTENING COMPREHENSION SKILL OF FIRST-YEAR MAINSTREAM STUDENTS

II.1.1.Standard levels of mastery of Listening comprehension skill for first year students

Level of mastery set for first year students of English Department – CFL is ALTE Level 2 (PET – Cambridge).  How this standard was set together with its progress indicators and standard indicators has been described in details in To et al. (2006, pp. 131 - 139). 

According to To et al. (2006, p.139), after finishing their first two semesters, students are supposed to acquire the following skills in listening:

	Text types
	Task types
	Sub-skills

	Dialogue and monologue in:

· Radio broadcast

· Phone talking

· Adverts

· Simple narrative

· Conversations 
	· Listen and read

· Listen and give short answers

· Listen and match-mark the correct answers

· Listen and predict

· Listen and check

· Listen and fill in charts/tables/forms

· Gap fills

· True/ False listening

· Listen and take notes
	· Listen for main ideas/ gist

· Details

· Key words

· Attitude

· Simple inferences


(cited from To et al., 2006, p. 139)

II.1.2. An overview of the second-semester listening program and its testing in Division 1 – English Department - CFL
II.1.2.1. The second-semester listening program in Division 1 - English Department – CFL

The listening course - Listening 1, Semester 2 - is designed and composed for the first-year students to master Pre-intermediate level within 15 weeks. They have to attend 2 hours in class and have 1 hour for their self-study. 

Unlike the other skills, namely Speaking, Reading and Writing, Listening seems to cause more difficulty to first year students since many of them have not been exposed to authentic listening materials in high school. While students can confidently finish a reading test at pre-intermediate level, they might be at a loss when doing a listening test of the same level. Although students have spent 30 contact hours on listening skill in their first semester, many of them still encounter a great deal of difficulty in listening comprehension. The listening course for semester 2 is therefore designed to provide students with more knowledge and practice about a wide range of familiar topics. For this semester, students are supposed to spend time working diligently with their listening homework and they are not required to do any listening assignment. 
Students are assumed to come from different learning and social backgrounds. While many are city-dwellers, a large number used to live in the countryside. City students are often more confident and they seem to have more chances to listen and speak English. Meanwhile, others may appear a bit shy and less acquainted with these skills. The first semester, thus, plays an important role in getting students tied together through a variety of group work and pair work tasks and familiarizing them with listening skill. In the meantime, the second semester expects to see more self-assured learners with better competence in this subject.

As for the course objectives, at the end of their academic year, first year students are expected to:

· Thoroughly understand and follow lectures delivered by teachers and talks from peer learners.

· Understand the main points of listening exercises which are spoken clearly and at a moderately slow pace, and whose topics are familiar and regularly encountered in everyday life.

· Develop techniques to master some listening skills such as:

· Listening for gist

· Listening for details

· Listening for specific information

· Develop techniques to deal with different kinds of listening exercises, such as: True/False, Questions and Answers, Multiple Choice Questions (MCQs), Gap Fills, etc.

· Get more familiar with different, most widely recognised accents such as British English and American English.

Following is an account on listening activities in contact hours; self-study time; course materials; course assessment and detailed syllabus of the program. Information is taken from Listening 1, semester 2 Course outline – Academic Year 2007 – 2008 provided by Division 1 – English Department – CFL (italicized information added by the researcher)

In class activities

Class periods will be composed of, but not limited to, the following activities:

· Homework checking

· In-class listening

In-class listening will probably last 45 minutes, including warm-up (5 – 10 mins), while-listening (20 – 25 mins) and post-listening (5 – 10 mins). Teachers will attract students to the listening sections by relevant listening activities/games. In the while-listening section, students will do listening activities concerning the topic, which will provide input for them in the post-listening section. The three sections will be closely linked to each other to make sure that students have a fruitful listening period. Specially, students will have many chances to interact with each other as most in-class listening activities are to be done in pairs/groups.

Homework checking will be done with Practise Your Listening Skills. Each unit of the book will have 4 tasks for students to practise their listening, along with the keys and the tapescripts. Homework checking will go further than just checking the key (since it is provided already). This is the time for teachers and students to find out the method to improve various listening skills. The choice whether to begin the lesson with homework checking or in-class listening rests with the teacher.

Self-study time

Students are required to do all the four tasks BEFORE they come to the listening class, check their answers with the key and note down their difficulties in listening, ways that they think will better their listening, etc.

Course materials 

The material that would be used mainly in this course is the text book called Practise Your Listening Skills. 

Practise Your Listening Skills is a collection of listening tasks compiled by teachers in Division 1 – English Department from some renown listening course books. This theme-based book has a total number of twenty four topics and four review units for skills development and PET-test practice. Interestingly enough, these topics correspond with those students will find in Inside Out, the speaking course book for first year students. When choosing similar topics for speaking and listening lessons, teachers hope that their students can be better prepared when studying these two skills. Speaking activities provide students with vocabulary items they might encounter in the listening tasks. On the contrary, knowledge learnt from listening texts can serve as inputs for speaking activities in class.

Apart from this text book, students are encouraged to enhance their listening skills by making use of other books, preferably at pre-intermediate level. 

Course Assessments

Students’ final mark will be determined by the following constituent marks:

· Participation:


20% of the final mark

· Midterm Test:


30% of the final mark

· End-term Test:

50% of the final mark

A part of the Tests will be redesigned from what students study in class. 

Course policy

There are certain course rules that all first year students must follow.

· All home listening must be done BEFORE students go to class. Teachers will apply different methods to check students’ work at home.

· If students fail to sit for the midterm test, or fail to present their listening assignment without any persuasive reason, they will get mark zero for that test or assignment. University regulations apply to the taking of end-term test.

Detailed syllabus

An overview of the topic and time allocation for each topic for listening will create a clearer image of the listening course in semester 2.

	Week
	Topic
	In class
	Self study

	1
	INTRODUCTION AND ORIENTATION

	2
	Entertainment
	Activities prepared by teacher
	Unit 9 Smile (Part 1 – p44), 

	3
	Rebel
	Activities prepared by teacher
	Unit 10 Rebel (Part 1 – p48)

	4
	Arts
	Activities prepared by teacher
	Unit 8 Arts (Part 2 – p234)

Unit 11 Dance (Part 1 – p54)

	5
	Media and Communication
	Activities prepared by teacher
	Unit 12 Call (Part 1 – p58)

	6
	Revision
	Activities prepared by teacher
	Review 2 (Part 2 – p222)

	7
	Health
	Activities prepared by teacher
	Unit 13 Lifestyle (Part 1 – p62)

	8
	MIDTERM TEST

	9
	Wildlife
	Activities prepared by teacher
	Unit 1 Wildlife (Part 2 – p179)

	10
	Weird
	Activities prepared by teacher
	Unit 2 Strange Phenomena (Part 2 – p184)

	11
	Transportation
	Activities prepared by teacher
	Unit 3 Traffic (Part 21 – p189)

	12
	Revision
	Activities prepared by teacher
	Review 3 (Part 2 – p243)

	13
	Law and Justice
	Activities prepared by teacher
	Unit 5 Crime (Part 2 – p208)

	14
	Language Learning
	Activities prepared by teacher
	Unit 7 Language Learning (Part 2 – p227)

	15
	Revision, Q&A
	Activities prepared by teacher
	Review 4 (Part 2 – p259)


II.1.2.2. The testing of listening comprehension skills for first year students in English Department - CFL 

For first year students in the English Department of CFL, listening is assessed continuously, that is the final score is made up of three components: The listening assignment, a Mid-term test, and an End-term test. Further information regarding the evaluation of the testing of listening skill for first year students, what the listening assignment looks like and how effective it is in assessing student’s listening competence can be found in another research by Pham et al (2006). Concerning the scope of the study, only the end-term test will be taken into consideration.

The end-term English listening test for semester 2 is often carried out three weeks after the end of the second semester. It is administered on the same day with the tests of reading and writing (Oral skill is tested on a separate day) and lasts for around 30 minutes (25 minutes for listening and five minutes for transfering the answers to an answer sheet). The test has 30 questions, is always in good lay-out and accompanied by high-quality audio files compacted in the form of a CD.

The process of constructing tests is identical for all mid-term and end-term listening tests. About five weeks before the specified test day, a group of teachers who are in charge of listening skills in the Division start to divide the jobs among themselves. First, they agree on the test specifications. In the second stage, basing on the predetermined test specifications, some teachers will take certain passages from learnt materials and redesigned tasks using those passages. Others will collect listening tasks from other sources, justify them, make necessary adaptation or in some cases, even work out new tasks basing on the collected listening passages. When doing such jobs, teachers bear in mind the level of the students, the topics that students learnt in class, and the listening sub-skills that they dealt with during the semester so that test items are suitable to students’ level of proficiency, of proper themes and test the appropriate skills. All these jobs must be completed on due date. Then, tasks are passed around the listening group of teachers to check for suitability, quality, length and scoring keys. 

After receiving feedbacks and correction from members, group leader selects four best tasks (one from learnt passages and the other three from the new collection) to put in the test paper. Another appointed member of the group takes charge of making CD for audio files of the test. After double-checking, the group leader passes the test paper and the accompanied CD to a selected teacher in the division who will perform pre-testing by playing the role of a test-takers, doing the test and timing herself. Comments and judgments are to be made in terms of the clarity of test instructions, the relevance and coverage of test content over teaching and learning content, the difficulty of test tasks and the length of the test as well. 

Any adjustment and correction must then be thoroughly considered and checked before the test papers and answer sheets are photocopied and saved securely in the Department Office until the day it is officially administered. Other appropriate but unused test tasks are saved in the item bank for future use. The scoring key is kept by the listening group leader and given to teachers in the division when they mark the end-term tests.


In short, it is obvious that the writing of listening tests in Division 1 of English Department – CFL has closely followed the stages of test construction suggested by Hughes (2001, pp. 48-52). The validity, reliability and practicality of the first semester end-term test for K41 students have been proved in a research by Tran et al. (2007). In this study, the washback effect of the second semester end-term listening test for first year students (K41) at ED, CFL, VNUH is the only focus as reflected in the research questions in the following section.
II.1.3. The research questions
(1) What are the washback effects of the test on teachers’ teaching content, teaching methodology, attitudes and behaviors? Are they positive or negative?

(2) What are the washback effects of the test-taking experience and test results on K41 students in terms of their learning content, learning progress, self-image, motivation, learning attitudes and their relationship with teachers? Are they positive or negative? 
To answer these two questions, the study was conducted using a combination of qualitative and quantitative methodologies. The next section describe the methodology.
II.2. Methodology of the study

II.2.1. A qualitative and quantitative research

The research was approached as a combined study of both qualitative and quantitative methodologies, that is, to take advantages of interviews and survey questionnaire as main data collection tools. Also, classroom observations and test score analysis are conducted to find out evidences of test impact on students and teachers.

The qualitative approach in the definition by Burnes (1999, p.22) is “to draw conclusions from the data collected to make sense of how human behaviors, situations and experiences construct realities”. Qualitative research, in other words, “is not set out to test hypothesis” (Larsen, 1999, p.11). To be more precise, Bocema (1996, p.169) states that one uses qualitative research design when he wants to find out “What is going on here?” from the perspective of those who are in the situation being researched. Distinguishing features of qualitative research are also highlighted as that “the data obtained from qualitative research is usually detailed, rich and deep and qualitative studies typically involve a small number of research contexts or subjects” (Burnes, 1999, pp.22-23).


As for this study, one of its purposes was to find out if the testing process affect teachers and learners’ teaching and learning. There was no hypothesis of whether that process was going well or badly; all conclusions and judgments would be made based on the collected data. Besides, as the scope of the study was small-scaled, it would be good if an insightful investigation of such issues can be conducted. In order to achieve this aim, the research context should be understood “from the inside, that is, from an emic perspective rather than from the outside, or etic, perspective” (Watson & Geoge, 1988, cited in Burnes, 1999, p.22). Therefore, a qualitative approach with a small number of subjects did fit in with the research questions as well as the research aims because it promised an in-depth understanding. Furthermore, as “well-executed qualitative researches are often essential preparation for worthwhile quantitative researches” (Bocema, 1996, p.172), this study, if conducted successfully, may establish a basis for further studies on similar topics.

Moreover, a qualitative research aims at making sense of human behavior (Burnes, 1999, p.22) and always involves “the study of people”; and thus, concerns with participants’ attitudes towards the research contexts. In this particular study, the researcher hoped to gather the respondents’ opinions and comments on how the test-taking experience and test scores influence their learning and sought to find out whether or not such assessment resulted in teachers’ “teaching-to-the-test”. Such information might be well drawn out from interviews with teachers and students as well as classroom observations. 

On the other hand, Burnes also points out that qualitative type of methodology, by nature, “is subjective and explores naturalistic cultural setting without controlling variables” (1999). As for this attribute, quantitative approach is favored as it “values objectivity and controls variables” (Larsen, Freeman, and Long, 1991). Therefore, the use of quantitative techniques assured that our research would be reliable enough and the processing of data would be manageable within our limited time budget. This way of collecting test scores together with students’ feedbacks on how they affected their later learning motivation and learning strategies was expected to provide further evidences to thoroughly answer the research questions. The combination of both approaches, instead of causing incompatibility, is highly recommended by Bailey (1998) who has depicted them as complementary, and suggested that each approach can supplement and complement each other.
II.2.2. Subjects

The study was conducted with the participation of:

(1)  50 first-year students from QHF.07.1.E. (official name for K41). There were three males and 47 females whose ages ranged from 18 to 20 years old, with six to eight years experience in learning English; and 

(2)  12 teachers of Division 1 – English Department – CFL, VNUH. These teachers directly taught Listening skill to K41 classes in their second semester. There are two male teachers and 10 female ones with teaching experience in Division 1 varying from two years to six years. Six of them have got an MA degree in TESOL and the other six are pursuing an MA course in TESOL at CFL – VNUH. All of them love working with the first-year students and think that their students like learning listening skill.

II.2.3. Methods and procedures of data collection

II.2.3.1 Data sources

Data for the study were collected from 6 sources:

1. Questionnaire survey for K41 teachers; 

2. Questionnaire survey for K41 students;

3. Class observations of two classes;

4. Interviews with two randomly selected teachers;

5. Interviews with two randomly selected students;
6. Scores from the second semester end-term listening test.

II.2.3.2 Instruments

Teacher questionnaire

The questionnaire for teachers consisted of 51 items (mostly close-ended), organised into 4 sections. Section 1 with 8 questions, seeks general information of respondents such as age, gender, experience in test design, etc.. Section 2 elicits information on teachers’ beliefs about factors influencing their teaching. Section 3 probes teachers; knowledge and attitudes towards the end-term test of the second semester. Section 4, the main part, has 40 items seeking information on different aspects of teachers’ classroom instructions regarding teaching content, teaching methodology, time allocation, teaching materials, teachers’ attitudes and behaviours, teachers’ reaction to the past test scores of their students and teachers’ comments on their students’ atitudes and performance in class. Details on teacher questionnaire can be found in Appendix 1.
Student questionnaire

The student questionnaire contain 5 sections with 15 items. The majority of the items are open-ended. Section 1 elicits general information on the students. Section 2 asks about students’ motivation to learn the listening skills. Section 3 investigates information on students’ peformance in listening class. Section 4 seeks data on students’ test taking experience. Section 5 probes the influence of last term listening test results on different aspects of students’ learning and self-image. Appendix 2 presents the student questionnaire.
Observational schemes and  interview questions
Observation schemes and interview questions were developed on the basis of the questionnaires to teachers and students for triangulation purpose.
II.2.3.3 Methods and procedures 

In an attempt to seek for evidence to answer the research questions, observational techniques were taken into use. In Salkind’s definition (2003, p.138), “it is where the researcher stands outside of the behavior being observed and creates a log, notes, or an audio or video record of the behavior”. As a researcher is in the environment but not a participant in the environment itself, he/she is able to recognize visibly important behaviors that questionnaires and interviews with participants might not reveal. In the study, the researcher decided to ask for permission to observe two classes in the Division. This was the biggest number that the researcher could manage since almost all classes in Division 1 had listening lessons on the same Wednesday morning. Moreover, as a teacher at the Department currently giving lectures to similar groups of students, the researcher could not drop her classes to stay observing others for three successive weeks. The observations occurred from late May to the beginning of June 2008 (week 13, 14 and 15 of the second semester). During observational periods, notes were taken according to researched categories, and extra information might be added once the researcher felt it valuable to the study.
In order to realize the prevailing trend in listening lessons’ contents and teaching methods and judge whether or not there existed test effects on instructors, the researcher decided to survey all 12 teachers in Division 1 – English Department - CFL. Their varied responses to the questionnaires brought precious data to the researchers’ study since they were those who worked directly with the listening program and hence, understood the most what they were doing in their classrooms and why they were doing such.

Student questionnaires were delivered to 50 students of two classes that the researcher was observing two months after they finished their second term listening test, in early August 2008. The researcher had also considered a larger scale of subjects for the questionnaires; yet, after a second thought, she believed that this focus group would provide the most concentrated and helpful data to assist her observations and analysis of test scores.

Semi-structured interviews were conducted with two teachers who were teaching the observed classes and two students coming from those classes. The researcher would like to seek for their further remarks on why lessons were carried out that way and how influencial the test was on their teaching and learning. Such extra information was so important when it was combined with the researcher’s observations to cast a comprehensive look into her research issues.

The researcher understood that a larger number of participants might better guarantee her research findings. However, within a small-scaled study, limited time and personnel budget, the amount of collected data would be too huge for her to manage. 

In short, the steps of data collection could be outlined as follows: 

1. Studying the related materials for an overview of the research context, the background on focused issues; the research questions and design questionnaires, observational schemes and interview questions. 

2.  Asking for permission and observing two classes in three last weeks of the semester.

3. Delivering questionnaires to 12 teachers in the Division and interviewing two observed teachers. Selection of the two teachers was done randomly with all class codes written on small pieces of paper, put in a box, shuffled and taken out by chance. The interviews were based on the questionnaires and were recorded so that they could be replayed for the interviewees to add extra information if desired.

4. Delivering questionnaires to students in all observed classes and interviewing two of them. Selection of the two students was also random in the same way for the random selection of the two teachers. The interviews were based on the questionnaires and were recorded so that they could be replayed for the interviewees to add extra information if desired. 

II.2.4. Methods of data analysis

Burnes (1999) asserts that data analysis involves “the describing” and “the explaining”. In other words, it includes the change of main focus: from planning and acting to observing and reflecting. In the light of this view, the collected data from different sources as presented in III.3 were put on those two processes. Data were presented according to the two broad categories as specified by the two research questions, then thoroughly analyzed and synthesized to provide evidences for the statements and assertions that are made about the research insights or outcomes.
To be more specific, data collected from different sources were classified into two major groups: 1) Teachers’ responses; 2) Students’ responses. Within each group, specific themes were then ascertained from respondents qualitatively and quantitatively. For qualitative analysis, text rendering (D’Arbon et al., 2008) was used. For quantitative analysis, frequency, percentage, charts were produced using Excel software. For Teacher Responses group, 6 themes, namely teaching content, teaching methodology, time allocation & teaching materials, teachers’ attitudes & behaviours in class, past test scores of students; teachers’ comments on students’ performance in class were reported. For Students’ responses group, 3 themes, i.e. Motivation to learn English listening skill and frequency of activities in listening lessons, Students’ test-taking experience, and Students’ comments on the impact of test result on their studies were identified. In this group, students were classified into three sub-groups according to their second semester end-term listening test scores: 1. Low Scored Group consisting of students getting lower than 5 points on the test; 2. Averaged Scored Group with students achieving from 5 to 6 points; and 3.  High Scored Group with those who got from 7 to 10 points. Subsequent analysis of data was based on these three student sub-groups.

CHAPTER III – RESULTS OF DATA ANALYSIS, 
DISCUSSION OF FINDINGS AND RECOMMENDATIONS
III.1. Description and analysis of collected data

Data for the study were collected from two domains: teacher participants (instructors and testers) and student participants (test-takers and students) by three collection tools: classroom observation, questionnaire survey and semi-structured interview. The two interviewed teachers were hereby addressed as Ms Hong and Mr Cuong, all were fake names in order to ensure their anonymity.  The data were categorized, described and analyzed according to the two domains in order to seek for the answers to the two research questions:

 (1) What are the washback effects of the test on teachers’ teaching content, methodology, attitude and behavior? Are they positive or negative?

(2) What are the washback effects of the test-taking experience and test results on K41 students on their learning content, learning progress, self-image, motivation, learning attitudes and their relationship with teachers? Are they positive or negative? 

III.1.1. Teachers’ responses to Questionnaire Survey and Interviews

There are three sets of questions given to the teachers, the first of which is on Teachers’ belief on factors that influence teaching.

	
	Not at all

(1)
	Little

(2)
	A little

(3)
	Much

(4)
	Very much

(5)

	
	N
	P
	N
	P
	N
	P
	N
	P
	N
	P

	Teaching philosophy
	
	
	
	
	
	
	6
	50%
	6
	50%

	Teaching experience
	
	
	
	
	
	
	10
	84%
	2
	16%

	Learners’ expectation
	
	
	
	
	2
	16%
	6
	50%
	4
	34%

	Authority’s expectation
	
	
	
	
	3
	25%
	9
	75%
	
	

	Colleagues’ expectation
	
	
	
	
	8
	66%
	4
	34%
	
	

	Tests that your students have to take
	
	
	
	
	6
	50%
	3
	25%
	3
	25%

	Students’ past test scores
	
	
	
	
	3
	25%
	7
	59%
	2
	16%


TABLE 1: Teachers’ belief on factors that influence teaching
Table 1 reveals a high percentage of teachers valuing teaching philosophy and teaching experience with 84% addressing experience as leaving much influence on their teaching career, and 100% considering teaching philosophy as deeply or very deeply affects their teaching. Satisfying learners’ and authority’s expectations is another factor that encourages teachers to do good teaching. While “coming up to colleagues’ expectation” gains only 34% percent to be a much influential factor, students’ testinations and students’ past test scores take up 50% and 75% of teacher’s high concern respectively.

From Table 1, it is easy to realize the tendency of teachers to highly appreciate students’ past test score when teaching. As Ms Hong remarked, the reasons to consider past test scores of students is not to judge whether they are hard working or not; it is more of shaping an initial overview of the teacher about students’ proficiency levels, and basing on that, the teacher may have a more appropriate teaching method to a particular group of students. Meanwhile, it remains a controversial among teachers on whether the tests that students have to take should have that much influence on their teaching. On explaining this, Mr Cuong talked about the heavily result-oriented educational belief by students, their families and society, attributing that sometimes the teacher does not want to teach to the test but they are forced to do so.

In brief, there are a variety of factors perceived by teachers as leaving much impact on their teaching, namely teaching experience, teaching philosophy, learners’ expectation, authority’s expectation and students’ past test scores.

The second set of questions was spare to find out teacher’s knowledge and attitudes towards K41 end-term listening test of the second semester.

	No
	Item 
	Yes
	No

	
	
	N
	P
	N
	P

	1
	You have access to tests delivered in 2004 and before. 
	4
	33.3%
	8
	66.7%

	2
	You know the current end-term test is different from the test delivered in 2004.
	12
	100%
	
	

	3
	You know how the current end-term test is constructed.
	12
	100%
	
	

	4
	You know the format of the current end-term test.
	12
	100%
	
	

	5
	You know which skills would be tested in the end-term test.
	12
	100%
	
	

	6
	You know which themes would have high chance to be tested in the end-term test.
	
	
	12
	100%

	7
	You feel the current test is contradictory to your teaching philosophy.
	
	
	12
	100%

	8
	You feel the current test is adding pressure to your teaching.
	1
	8.3%
	11
	91.7%

	9
	You feel the current test does not reflect what you teach in class.
	
	
	12
	100%

	10
	You would like to change your teaching methods to suit the current test. 
	2
	16.7%
	10
	83.3%

	11
	You feel that the current test motivates your students to learn English. 
	12
	100%
	
	

	12
	You would like to suggest your first-year students to change their learning strategies in order to meet the demand of the test.
	12
	100%
	
	


TABLE 2: Teachers’ knowledge and attitude towards K41 second-semester end-term listening test

It is stated in Table 2 that only 33.3% of the teachers had access to tests delivered in 2004 and before. These are teachers who started their teaching in Division 1 before 2005 as in academic year 2005 – 2006, together with the implementation of a new listening course-book, there was a change in the way the listening test was constructed and delivered. Since then, previous versions of listening test have not been shared among teachers, so the younger ones had no idea about them. Yet, they all know that the current end-term test is different from that 2004 version in terms of format, length and content. Also, 100% of the surveyed teachers confirmed their awareness of the format, stages of construction, and the tested skills of the current test. However, they showed no concern about which themes would be likely to be tested. “Normally we encourage students to spend equal time studying themes in the syllabus. We don’t want kind of narrowing down the learning program as it leaves bad effect on students. And not all teachers take part in the designing procedure of the test, so we have no idea which themes will be included.”

Regarding their attitudes towards the test, all teacher participants expressed positive comments, for testple it reflected what they taught in class; it was in line with their teaching belief; it motivated their students to learn English. The majority (91.7%) of them felt that it added no pressure to their teaching. “I feel relaxing when teaching this skill. The test reflects the teaching and learning content, and spreads over the book. There are sample tests in the in-class package as well, and I can use them as testples to analyze the test format and targeted skills for my students” (Personal interview with Mr Cuong, 2008). While 83.3% of the teacher participants (10/12 teachers) did not feel the need to adjust their teaching methods to suit the current test, 16.7% of them were eager to make changes so as to fit current testing situation. 

It is well worth noting that 100% of the teachers mentioned that they would certainly suggest that students should change their learning strategies because of the new test. As the test covered themes and skills given in the syllabus, students were supposed to spend a great deal of time self-studying at home and doing assigned tasks in the course book. The two interviewed teachers also recommended strategies for bettering students’ listening comprehension skill and heightening their chances of getting good marks for the test. 

“I often advise my students to start their home work tasks by first looking at the part of new vocabulary items and structures in each unit, then practicing pronouncing and using them in context. After that they should begin listening.”

“My students tended to prepare for background knowledge before they did their home listening tasks in the book, reckoning that this better assisted them in understand the content of the listening passages. I also suggested them to apply certain listening techniques to obtain good results when dealing with certain types of listening exercises. ”

The overall remark from teacher participants is that the test encouraged students to be more hard-working and enthusiastic in achieving new knowledge and applying listening techniques in their listening comprehension.

It is obvious that listening teachers from English Division 1 showed their clear understanding of the end-term test and perceived the end-term test positively. In their opinion, it was a good one as it tested what they had taught in class and motivated their students to learn and adjusting their learning styles. Teachers felt happy with the end-term test because it did not constrain their teaching and they were willing to make adjustment in teaching methodology if necessary.

The last set of questions, designed in Likert Scale, related to aspects of teachers’ classroom instructions with the main aim to find out how listening lessons had been delivered to K41 students before they took the second-semester end-term test. There were seven sub-categories, namely teaching content, teaching methodology, time allocation, teaching materials, teachers’ attitudes and behaviors in class, past test scores of students and teachers’ comments on students’ in class performance. As Bachman (1995) pointed out that these aspects often showed evidence of test washback, the focus of the present study, they are detailed below.
III.1.1.1. Teaching content

Chart 1 shows the fulfillment of class teaching to the listening syllabus. Statement 1 addresses the order of teachers’ lessons; statement 2 and 3 the adjustment (if any) teachers when they teach; statement 4 and 5 ask for teachers’ level of coverage of the syllabus.

[image: image1.emf]
The survey reveals a total commitment of listening teachers to the syllabus as all of them  strictly follow the order of the lessons suggested in the course outline (statement 1) and teach all lessons given in in-class listening package (statement 5). Meanwhile, during the course of teaching and learning, 33.3% always and 50% often make certain changes to the themes and the tasks in order to suit their students’ level and interest (statement 2). This is easy to understand as the majority of teacher respondents have previously acknowledged the importance of learners’ expectation to their teaching. Although adjustments had been made, 10 out of 12 teachers (83.3%) never skipped a particular theme under any circumstances (statement 3). There was a very small percentage (8.3%, equivalent to one teacher) reported having narrowed down the syllabus themselves as in their experience, some certain parts/skills would never appear in the test. So, in general, the course syllabus has been well followed by teachers.

Statements 7 – 11 focus on the types of activities carried out during class time which includes homework checking, in-class practice, taught skills and test mentioning and practicing.
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Chart 2: Teachers’ opinion on frequency and types of conducted activities
 in K41 listening class

There were various opinions about whether to focus on some particular listening skills as they held higher chance of being tested in the test (statement 7). While one teacher (equivalent to 8.3%) always did so, another one strongly opposed it, saying that there was no need to do so as the frequency of familiar listening skills like listening for main ideas and specific information had already been dense in the course book. Two of them (equivalent to 33.4%) often provided further practice of certain skills in class whereas the eight teachers left showed an average frequency of giving such practice. The common reason for such a norm was to “better prepare students for the test” and “provide more chance for them to practice essential skills, tested in every test.”
Checking homework is another essential part during class time (statement 8). All teachers checked students’ homework, by one way or other, but only one of them (8.3%) noted that she did so because she knew the test would reuse some listening passages in the book and therefore, she would like to ensure her students had thoroughly worked on all tasks. Meanwhile, the other 91.7% simply considered it a compulsory part of the lesson. 

Besides, test-taking techniques were discussed in all classes throughout the semester. The majority of teachers’ response to statement 9 and 10 (91.7% and 75.1% respectively) disclosed that they took every chance in class time to talk about test-taking techniques. A slightly smaller percentage (58.4%) kept increasing their frequency of mentioning test-taking techniques when the test drew near. In the interview, Ms Hong suggested some reasons for this: “The last weeks of the semester were sometimes considered time for test preparation. Teachers all wanted their students to achieve high scores for the test, so they talked a lot about strategies to deal with the test.” The other teacher interviewee attributed this to the fact that teachers would like to satisfy students’ expectations: they kept requesting teachers’ sharing test-taking tips, feeling that it would do good for their test performance and results.  

III.1.1.2. Teaching methodology

83.4% surveyed teachers responded that they did follow a process when teaching listening skill which ran from Warm-up (Before listening) – Main task (While listening) – Follow-up (After listening) to a summary of the lesson at the end of each lesson. The rest 16.6% reported that they “often” and “quite often” followed such a process. The procedure of conducting the main tasks in 83.4% listening classes was students listening to the recording, doing tasks, and checking the answers with teachers’ and peers’ explanations.
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Chart 3: Frequency of teachers following teaching process and conducting the main task in a procedure

Meanwhile, half of the surveyed teachers often mentioned the end-term test to draw students’ attention to the lessons. 

“When hearing that a certain part of the lesson might have chance to appear in the end-term test, students normally focus more on that part and seem to be more hard-working.” 

“I was not kind of narrowing down the syllabus to the test. Instead, I just wanted to highlight some particular points and make students concentrate more on the lessons.”

The above opinions can be seen in chart 4.
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Chart 4: Teachers’ reference to the end-term test to draw students’ attention

It is also well observed from Table 3 that eight out of twelve teachers (equivalent to 66.7%) also indicated that their frequency of mentioning the end-term test increased as the test came nearer. These teachers also revealed that in the last three weeks, they often tried to finish in-class tasks quickly and spent the rest of time helping students with test preparation. Warm-up activities and/or follow-up activities were sometimes discarded by two out of 12 teachers (16.6%) in order to spare time for test practice and feedback in weeks 13, 14 and 15.

	Statement
	Never
	Sometimes
	Quite often
	Often
	Always

	
	(/12)
	(%)
	(/12)
	(%)
	(/12)
	(%)
	(/12)
	(%)
	(/12)
	(%)

	No. 17
	4
	33.3%
	01
	8.3%
	06
	50.1%
	01
	8.3%
	
	

	No. 18
	4
	33.3%
	01
	8.3%
	07
	58.4%
	
	
	
	

	No. 19
	10
	83.4%
	02
	8.3%
	
	
	
	
	
	


Table 3: Frequency of teachers’ talk about the end-term tests and their discard of warm-up and follow-up activities in weeks 13, 14, 15

III.1.1.3. Time allocation and teaching materials
In terms of time allocation for activities in class time, 91.7% teachers reported of a balance between time for home work checking and in-class listening tasks. A number of 66.7% listening teachers gave K41 students more test practice in the last three weeks of their second semester.

Compulsory teaching materials to K41 second-semester listening skill course comprised the in-class package and the book Practise your listening skills which was supposed to be completed at home by students before they went to class. 75% teachers felt satisfied with these two packages as they included enough materials for teaching and testing practice. Meanwhile, the rest 25% reported that besides these tasks, they had to find extra ones for their students to work on due to students’ proposal and level. 
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Chart 5: Level of teachers’ satisfaction with provided teaching materials

Among surveyed teachers, 58.3% provided past test papers for their students to do and believed that it would do good to students’ future test. 

“Why not letting students do past test papers? They can know the format of the test, how it looks like, and they can estimate and manage their time better in the real test  then.”

“I find past test papers good teaching materials and I let my students work on some of them in the last two weeks of their semester. These [past test papers] gave students more practice on dealing with test pressure. What’s more, the papers themselves were listening tasks, so students could learn the skills and the topics from them, too.” 

Others said that they did not attempt to find past test papers for students’ practice because they always used the sample tests provided in revision lessons (2 teachers, equivalent to 16.7%) or used those sample tests together with an abundance of IELTS practice tests (especially Listening Section 1) (3 teachers, equivalent to 25%). The latter number of teachers also recommended IELTS practice books as helpful teaching materials, mainly due to the frequent employment of this task type in previous mid-term and end-term listening tests.
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Chart 6: Teachers’ teaching materials
III.1.1.5. Teachers’ attitudes and behaviors in class

A summary of data on teachers’ attitudes and behaviors in class is proposed in Table 4 as folllow:

	Statement
	Never
	Sometimes
	Quite often
	Often
	Always

	25
	
	
	
	
	04
	33.3%
	05
	41.7%
	03
	25%

	26
	
	
	02
	16.7%
	04
	33.3%
	03
	25%
	03
	25%

	27
	01
	8.3%
	07
	58.3%
	04
	33.3%
	
	
	
	

	28
	03
	25%
	06
	50%
	01
	8.3%
	
	
	02
	16.7%


Table 4: Teachers’ attitudes and behaviors in class

Throughout the second semester, all teacher respondents had encouraged their students to work harder so as to get good mark for the end-term test (Statement 25). The frequency of giving such encouragement varied a bit from teachers to teachers, ranging from 25% “always” (3 teachers), 41.7% “often” (5 teachers) to 33.3% “quite often” (4 teachers). There was no response for either “sometimes” or “never”. There was a common belief by three out of 12 teachers that it is solely teachers’ responsibility to well-prepare the students for the end-term test (Statement 26). The rest eight participants also emphasized the role of teachers in equipping students with careful test preparation. Although the teachers’ responsibility of preparing the students for the end-term test was highlighted as such, none of the survey participants would feel strongly uneasy if their students got low marks for the end-term (Statement 27). Four of them (33.3%) would be a little uncomfortable in that case for fear that colleagues and students’ parents might doubt their teaching competence. Seven out of 12 teachers (58.3%) stated that they would seldom possess that feeling. There was one teacher who would not feel troubled at all by students’ low mark, and assured that students’ low achievement could not commented anything about her teaching.  About test pressure (Statement 28), two teachers often emphasized the importance of the end-term to their academic achievement to students. The other responses included six “sometimes”, one “quite often”, and three “never” place such pressure on students. 

III.1.1.6. Past test scores of students

Data collected from teachers’ survey and interviews showed that all teachers did care about students’ past test scores.
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As the chart says, a number of 33.3% teachers really cared about their students past test score. Meanwhile, a quarter of the surveyed teachers often paid attention to it; and another quarter showed their average concern about it. There was no single case discovered as never taking a glance at students’ old listening test results.

“The past test score of students is just like kind of basement. It provides a general description of students and to some extent reflects students’ proficiency level. If teacher by some way can have the item analysis of the test, a report of how well the students were at particular item then I guess it would be so useful.”

“Contrary to many people, I am currently not giving much credit to past listening test scores of my students as they can merely give you a general look but not detailed description. I gave a small test at the beginning of the semester, and I also took some practice tests to class, asked students to do and took their answers home for scoring and doing item analysis. So I prefer my self-designed diagnostic tests than the list of students’ previous semester end-term score.”

In case a report of past listening test scores of students were made available to teachers, all teachers expressed that certain changes would happen on the part of teachers.
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Chart 8: Teachers’ anticipation of changes on their part when having a detailed report of students’ past test scores
41.7% teachers mentioned that the way they perceived students might be slightly affected once a detailed report had been sent to them. At times, they would be either a bit more or less excited teaching them regardless of their positive/negative first impression by the students. There tended to be an adjustment in time allocation for class activities as well: 16.7% teachers strongly suggested that time adjustment should be made to allocation of test discussion and practice while the majority of participants (50%) only partly agreed with this idea. At a reverse order, 50% of the respondents urged an immediate change in teaching methodology when the item analysis is received. As for teachers’ belief in students’ future test scores, 66.7% participants shared their somehow worry for those who had got low scores while 25% expressed that they would really concern about such students. Only 8.3% of the teachers stated that she would not feel any difference.
III.1.1.7. Teachers’ comments on students’ in class performance

The first group of data deals with teachers’ comment on students’ perception of the importance of the end-term test.
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It is obvious from the chart that in teachers’ opinion, the majority of students (75%) perceived the end-term test more important than other assignments of Listening skill. Especially, there was a number of 16.7% rated it as “much more important”. Meanwhile, there was only one teacher stating that her students considered the end-term test and other listening assignments equally important. Also, from teachers’ viewpoint, there was evidence of students feeling more and more worried as the end-term test was coming nearer. 

In terms of students’ learning strategies, teachers’ remarks recommended particular association with the end-term test.

	Statement
	Never
	Sometimes
	Quite often
	Often
	Always

	33
	
	
	
	
	02
	16.7%
	04
	33.3%
	06
	50%

	34
	
	
	01
	8.3%
	02
	16.7%
	09
	75%
	
	

	35
	02
	16.7%
	02
	16.7%
	03
	25%
	04
	33.3%
	01
	8.3%

	36
	03
	25%
	06
	50%
	02
	16.7%
	01
	8.3%
	
	


Table 5: Teachers’ perception of K41 students’ learning strategies for listening skill
Statement 33 required rating from teachers for reasons for students working hard throughout the semester. It is clear from Table 14 that all teachers perceived the end-term test as a motivation for students to learn hard. There was a large proportion of up to 50% respondents who pointed at students’ desire to get good mark for the end-term test as the entire reason for their industrious work. 

At the same time, statement 34 questioned the effect of students’ past test scores on adjusting their learning styles. The data revealed a 100% confirmation from respondents that such effect did exist, with a high rate of 75% teachers addressing it as frequent occurrence. As for the seeking of previous test papers by students (statement 35), there were various comments from teachers’ side. At one end, two said that students did not attempt to search for previous past test papers at all; at the other end, one assured students’ continuous effort to find any thing relating to previous tests. 

“My students tried various sources to seek for the old test papers: from older students, on English Division 1’s blog, in books, by asking teachers. They even did not care that these are just test papers without recordings. They even did not need it to be a full test; just part of the test is ok.”
Other teachers confirmed the search of students for old test papers, and added that when they could not find what they wanted, they turned to ask for help from teachers. They might even try to persuade teachers to give them more practice by doing past test papers.

There were also incidents of students’ learning by heart tapescripts in Practise your listening (their homework book). 50% teachers commented that their students sometimes did so while 16.7% stated that the frequency was higher. 

“Well, students… they know that there will be parts of the end-term test revised from the book, so they learn by heart the tapescripts, thinking that it would help them to earn some points in the test. They do it quite often…Some even learn by heart all transcripts.  I told them that there’s no use doing so… but they refuse to change…”

In terms of students’ preference of classroom activities, the following comments have been made by teachers.
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The chart shows a large percentage of teachers (41.7%) reporting that their students always asked teacher to talk about how to get good mark in the end-term test. Following is 33.3% teachers rating their students’ frequency of asking about how to be test-high-achiever as “often”. The category of “quite often” accounts for 25%. There was no response saying that students never asked about this issue. From teachers’ perspective, all students liked discussing test-taking techniques. 25% respondents stated that their students always preferred test-taking techniques discussion to learning new knowledge and skills, especially in the last weeks of the semester. 41.7% teachers also described their listening class like students often seemed more attentive when teachers started to share test-taking strategies with them. As for the proportion of test practice in comparison with learning new knowledge and skills, two out of 12 teachers (equivalent to 16.7%) described their students as to be always more satisfied with revision lessons (that with sample tests) than others. Around 41.7% of teachers informed an average preference of test practice to new lessons.

“For students, the pressure of getting good marks is great, so it is easy to understand why they love discussion and experience sharing about tests and test-taking techniques.”

“Students regard score as the reflection of their learning competence and ability. It tells whether they are good or bad. So they want to have high scores. To have high score, they want test practice.”

It can be concluded from abovementioned data that a large number of teachers asserted the students’ interest in talking about test, test-taking strategies and their willingness to do as many test practice as possible. 
III.1.2. Students’ responses to Questionnaire Surveys and Interviews

The questionnaire was sent to 50 students coming from two groups of K41 when they were starting their third semester. On returning, 48 sheets were valid. The majority of these students expressed that they liked their listening class in the second semester. 

Student respondents fell into three groups: the low-scored group (LSG) consisting of five students getting lower than 5 points for their second-semester end-term listening test, the averaged-scored group (ASG) with 24 students achieving from 5 to 6 points, and the high-scored group (HSG) with 19 students achieving from 7 to 10 points (18 students of 7-8 points and 1 student with 9-10 points) out of the 10-point marking scale.

III.1.2.1. Motivation to learn listening skill and frequency of activities in listening lessons
The following table shows the comparison of difference factors that has/have motivated K41 students to learn listening skill.
	Factor
	Yes
	No

	1
	Necessary for future job
	48
	100%
	
	

	2
	Interest in English
	40
	83.3%
	08
	17.7%

	3
	Compulsory
	18
	37.5%
	30
	62.5%


Table 6: Factors motivating K41 students to learn English listening skill

Data from Table 6 suggests that the biggest reason that urged K41 to learn listening skill was the necessity to use it for future job. They also tried to learn it because they like English and wanted to be good at every language skill. 37.5% of the surveyed students also expressed that they learnt listening skill partly because it was a compulsory course that they had to complete in their university program. Yet, this number is not large, therefore, it is obvious that most students did not feel constrained when they studied listening lessons.

Regarding the frequency of classroom activities in listening lessons, the students suggested the following data.
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Chart 11: Students’ perceptions on frequency of learning activities in listening lessons

From students’ view points, there was a variation in frequency of learning activities. Pair-work, group-work and discussion were rated by up to 70% of the students as activities that had never been left out in their listening lessons. Meanwhile, giving questions to teachers and challenging peers’ explanations seemed to be less common, being marked as an average or sometime-occurred part of the lessons (43.7% and 56.3% respectively). Homework-checking and doing listening tasks were two compulsory components of any listening lesson in the second semester; thus, 95.8% of the respondents reported them to be their constant classroom activity. In contrast, doing practice test was recognized as occasional goings-on by 18.8% and a not so common activity by 77.2% students.

The described data suggests that class time had been spent quite sensible by listening teachers, which proved their fulfillment of the course policy. There was evidence for an equal time allocation for a wide range of classroom activities without much pressure of doing test practices.

III.1.2.2. Students’ test-taking experience

In order to recall the test content, a general test specification grid was presented in the questionnaire. On looking at the grid, students marked their answer choices for question 5 to question 7.

	Questions
	Yes
	No

	5
	Test involved learnt themes
	48
	100%
	
	

	6
	Test tested practiced skills
	46
	95.8%
	02
	4.2%

	7
	Types of test items were familiar
	48
	100%
	
	


Table 7: Students’ comment on tested areas of the end-term test
As seen in Table 18, 100% respondents stated that themes tested in the test had been covered in their listening lessons. They also expressed a complete familiarity with the types of test items. As for tested skills, there was a minor percentage (4.2%, equivalent to two students) demonstrating their unawareness of particular skills in the test. When closely testined, these two students both belonged to the low-scored group (LSG).

Task 2 of this test had been designed using a passage in the book Practice your listening skill. There were 28 students reported as doing it better than other tasks while the rest 20 indicated it at the same level of difficulties as the others.
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Of the 28 students (equivalent to 58.3%) responding that they had better performance of this tasks, two reasoned it as an easy task itself. At the same time, 21 students thought that it was not so difficulty because they used to listen to that recording. Five admitted having learnt by heart all tapescripts in the book and luckily finished it without difficulty. Meanwhile, among 20 students feeling no difference, there existed six comments that they had learnt by heart the tapescripts, but still could not do this task correctly.

So far, it is evidential that from students’ perspective, the end-term test has reflected what they learnt in class. The use of learnt materials in the test to some extent proved to be a motivation for students to carry out their home listening industriously. There were also reported cases of students trying to learn by heart the transcripts. Yet, it was clear that a chance for them to be high-achiever in this way was limited; therefore, rote-learning of the transcripts was not recommended.

After comparing their answers with the answer key, a majority of the students decided to spend more time working with such aspects of knowledge and skills as widening vocabulary, practicing listening skills, doing certain types of test items, and learning test-taking techniques.
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Coming top in the list of actions that K41 students intended to take was spending more time improving listening sub-skills (43 out of 48 students). Also, 42 of them realized the urgent need to widen their vocabulary on certain topics. Meanwhile, test item types and test-taking techniques received much less concern by the students. 

“I don’t think I need practice with test item types. They are in the listening tasks. When I practice the skills, I can practice with different types of test items.”

“Test-taking techniques? No, I can’t learn them. I followed teachers’ instructions on some techniques but still I cannot apply them correctly. So I will not spend more time on them.”

A number of 10 students did not returned any particular plan for improving their listening comprehension skill; four of them simply put it that they did not need any more practice, and the other six admitted that they actually did not know where to begin and what they should begin with. 

It was then signaled that most K41 students did develop a learning plan for themselves with realization of their weak areas after comparing their answers with the answer key of the end-term test. 

	Detailed aspect
	LSG (5)
	ASG (24)
	HSG (19)

	THEME
	Entertainment 
	1
	20%
	6
	25%
	2
	11.1%

	
	Weird
	2
	40%
	5
	20.8%
	5
	27.8%

	
	Transportation
	2
	40%
	10
	41.2%
	10
	52.6%

	
	Media and communication 
	3
	60%
	7
	29.2%
	9
	47.4%

	SKILL
	Listening for main ideas
	2
	40%
	2
	8.3%
	5
	26.3%

	
	Listening for specific information
	3
	60%
	12
	50%
	8
	42.1%

	
	Listening for details
	4
	80%
	10
	41.2%
	8
	42.1%

	
	Making simple inferences
	4
	80%
	8
	30%
	13
	68.4%

	
	Making simple paraphrasing
	
	
	7
	29.2%
	11
	57.9%

	TEST ITEM TYPE
	MCQs
	
	
	2
	8.3%
	3
	15.8%

	
	Gap-filling
	4
	80%
	4
	16.7%
	12
	63.6%

	
	Matching
	2
	40%
	17
	70.1%
	4
	21.1%

	
	True/ False/ Not given
	
	
	9
	37.5%
	10
	52.6%


Table 8: Aspects of learning plan reported by K41 students

It is visible from Table 21 that different groups of students planned to spend time on different aspects of knowledge and skills. While the five low-scored students tended to concentrate on Media and communication vocabulary, making inferences and paraphrasing, and gap-filling exercises, the 24 averaged-scored ones put their focus on transportation, listening for specific information and matching tasks. The high-scored group intended to do more practice with the theme transportation, inference skill and gap-filling exercises. Whatever focus they would like to make, it seems a happy sight to teachers when students desired to take a look back to their previous work, learn from the mistakes, and aim to work out a timetable to improve the pitfalls.
III.1.2.3. Students’ comments on the impact of test result on their studies
When asked whether the end-term test score came up to their expectations, most students stated that it did. Also, the majority of them thought that it truly reflected their listening comprehension competence.
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Chart 14: Students’ initial comments on test result
For a deeper look into how test result has left impacts on different aspects of students’ learning, six categories had been given out and asked for ranking from students. It was apparent from collected data that different scored groups identified the test impacts differently. Table 19 describes that information using a six-point scale ranging from 1 as the least influenced aspects to 6 as the most influenced factors.

	
	1
	2
	3
	4
	5
	6

	
	L
	A
	H
	L
	A
	H
	L
	A
	H
	L
	A
	H
	L
	A
	H
	L
	A
	H

	Attitude
	0
	3
	1
	1
	9
	1
	0
	3
	3
	0
	3
	8
	2
	6
	4
	2
	0
	2

	Strategies
	1
	0
	0
	0
	0
	2
	1
	3
	3
	1
	5
	3
	1
	9
	2
	1
	7
	9

	Motivation
	0
	3
	3
	1
	2
	2
	2
	2
	2
	3
	4
	1
	0
	8
	8
	0
	5
	3

	Self-image
	0
	2
	2
	0
	6
	3
	0
	4
	6
	2
	7
	0
	3
	3
	2
	0
	2
	6

	Progress
	0
	0
	6
	1
	2
	4
	2
	15
	3
	1
	4
	4
	1
	3
	1
	0
	0
	0

	Relationship with teacher
	4
	12
	2
	1
	0
	10
	0
	6
	2
	0
	3
	2
	0
	2
	3
	0
	1
	0


Table 9: Rank of influenced aspects by the end-term test in K41 students’ perception

Opinions of three groups of student, namely the low-scored group (five students), the average-scored group (24 students) and the high-scored group (18 students), were taken into consideration. From table 9, an extracted table can be made to show the ranking by each group to these aspects. 

	The test result influences …
	LSG
	ASG
	HSG

	Your learning attitudes
	6
	2
	4

	Your learning strategies
	3
	6
	6

	Your motivation for learning this skill
	4
	5
	5

	Your self-image
	5
	4
	3

	Your learning progress in this skill
	2
	3
	1

	Your relationship with teacher
	1
	1
	2


Table 10: Ranking of influenced apects by groups of score

Table 10 suggested that all three groups rated “relationship with teachers” as the least influenced area. This is in line with the majority of teachers stating that past test scores of a particular student did not change their attitude to that student. Also, while “learning progress” in LSG and HSG did not seem to be affected much, it took a middle position in the scale of ASG. “Self-image” was highly rated by all three groups, getting a five-point in LSG, which meant a fact that students were often afraid of losing their face when receiving low mark. “Motivation for learning” was another aspect that received high ranking by all groups. Mixed ideas were presented regarding this.

“When my test result is too low, I suddenly don’t want to study. I know that I may try hard, but I can’t get better score.”

“My test result is ok. I’ll try more in the next semester.”

“It’s low. I got bad mark. But I’ll try to get better marks.”
So it may be concluded that test results may either motivate students forward or demotivate them. Yet, further research needs to be conducted to give more details about this issue.

Meanwhile, an adjustment in learning strategies was marked with the highest point by the ASG and HSG. There were several incidents for this change.

“I am learning from my friends. I share my answers with them. We discuss to find out the correct answers for the listening tasks. I think that it is good. I can learn from my friends.”

“I am listening more to VOA learning English website. I think I can get familiar with American accents and learn vocabulary effectively.”
“Learning attitude” was the field that LSG felt the biggest influence. It might be that they were feeling an urge to be more concentrated on the lessons so as to get better mark in future tests. 

III.1.3. Data Analysis of Classroom observation

In the last three weeks of the second semester, the researcher managed to ask for permission to observe listening classes of two teachers. The overall comment was that they both maintained the process of a listening lesson and fulfilled the requirements of the course outline. There were times of mentioning the end-term test and discussing test-taking techniques, yet neither of them put test pressure on students. 

In week 14, Ms Hong finished her lesson a bit earlier and spent the rest of the time letting her students work on a task from the previous year test paper. She then asked students to call out their answers and corrected them. During correction, she recalled them of skills they had practiced and helped them with new vocabulary. The students seemed happy with the test practice.

In week 13 and week 14, Mr Cuong brought listening tasks designed using recordings in the book Practise your listening skill to class and asked students to complete them like they were sitting for a small test. When correcting the answers, he reminded students of particular skills they had learnt and encouraged them to apply such in the test. He also guided students how to analyse their answer to come up with a summary of their strength and weaknesses in listening, from which they might later draw out a study plan for themselves. His students appeared to be interested in the analysis and also asked him to share test-taking techniques with them.

III.2. Discussion of findings
The above-analyzed data from initial investigation proposed the following possible evidence of  washback effects of the end-term listening test on teachers and K41 students.
III.2.1. Washback effects of the test on teachers of listening skill

There proved to have a variety of factors perceived by teachers as leaving much impact on their teaching, namely teaching experience, teaching philosophy, learners’ expectation, authority’s expectation and students’ past test scores.

III.2.1.1. Teaching contents

Listening teachers from English Division 1 demonstrated their thorough understanding of the end-term test regarding its format, tested skills and tested themes. It was obvious from the study that the teachers ensured the fulfillment of the listening syllabus, as they reckoned that the test tended to cover all themes and skills taught in the course. As Messick (1996) asserts, for a test to have positive washback, its tasks should be criterion samples – that is, “authentic and direct samples of the communicative behaviors of listening, speaking, reading and writing of the language being learnt” (p. 241, cited in Bailey, 1999, p.6). In this way, it is safe to state that there was evidence of positive washback of the test on teaching content.

Moreover, a minority of the teachers neglected some parts in the program as in their experience, these would never appear in the end-term test.  As Wall and Alderson (1992, p.27) suggests, this is evidence of negative washback. However, in this case, the negative side is just a minor one since the majority of surveyed teachers pinpointed their adjustments in teaching contents to their careful consideration of learners’ expectation and level of proficiency. 
During the lessons, teachers took chances to mention test-taking techniques, with an increasing frequency of this when it came to the last weeks of the semester. The researcher’s observation notes also revealed cases of a teacher speeding up her lesson to spare time for test preparation. Although this is another incident of washback effect of the end-term test on teaching content, it is hard to conclude whether it is positive or negative because the teacher used the practice tasks to give students test-taking practice as well as teach listening sub-skills and vocabulary.

As for teaching materials, most teachers showed their satisfaction with the official materials, yet still wanted to provide their students with extra ones. Such materials often included past test papers and IELTS practice tests with the initial aim to “familiarize students with the format of the test and test item types.” It is then well observed that teachers highlighted the selection of materials that provided their students with test practice, and they had a tendency to equip students with many listening tasks like this. Therefore, it can be said to be the traits of negative washback in the choice of teaching materials.

III.2.1.2. Teaching methodology

On the one hand, listening classes saw a certain process of lesson regularly followed by the majority of teacher respondents. Although it was known for sure that one of the “heard passages” in the home listening would be included in the end-term test, teachers still maintained the balance of time allocation for homework-checking and in-class listening. There were also reports from the mainstream of teachers about their willingness to adjust teaching methodology to fit in with current testing context and learners’ expectation. On listing what might affect their teaching, very few teachers gave “test students have to take” as a prominent factor. Therefore, the washback effect of the test on teaching methodology, to some extent, could be considered positive (Cheng, 1995, p.14).
On the other hand, many teachers drew students’ attention to the lessons by mentioning that a certain part of the lesson might appear in the test. Although the teachers might not mean to narrow down the syllabus to the may-be-tested components, their frequent talk like this was likely to put test pressure on students and in some way, was about to encourage students to learn for the test. Consequently, teachers should not do like this any more.

III.2.1.3. Teachers’ attitudes and behaviors
It is well worth noting that most teachers perceived the end-term test positively. In their opinion, it was a good one as it tested what they had taught in class and motivated their students to learn and adjusting their learning styles. Teachers felt happy with the end-term test because it did not constrain their teaching and they were willing to make adjustment in teaching methodology and teaching content if necessary. In Cheng’s suggestion (1995, p.14), when positive attitude might let to positive change in teaching methodology, the test is considered to have positive washback effect.
As for classroom instructions and behaviors, most teachers took good mark as an encouragement for students to work harder. They also strongly felt that preparing students well for the end-term test is one of a teacher’s responsibilities and were eager to take up the responsibilities. A minority of teachers admitted putting test pressure on students. These are evidence of slightly negative impact of the test on teachers.
Regarding students’ part test score, all teachers really concerned students’ past test score. Yet, they preferred a detailed description rather than just a list of mark. By having the detailed item analysis of students, teachers were willing to make adjustment to time allocation, teaching methodology and teaching content to suit students’ needs and levels. Past test scores of students might leave a slight influence on some teachers’ perception of the students; however, the influence was minor and did not change the relationship between teachers and students. Thus, until now, students’ past test results have not been able to fulfill its role as an informant of students’ level of proficiency, strength and weaknesses and areas that need improvements as it should be. Therefore, it cannot be judged as whether having positive or negative washback effect on teachers.

In brief, evidences of both positive and negative washback effects can be found in teaching content, teaching methodology, teachers’ attitude and behavior. To some extent, traits of positive impacts of the end-term test are outweighing that of its negative effects on teachers. It is clear that listening teachers in English Division 1 were actually teaching their K41 students listening comprehension, but not merely how to be successful in the listening test. Therefore, it is reasonable to conclude that “teaching-to-the-test” was not the case for K41 listening lessons in the second semester.
III.2.2. Washback effects of the end-term test on K41 students
III.2.2.1. Learning content

K41 students reported that their class time was spent reasonably by their listening teachers who mostly followed the requirements of taught content and skills and time allocation. They also took part in a wide range of classroom activities without much pressure of doing test practices. As for the end-term test, students perceived it to have reflected what they had learnt in class. Most of them felt satisfied with their test result and addressed that the result came up to their expectation. In this way, the end-term test is once again proved to include “criterion samples” (Messick, 1996), and therefore, is positively influential to students’ learning.

As the answer key to the end-term test would be posted to Division 1’s blog, students could easily get assess to it. After comparing their answers with the answer key, a majority of the students decided to spend more time working with such aspects of knowledge and skills as widening vocabulary, practicing listening skills, doing certain types of test items, and learning test-taking techniques. Although the focus shifted by different score groups, it is obvious that test-taking experience did bring about changes in learning contents perceived by students. This is also an evidence of positive washback effect of the end-term test on K41 students.

III.2.2.2. Learning strategies

The use of “heard passages” (Alderson and Wall, 1992) in the test somehow urged students to do homework seriously, yet there were also reported cases of students trying to learn by heart the transcripts. However, as the majority of these students admitted, the rote-learning had not be as useful to them as they had thought, and chances for them to get good mark in this way are not high. Therefore, on one hand, there was an evidence of negative washback effect on students’ learning strategies; on the other hand, it positively influenced students’ learning attitude and encouraged them to change their learning styles.

As abovementioned, most K41 students went online to download the answer keys and compare them with their answers. Many of them decided certain areas of knowledge that they would like to spend more time working on. From observation data of the researcher, some students had developed a habit of identifying the types of their mistakes and errors, noting them down and watching out if the same ones occurred again. Such a habit might have been built up when students followed teachers’ activity of correcting their answers to the listening tasks. Whatever focus they would like to make, it seems a happy sight to teachers when students desired to take a look back to their previous work, learn from the mistakes, and aim to work out a timetable to improve the pitfalls. In such a situation, the end-term test is having positive influence on students’ learning strategies.
III.2.2.3. Students’ attitudes and behaviors
From teachers’ viewpoints, K41 students were much interested in talking about test, test-taking strategies and willing to do as many test practices as possible. A number of them tended to be more attentive when teachers shifted from the listening tasks to test discussion and experience-sharing. Many of them tried their best to learn with the hope to get good marks at the end of the semester. They also rated the end-term test as more important than other assignments and spent lots of time searching past test papers and doing test practice. Although the end-term itself had no intention to drive students in that way, they still fell into the track mainly due to the common belief of the society, family and themselves that valued a person’s ability by the mark he/she gained in his/her schooling. This point is closely linked to the perception of all three groups of students in this survey to highlight “self-image” as an aspect highly influenced by the test result. 

After receiving test result, different score groups held different attitudes to various aspects of learning. While the low-scored one turned to a change in learning attitude and marked the past test score as an important source of motivation to their learning, the average-score and high-scored group valued the possible adjustment of learning strategies that the test result might encourage them to take. The relationship with teachers was the aspect that received the least influence as most students perceived that whether they got a low or high test result, teachers would not change their attitudes to them. All these indicate positive impacts on the test result in students’ attitudes.

In sum, the end-term test has left complicated impacts on K41 students’ learning content, learning strategies, attitudes and behaviors. It is common that the main reason for many students are developing good learning strategies and making plans of their learning content is to get good mark for the test, but not to develop their listening skills. While evidences show that aspects of students’ learning are receiving good influence from students’ test-taking experience and test results, the internal reason that inspired students to make improvements is the desire to earn good mark, which has turned the initial positive into negative washback since students are in fact learning for the test.
III.3. Recommendations to maximize the positive washback effects and minimize the negative washback effects of the end-term listening test
III.3.1. Recommendations to teachers

It has already been a success in when the teaching of listening skill in Division 1 is not “teaching-to-the-test” (Bachman and Palmer, 1995). The use of previous test papers can be encouraged as a kind of teaching material in which teachers ask students to do listening tasks and instruct them to self-evaluate the good points and the areas of knowledge that needs improvement. They should encourage students to seek for fun in learning listening rather than doing it under the pressure of getting good test result. Once teaching and learning are fun and exciting, teachers get more inspiration to teach and students feel free to learn, the outcomes may be surprisingly excellent.

Teachers need also be more sensitive with the content of teacher talk in class so as not to mislead students to learn for the test. Controlling the number of times mentioning the test and limiting test discussion to certain lessons instead of doing it whenever having time are two out of many other suggestions.

Moreover, teaching materials should be used wisely so that they can at the same time help students with learning new knowledge and skills and support them in developing targeted test-taking skill in the materials (if any). The frequency of using test practice materials should be controlled as well so as not to let the job of test preparation interfere too much into the normal flow of lessons.

Besides, item analysis should be a common job shared by all teachers in the department for the end-term test result of students. As mentioned before, a score can just provide a general impression on students’ level of proficiency but cannot tell anything about what their strengths are or what their weaknesses are. A report of item analysis, therefore, would be ideal if made for each student individually. In the short term, Division 1 can consider building a general report for the whole year-one students. Such a report together with the marking list should be shared between teachers in Division 1 and those in Division 2 who will follow up teaching year-one students. If this can be done, teachers will understand their students’ need better, and therefore, can provide help in time.

III.3.1. Recommendations to students

The first and foremost thing that students can do is to take it easy when dealing with tests. They should consider the end-term test a part of their learning process and thus, escape from the pressure of getting good mark to confirm themselves. Likewise, when doing sample tests in class, they need to be aware that besides giving them practice with doing test, those sample tests can be used for revision purpose as well. If students can continue developing a habit of analyzing their answers to see the good points and the pitfalls and making plan to improve them, they will likely become a good listener. 

It is also suggested to the students that they should get online and compare their answers with the answer keys posted in the Division’s blog every time they finish their mid-term and end-term test. The comparison should not only mean counting the correct answers but also take notes of the wrong answers and questioning teachers and peers in order to get a full understanding of their test performance.

Summary
In this chapter, data collected from various sources with two domains: teachers and K41 students have been well presented and thoroughly discussed to find out evidences of washback effects of the end-term test on both listening teachers and K41 students. It is informed by the data that the test has left both positive and negative impacts at different levels on the two domains. For teachers, there is no clear incident of “teaching-to-the-test” while for students, traits of “learning for the test” have been discovered. The most outstanding influence of the second-semester end-term test on students is that it has encouraged students to set up a study plan for themselves in the third semester and try different learning strategies to improve their listening comprehension. Regarding teachers, they were doing good jobs when fulfilling the course syllabus and managing to use past test papers as effective teaching materials. However, teachers were talking a bit too much about tests, which might have unintentionally increased the existing test pressure in students. Basing on such analysis and findings, several recommendations have been proposed to the teachers and students to benefit from positive washback effects and limit negative ones.
CONCLUSION

Teaching, learning and testing are all interrelated. For a test to have positive washback, its tasks should be criterion samples and does not encourage teaching to the test. When the test has positive washback, it influences teaching and learning in beneficial ways. The present research concentrates on examining the current existing washback effect of an end-term listening test for first year students on both teachers and students in the English Department, College of Foreign Languages, Vietnam National University, Hanoi. From data gathered through class observations, interviews, and questionnaires, the researcher was able to uncover certain levels of washback effects of the test on different aspects of teaching and learning, thus answer the two research questions set for the study. 
From the analyzed data, evidences of positive as well as negative washback effect of the end-term test on both listening teachers and K41 students have been found out. 
Regarding the first research question, (What are the washback effects of the test on teachers’ teaching content, teaching methodology, attitudes and behaviors? Are they positive or negative? ), it was found that teachers completed the course syllabus and managed to search for effective teaching materials to suit students’ expectation and level of proficiency. It is at the same time recommended that teachers should not talk too much about tests so as not to lay test pressure on students.
In terms of the second research questions, (What are the washback effects of the test-taking experience and test results on K41 students in terms of their learning content, learning progress, self-image, motivation, learning attitudes and their relationship with teachers? Are they positive or negative?) the most positive washback effect of the test on students lies in its encouragement for students to adjust their learning strategies and develop a habit of having a study plan to follow. It is also well worth recommending that students try to seek for interest and fun in their learning in order to reduce the common test pressure that they are currently building up for themselves.
Like other research, this study has some limitations. It is only a modest study with limited number of subjects. The study was a small-scaled one in the sense that it only focused on teachers and students in one Division of the English Department – CFL, but not others. Also, due to time limitation, the researcher could not evaluate the test impacts on institutional and social dimensions.

However, the researcher believes that the gap that her thesis has not covered will be fulfilled by other studies in the future. The research may make a significant contribution to the deep evaluation of one of the five criteria of a good test, and cast an insight into the current teaching, learning and testing situations of Division 1 – English Department – CFL – VNUH. Therefore, it is hoped that this research will be worthwhile to those who are interested in the field of language testing in general, test evaluation in particular.
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APPENDIX 1 

QUESTIONNAIRE SURVEY FOR K41 TEACHERS
Dear Colleagues,

My name is Tran Thi Hieu Thuy. I am currently doing my MA thesis on “Evaluation of an end-term listening test for first year mainstream students of English Department – College of Foreign Languages – Vietnam National University”. The study targets at washback effects of the second semester end-term listening test on teaching and learning of English at K41.

I would be grateful if you could spend some time completing this questionnaire survey. Your anonymity and confidentiality will be ensured. Thank you for your cooperation.

*********************************

I. General information

Please fill in the blank with your answers to the questions.

1. Your age: __________________ 

2. Gender:______________________

3. Your degree/ qualification: __________________________________________
4. Have you ever taken part in test designing courses?  
Yes (

Not yet  (
5. How long have you been teaching in Division 1?  __________________________

6. How many listening classes do you have a week?  __________________________

7. How many students do you have in your listening class? _____________________

8. In your opinion, do they like learning listening? 
Yes (

No  (
II. Teachers’ belief on factors that influence teaching

Please indicate the extent to which you think the following factors influence your teaching of listening skill to first year students by ticking the appropriate box for each factor

	
	Not at all

(1)
	Little

(2)
	A little

(3)
	Much

(4)
	Very much

(5)

	Teaching philosophy
	
	
	
	
	

	Teaching experience
	
	
	
	
	

	Learners’ expectation
	
	
	
	
	

	Authority’s expectation
	
	
	
	
	

	Colleagues’ expectation
	
	
	
	
	

	Tests that your students have to take
	
	
	
	
	

	Students’ past test scores
	
	
	
	
	


III. Teacher’s knowledge of and attitudes towards the end-term test of the second semester

Please specify your opinion to the following statements about the current end-term listening test of second semester for first-year students by ticking (() the response you agree.

	
	
	Yes
	No

	1
	You have access to tests delivered in 2004 and before. 
	
	

	2
	You know the current end-term test is different from the test delivered in 2004.
	
	

	3
	You know how the current end-term test is constructed.
	
	

	4
	You know the format of the current end-term test.
	
	

	5
	You know which skills would be tested in the end-term test.
	
	

	6
	You know which themes would have high chance to be tested in the end-term test.
	
	

	7
	You feel the current test is contradictory to your teaching philosophy.
	
	

	8
	You feel the current test is adding pressure to your teaching.
	
	

	9
	You feel the current test does not reflect what you teach in class.
	
	

	10
	You would like to change your teaching methods to suit the current test. 
	
	

	11
	You feel that the current test motivates your students to learn English. 
	
	

	12
	You would like to suggest your first-year students to change their learning strategies in order to meet the demand of the test.
	
	


IV. ASPECTS OF TEACHER’S CLASSROOM INSTRUCTIONS 
Please indicate the extent to which the following cases occur in your K41 listening class in the second semester.

Never = 1

Sometimes = 2

Quite often = 3

Often = 4

Always = 5

	Statement 
	1
	2
	3
	4
	5

	Teaching content
	
	
	
	
	

	1
	My lessons were arranged following the order in the course outline.
	
	
	
	
	

	2
	I made adjustment to a particular theme of the course to match my students’ interest and level.
	
	
	
	
	

	3
	I skipped a particular theme because I think it is not important and has low chance to appear in the end-term test. 
	
	
	
	
	

	4
	I gave my students more drills of themes 7 – 14 (the last half of the semester). 
	
	
	
	
	

	5
	 I focused more on particular listening skills (such as listening for details, specific information, main ideas, etc.) because I believe they will be tested in the end-term test.
	
	
	
	
	

	6
	I narrowed the official listening syllabus myself because in my experience, some parts/skills will never appear in the test.
	
	
	
	
	

	7
	I covered all parts of the in-class package from week 1 to week 15 of the second semester.
	
	
	
	
	

	8
	 I went through most homework tasks because I knew some of these tasks might appear in the end-term test.
	
	
	
	
	

	9
	I provided my students with test-taking tips.
	
	
	
	
	

	10
	I mentioned test-taking tips whenever I had chance.
	
	
	
	
	

	11
	The frequency of my talking about test-taking tips increased as the end-term test drew nearer.
	
	
	
	
	

	Teaching methodology
	1
	2
	3
	4
	5

	12
	I drew students’ attention to the lesson by mentioning that a particular part in the lesson may relate to the end-term test.
	
	
	
	
	

	13
	In my listening class, students mostly listened to the recordings and teachers’ explanations. 
	
	
	
	
	

	14
	I checked homework by designing test-similar tasks for students to do, using learnt passages in the book. 
	
	
	
	
	

	15
	I checked homework in this way so that I could know if students had done their homework, and familiarize them with the format of the end-term test. 
	
	
	
	
	

	16
	For the last weeks of the semester (week 13, 14, 15), I tended to finish in-class listening tasks quickly and concentrate on test preparation.
	
	
	
	
	

	17
	The frequency of my mentioning of the end-term test increased as it came nearer to the test time (week 13, 14, 15).
	
	
	
	
	

	18
	I followed a process for my lesson (E.g. Intro/Warm up ( Main task ( Follow up ( Summary of the lesson ) 
	
	
	
	
	

	19
	I might drop out warm-up and/or follow-up activities to let students practice with the tests in the last weeks of the semester.
	
	
	
	
	

	Time allocation 
	1
	2
	3
	4
	5

	20
	I spent more time on homework checking than in-class listening.
	
	
	
	
	

	21
	I spent more time in week 13, 14 and 15 than other weeks to provide students with test practice and feedback.
	
	
	
	
	

	Teaching materials
	1
	2
	3
	4
	5

	22
	 I felt the course book and in-class package provide adequate materials for teaching and testing practice.
	
	
	
	
	

	23
	I provided my students with past test papers as this was the best way to prepare them for the end-term test..
	
	
	
	
	

	24
	I used IELTS - task 1 in my class because I knew this task type often appeared in the end-term test.
	
	
	
	
	

	Attitudes and behaviors
	1
	2
	3
	4
	5

	25
	I encouraged my students to work harder to get good mark for the end-term test.
	
	
	
	
	

	26
	I believe it is teachers’ responsibility to prepare students well for the test.
	
	
	
	
	

	27
	I am not comfortable if my students get low marks for the end-term test, since it may make others think that I am not good at teaching.
	
	
	
	
	

	28
	I put test pressure on students. They should understand how important the end-term test was to their academic achievement.
	
	
	
	
	

	Past test scores of students 
	1
	2
	3
	4
	5

	 29
	I cared about students’ past listening test score.
	
	
	
	
	

	30
	When I knew that past test scores of my students (e.g. mid-term test result) were lower/higher than I had expected, I would:
	
	
	
	
	

	
	a. feel bored with teaching them (although I felt quite positive about them before) 
	
	
	
	
	

	
	b. spend more time discussing test-taking techniques with them
	
	
	
	
	

	
	c. spend more time giving them test practice
	
	
	
	
	

	
	d. change my teaching methodology to this particular group
	
	
	
	
	

	
	e. feel worried about their future test scores
	
	
	
	
	

	Comments on students’ attitudes and performance in class
	1
	2
	3
	4
	5

	31
	My students considered the end-term test more important than other assignments.
	
	
	
	
	

	32
	My students worked hard because they wanted to get good marks for the end-term test.
	
	
	
	
	

	33
	My students felt worried as the end-term test was coming nearer.
	
	
	
	
	

	34
	My students’ past test scores motivated them to adjust their learning styles.
	
	
	
	
	

	35
	My students found past test papers to practice by themselves even when I didn’t tell them to do so.
	
	
	
	
	

	36
	My students asked me how to get good mark in the end-term test.
	
	
	
	
	

	37
	My students asked me to talk more about the test as the end-term test was coming nearer.
	
	
	
	
	

	38
	My students learnt by heart tapescripts in the course book because they knew one of the passages in the course book would appear in the test.
	
	
	
	
	

	39
	My students liked discussing test-taking techniques more than learning new knowledge & skills. 
	
	
	
	
	

	40
	My students preferred test practice to learning new knowledge & skills.
	
	
	
	
	


THANK YOU FOR YOUR KIND COOPERATION ( !!!

APPENDIX 2

QUESTIONNAIRE SURVEY FOR K41 STUDENTS,
My name is Tran Thi Hieu Thuy. I am currently doing my MA thesis on “Evaluation of an end-term listening test for first year mainstream students of English Department – College of Foreign Languages – Vietnam National University”. The study targets at washback effects of the second semester end-term listening test on teaching and learning of English at K41.

I would be grateful if you could spend some time completing this questionnaire survey. Your anonymity and confidentiality will be ensured. Thank you for your cooperation.

*********************************

I. General information

Please fill in the blank with information about yourself.

1. Your age: __________________ 
2. Your gender:______________________

3. How long have you been learning English?  __________________________

4. Do you like your English listening classes in the second semester of your first year? 
Yes (

No  (
II. MOTIVATION TO LEARN LISTENING SKILL

Please tick (() the response that you agree.

	
	I learnt English listening skill because…
	Yes
	No

	1
	I think it is necessary for my future job as a teacher/ translator.
	
	

	2
	I like English, so I want to be good at all four skills.
	
	

	3
	It was a compulsory part in the learning program.
	
	


III. PERFORMANCE IN LISTENING CLASS

Please indicate the frequency of these learning activities in your listening classes last semester (1=Never, 2=Sometimes, 3=Average, 4=Often, 5=Always)

	1
	Learning activities in your listening class included:
	1
	2
	3
	4
	5

	
	a) Pair work and group work
	
	
	
	
	

	
	b) Discussion
	
	
	
	
	

	
	c) Questioning the teacher and peers
	
	
	
	
	

	
	d) Homework checking
	
	
	
	
	

	
	e) Doing listening tasks
	
	
	
	
	

	
	f) Doing listening tests
	
	
	
	
	


IV. TEST-TAKING EXPERIENCE

The themes and skills that test tasks of the end-of-second-semester listening test covered were as follow:

	Task
	Theme
	Skills tested
	Test item types

	Task 1
	Entertainment (A dance marathon competition)
	Listening for main ideas and specific information.
	- Multiple Choice Questions

	Task 2
	Weird (Strange phenomena and events)
	Listening for specific information; Simple inference
	- True/False/ Not Given

	Task 3
	Transportation (A city’s traffic problems)
	Listening for specific information, and simple paraphrasing
	- Matching

	Task 4
	Media and Communication (A telephone call)
	Listening for gist, specific information, and details; following instructions
	- Gap-filling

- MCQs

- Matching


1. Did the test involve themes you had learnt in your listening lessons last semester?

Yes (

No  (
2. Did the test test the skills you had practiced in your listening lessons last semester?

Yes (

No  (
3. Were the test item types familiar to you?

Yes (

No  (
If there was (were) unfamiliar item(s), please specify:

__________________________________________________________________ 

4. Task 2 was designed using a passage in Practise your listening skill. Did you do it better than other tasks?

Yes (

No  (
If YES, please specify your reason (circle ONE correct option):

a) The task itself was easy.

b) I had already listened to the recording before, so it was not so difficult for me.

c) I had learnt by heart the tapescript, so I could finish it without difficulty.

d) Your reason: _____________________________________________

5. Please circle the option(s) that you find correct. You can choose more than one option.

	
	After comparing my answers to the answer key, I decided to spend more time on…

	a.
	Widening my vocabulary (Please go to question 5.1

	b.
	Improving my listening sub-skills ( Please go to question 5.2

	c.
	Getting more practice with test item types ( Please go to question 5.3

	d.
	Learning test-taking techniques

	e.
	I don’t need any more practice.

	f.
	I don’t know.


5.1. I decided to spend more time on the following theme(s):

- Entertainment

- Weird

- Transportation

- Media and communication

5.2. I decided to spend more time on the following skill(s):

- Listening for main ideas

- Listening for specific information

- Listening for details

- Making simple inferences

- Making simple paraphrasing

5.3. I decided to spend more time on the following test item type(s):

- (MCQs)

- Gap-filling

- Matching

- True/ False/ Not given

V.  THE TEST RESULTS
1. Please circle the range of your mark for the end-term listening test last semester. 

 a) <5
 

b) 5-6 


c) 7-8 


d) 9-10

2. Did the test result come up to your expectation? 

Yes (

No  (
3. Did the test result truly reflect your listening ability?  
Yes (

No  (
Please rank the following categories in the order from 1 to 6 in terms of how much influential the test result is to them:

(1=Least influential, 6 = Most influential)

	The test result influences …
	

	Your learning attitudes
	

	Your learning strategies
	

	Your motivation for learning this skill
	

	Your self-image
	

	Your learning progress in this skill
	

	Your relationship with teacher
	


THANK YOU FOR YOUR COOPERATION(!!!
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