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ABSTRACT 

          In recent years the National Assessment Program-Literacy and Numeracy (NAPLAN) 

has played an increasingly important role in Australian education and there is evidence that it 

has become a high-stakes measure of achievement. Research suggests that this kind of large-

scale, high-stakes accountability testing has a profound impact on teaching and learning. This 

effect is generally referred to as “backwash”. 

        This study focused on the perceptions of Year 9 English teachers in selected schools in 

Darwin in relation to the backwash effects of NAPLAN Reading testing. Those participating in 

this study teach a number of students whose NAPLAN achievement in 2008-13 was either just 

above the National Minimum Standard in Reading or below it. This demonstrates the apparent 

challenge facing them as they need to cater for older students who have reading difficulties and 

must undertake the NAPLAN test.        

         A descriptive survey method was used to gather data on how teachers perceived the 

NAPLAN Reading testing and its effects on (i) their instructional decisions in class and (ii) the 

learning outcomes of their students. Data showed that although teachers were polarised on 

whether they felt positively or negatively towards NAPLAN, they generally viewed NAPLAN 

as a high-stakes test which put extra pressure on them and their students. On the whole teachers 

had negative perceptions of testing and its effects; most teachers reported that they engaged in 

test-preparation practices such as “teaching to the test”, thereby distorting and narrowing the 

curriculum. However, some teachers expressed a contrary view, claiming that the testing has 

positive effects (beneficial backwash) or no effect (neutral backwash) on their instructional 

decisions and student learning. As it is unlikely that high-stakes testing and accountability 

pressures on Australian teachers will be reduced, understanding the phenomenon of backwash 

and how teachers perceive testing is a useful way of contributing to the debate about the value 

of national tests such as these.  
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CHAPTER 1 OVERVIEW OF THE THESIS 

1.1 Rationale of the study 

         This study explores what middle school teachers in Australia’s Northern Territory think 

about NAPLAN testing, and how much impact, or backwash, they think this kind of high-

stakes, standardised testing has on their teaching and on their students’ learning.  

        The motivation for the study comes from a recognition of the current role NAPLAN 

testing has played in Australian education as a standardised, high-stakes measure of student 

achievement. The term “high-stakes” means that there are significant consequences for an 

individual or an organisation, and it is used in education reform to refer to tests or assessments 

that have serious sanctions or rewards for students, teachers, administrators, schools, or school 

systems (Wissick, 2001). In supporting the argument that NAPLAN tests have become high-

stakes, Lingard (2009, p. 13) has commented that “the outcomes of these results gain a great 

deal of media coverage and provoke cross-state and cross-school comparison.”   

         Some commentators have argued that one of the universally accepted facts about testing, 

particularly high-stakes testing, is that it will indeed have a powerful effect on the way that 

teachers construe the nature of their task (see, for example Gipps, 1994). In general education, 

the effect of testing on teaching and learning is known as backwash (Hughes,1989, p. 1).
1
 

Alderson (2004) states that the term refers to a complex phenomenon which is much more than 

just a simple case of tests having a negative impact on teaching. A relatively large number of 

studies in different settings have confirmed the existence of the phenomenon in which external 

tests influence teaching and learning (see Al-Jamal & Ghady, 2008; NgaNguyen, Griffin, & 

Izard, 1988; Pan, 2009). On the other hand, it is also recognised that high-stakes testing in 

                                                           
1
 It should be noted here that the term washback is generally preferred in the field of second language 

learning studies. However, Alderson (2004) states that there is no distinction between the terms backwash 

and washback. See Section 2.2 for a full discussion on backwash vs. washback nomenclature. 
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particular influences teaching and learning. As Popham (2002) has explained, for many years 

educational tests were regarded as instructional afterthoughts and tests were rarely created 

before instruction was initiated. Today, however, many educational measuring instruments 

have become high-stakes tests, the content of which may or may not be directly related to 

principal instructional goals. Given the growing body of literature which suggests that high-

stakes testing produces a strong backwash (see Chapter 2), it would be instructive to know 

more about the potential backwash effects of NAPLAN testing in relation to the Northern 

Territory.  

         The Northern Territory education system caters for a unique demographic.  It has about 

150 government schools, which cater for approximately 30,000 students. Approximately 40 per 

cent of school-age students are Indigenous, which is a significantly higher proportion than the 

national average of 4.1 per cent. A high proportion of these Indigenous students have English 

as an additional language. These students are served by 3,800 teachers, principals and other 

school staff. Further, many schools are extremely geographically remote, nearly one third of 

the government education workforce is located in remote or very remote areas (Department of 

Education and Training, 2010, p. 6). 

         Thus, the educational challenges faced in the Northern Territory are varied.  As Masters 

(2011, pp. ii-iv) has noted, these challenges include the variability in educational programs and 

initiatives being implemented across the government system; low average student performance 

levels, particularly among Indigenous students, who lag behind due to limited proficiency in 

English prior to school; poor attendance, health problems and the impact of remoteness and 

poverty; and high rates of student and teacher mobility.  

         At present, a further educational challenge in the Northern Territory has become apparent 

as NAPLAN test results are being made public. Consecutive reports have disclosed that 

Northern Territory students are generally below the national average on NAPLAN achievement 
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means. Courier-Mail and Sunday Mail reports have commented that the “NT had the fewest 

students meeting minimum standards in all categories and grades. NT students’ average 

achievement has stayed the same, statistically, in all areas since 2008” ("ACT, NSW lead," 

2011). The NAPLAN data show that in the NT, there was no significant gain in Year 9 

students’ reading achievement from 2008 to 2013; indeed, the percentage of Year 9 NT 

students achieving benchmark in the NAPLAN Reading test decreased slightly from 69.9 per 

cent in 2008 to 69.1 per cent in 2011, and subsequently decreased further to 65.3 per cent in 

2012. Although the student achievement in 2013 has increased to 70. 5 per cent, it still reflects 

a low achievement when compared with the other Australian jurisdictions (ACARA, 2013). 

NAPLAN data therefore confirm that there are significant numbers of older students with 

reading problems and difficulties in Year 9 classes in the Northern Territory. These results 

highlight the fact that Year 9 or middle school teachers are not just confronted with the 

responsibility to meet the required Year 9 curriculum, but they also have to deal with students 

who have reading difficulties. 

          As a result, this study is also motivated by an interest in the attitudes of this cohort of 

teachers towards NAPLAN testing, given that there is increasing pressure on teachers in the 

middle school, particularly on the Year 9 teachers. There is ample evidence to suggest that it is 

the teacher who makes the biggest single difference to student learning in schools (Hattie, 

2003, 2009; Marzano et al., 2005; Robinson, 2007; Rowe, 2003). It would then be useful to 

know more about the effect that the testing regime has on teachers, and whether it is, in fact, 

affecting the way they think about their teaching. 

          This study therefore aimed to examine how a sample of Year 9 English
2
 teachers in 

selected urban government and non-government schools in Darwin perceive their role as 

                                                           
2
 In secondary schools, the relevant subject area teachers are identified as “English” teachers rather than 

“Reading” Teachers. These are the teachers who handle the Reading and Viewing strand of the English 
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teachers of reading, specifically in relation to the assessment of reading as it is carried out 

through the NAPLAN tests. These Year 9 teachers work with students who have already had a 

full two years of middle schooling, and so it could be assumed that the school can take some 

responsibility for their literacy levels (in contrast to Year 7 students, who are only in their 

second term of middle school when they take the test). Further, it is in Year 9 where literacy 

problems, if they exist, can be assumed to be quite entrenched. The study was inspired by the 

following questions: Do the Year 9 English teachers perceive any effects of the external tests 

on their teaching and on students’ learning, with particular reference to their progress in 

reading? Does a national accountability test of reading such as NAPLAN have an impact on 

how teachers think about the teaching and learning of reading? Do the Year 9 English teachers 

in the sample feel pressured or motivated by the national accountability testing in reading? Do 

they aim primarily to teach the Year 9 curriculum or do they feel pressured to teach to the test?  

1.2 The National Assessment Program-Literacy and Numeracy (NAPLAN) 

         At present, there is growing evidence that the National Assessment Program – Literacy 

and Numeracy (NAPLAN), administered by the Australian Curriculum and Assessment 

Reporting Authority (ACARA), is playing an increasingly important role in Australian 

education (see Blowers, 2011; Brady & Kennedy, 2005; Comber, 2010; Lobascher, 2011). 

NAPLAN testing is conducted annually in all Australian schools in May, and involves the 

participation of students in Years 3, 5, 7, and 9. 

         Prior to the introduction of NAPLAN, various literacy tests were administered by the 

Australian states and territories, such as the Basic Skills Tests (BST), also called Aspects of 

Literacy in South Australian Schools, the Learning Assessment Program (LAP) in Victoria, the 

Developmental Assessment Resource for Teachers (DART) in the ACT, the Diagnostic Net in 

                                                                                                                                                                                        
Learning Area within the 2009 Northern Territory Curriculum Framework. In this study, the researcher only 

investigated the Year 9 Reading and Viewing Teachers’ perceptions of the effects of NAPLAN testing, 

particularly the reading component of the test. 
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Queensland, the Multilevel Assessment Program (MAP) in the Northern Territory, and the 

Monitoring Skills in Education (MSE) in Western Australia. (See Appendix 1 for complete 

details.)  

          The first NAPLAN tests, conducted by the then Ministerial Council for Education, 

Employment, Training and Youth Affairs (MCEETYA)
3
, replaced the various benchmark 

literacy and numeracy tests that had previously been administered by Australian states and 

territories. The rationale for NAPLAN was to have just one assessment at the national level 

that could provide some consistency across Australia and produce comparable results (Masters, 

2010). It was also thought that one nationally-run test would be more cost-efficient than 

separate state-run tests.  

         The seeds for NAPLAN were sown at the Adelaide Declaration on National Goals for 

Schooling in the 21
st
 Century, which the Ministers of Education released in 1999, and which 

led to the establishment of “the National Assessment Program (NAP) to collect, analyse and 

report nationally comparable data on student achievement in literacy, numeracy, science, ICT 

and civics and citizenship” (ACARA, 2011a). 

         NAP Sample Assessments began in 2003 with Science Literacy (NAP — SL), followed 

by Civics and Citizenship (NAP — CC) in 2004 and Information and Communication 

Technology Literacy (NAP — ICTL) in 2005. There were also NAP Sample Assessments 

conducted by international organisations on behalf of Standing Council on School Education 

and Early Childhood (SCSEEC). Among them were The Programme for International Student 

Assessment (PISA) conducted by Organisation for Economic Co-operation and Development 

(OECD); The Trends in International Mathematics and Science Study (TIMSS) conducted by 

the International Association for the Evaluation of Educational Achievement (IEA); and in 

                                                           
3 now Ministerial Council for Education, Early Childhood Development and Youth Affairs (MCEECDYA) 
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2011 the  Progress in International Reading Literacy Study (PIRLS)  by the International 

Association for the Evaluation of Educational Achievement (IEA) (ACARA, 2011b). 

          In 2008, the Melbourne Declaration on Educational Goals for Young Australians 

reiterated national educational goals and actions, with the stated aim of promoting world class 

curriculum, assessment and national testing (ACARA, 2011a). Following the election of the 

Rudd government in late 2007 there was a strengthening of the national presence in schooling 

and the federal government became much more directly involved with questions of curriculum 

and assessment, which until then had been largely driven by the states and territories (Lingard, 

2009). In particular, this period saw the setting up of a national literacy and numeracy test and 

the establishment of the Australian Curriculum, Assessment and Reporting Authority 

(ACARA). As a result, by 2008 NAP included the National Assessment Program — Literacy 

and Numeracy (NAPLAN) among its sample assessment for young Australians. 

          ACARA is the independent authority responsible for the development of a national 

curriculum, a national assessment program aligned to that curriculum, and a national data 

collection and reporting program. ACARA has managed the development of NAPLAN and 

overseen the delivery of its tests from 2010. 

1.3 The NAPLAN Reading test and results 

          The NAPLAN assessment consists of tests in the four areas (or “domains”) of Reading, 

Writing, Language Conventions (spelling, grammar and punctuation) and Numeracy (ACARA, 

2011c). The Reading test, which is the focus of this study, aims to assess how well the students 

can demonstrate the skills, knowledge and interpretation of written English as specified by 

their year’s minimum standards for reading. For example, Year 9 students are expected to 

demonstrate that they can infer the main idea in more complex texts and connect ideas across a 

text. 
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         NAPLAN results are not presented on a pass/fail basis. The purpose is rather to find out if 

students can perform at “benchmark” level. It is expected that data from the NAPLAN tests 

will allow the comparison of student achievements across schools, and across the states and 

territories. The test results are made available through public reports, individual student reports, 

and reporting on the My School
4
 website (ACARA, 2011d). The introduction of NAPLAN to 

Australian schools and the creation of the My School website have not been without 

controversy, both within the teaching profession and throughout the wider Australian 

population. These issues are discussed in the next chapter. 

1.4 Importance of the study 

         Until now, the majority of studies on the phenomenon of backwash have been conducted 

in the area of general education and language learning. There are relatively few studies on the 

apparent backwash effects of reading testing, and such studies would add considerably to our 

knowledge about the impact of national testing in Australia, and the extent to which it has 

become high-stakes. 

         The current study is important for a number of reasons. First, gathering the opinions of 

teachers on high-stakes testing and its impact on teaching and learning, gives voice to those 

who are generally greatly affected by, but only marginally empowered in, the processes that 

lead to nationwide testing programs. International evidence suggests that collecting information 

from those who witness the effect of state-mandated testing firsthand—that is, classroom 

teachers—is necessary to counter an increasing reliance on state testing programs for 

accountability purposes (Pedulla et al., 2003). Hence, there is a need for more research on the 

                                                           
4  This website provides profiles of around 9,500 Australian schools that can be searched by school location, 

sector or name. It also includes statistical and contextual information about each school, as well as results 

from the NAPLAN tests that can be compared with results from schools serving students from statistically 

similar backgrounds across Australia. Information about My School can be found on 

http:www.acara.edu.au/verve_resources/about_my_school.pdf. 
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consequences of state-mandated testing programs and how they affect instruction and learning. 

Specifically, Spratt (2005) has commented that studies on the effects of external exams from 

the point of view of the teacher are important as they will be able to provide teachers with a 

clearer idea of the roles they can play and the decisions they can make concerning the effect of 

testing on teaching and learning.  

         Second, understanding the backwash effects of state-mandated testing may help to inform 

ways of helping teachers to promote positive, rather than negative consequences of being 

involved in such programs. NgaNguyen et al. (1988) discussed ways in which external tests 

influence teaching and learning. They proposed that an external test has the potential to 

improve student learning and to promote positive effects rather than negative ones by means of 

some intervention models. In fact, Bailey’s (1996) research indicates that although teachers 

have limited power to influence high-stakes national and international examinations, they have 

the important role of preparing their students for the tests, promoting positive backwash effects 

and leading their students to learn. Thus, an inquiry into how NAPLAN testing influences 

reading teachers and aspects of their classroom practices would be significant. A query on what 

backwash effects there are and what significance they have on student learning in reading can 

help us to understand how best to promote positive backwash and ultimately improved 

learning.  

         Thirdly, this study may serve as a reference for educators and policy makers responsible 

for future decisions and actions, because it will clarify how an external test like NAPLAN can 

influence teachers’ approaches to aspects of their work such as curriculum, teaching methods, 

and student learning, particularly in areas of reading. Several studies in the past have focused 

on the impact of high stakes testing and have considered how teachers perceived this type of 

test, with a view to informing policy makers (see Jones & Egley, 2004; Koretz, 2002; and 
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Lingard, 2010, cited in Lobascher, 2011). This study aims to add to this body of work and to 

further inform the wider program of research about the impact of high stakes testing. 

1.5 Objectives of the study and research questions 

        This study examines whether the sample group of Year 9 English teachers perceive that 

NAPLAN has an effect on their classrooms and, if so, what kind of effect. Specifically, the 

study addresses the following questions:        

1. What do the Year 9 English teachers in selected urban government and non-government 

schools in Darwin think of the NAPLAN Reading Test in relation to  

                          a) its ability to accurately assess students’ reading abilities and 

                          b) its potential to enhance students’ learning? 

2. What are the perceived backwash effects of the NAPLAN reading test on the classroom, 

with particular reference to the curriculum, teaching methods, and student learning?  

3. What levels of awareness do teachers have of their potential to facilitate both positive and 

negative backwash from NAPLAN? 

1.6 Organisation of the thesis 

         This thesis is presented in five chapters. Chapter 1 introduces the background and aims of 

the study. Chapter 2 explores some of the controversies surrounding the NAPLAN tests and 

reviews the literature on backwash as it relates to the context of this research project in the 

Northern Territory. Chapter 3 describes the methodology of the study, including some 

limitations of this particular project, while Chapter 4 presents the data and findings from the 

study. In Chapter 5 a discussion is presented along with some comments on the limitations of 

the study and some concluding notes which might be useful for future research on the 

backwash effects of external tests. 
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CHAPTER 2 LITERATURE REVIEW 

         This literature review covers two main topics. These are (i) the current debate relating to 

NAPLAN in Australia; and (ii) the concept of backwash in language and literacy testing, with a 

focus on test impact at the “micro” level of the individual participants (primarily teachers and 

students). A final section of this review examines some related literature pertaining to testing 

practices, teachers’ perceptions about testing, assessment literacy and other assessment-related 

issues.  

2.1 The debate about NAPLAN 

         Recently, NAPLAN has been a source of fierce debate in Australia. (See for example, 

Australian Primary Principals Association, 2010; Barnard, 2010; Cashen et al., 2012; and  

Queensland Studies Authority, 2009). Parker (2011, pp. 47-49) detailed a number of issues 

relating to NAPLAN. For example, she argued that NAPLAN tests are too limited to be used 

for reporting on school averages or student gain and that the notion of school averages can be 

misleading, particularly when dealing with small schools and schools with highly diverse 

students. Moreover, Parker (2011) pointed out that when Year 7 students have just started in 

secondary school, their levels of attainment in NAPLAN cannot reflect the quality of their 

current school, but rather reflect their primary school learning; that student gain might be a 

result of outside tutoring; and that NAPLAN test distribution and procedures are not secure and 

this allows schools to cheat.  

         A collection of papers on NAPLAN compiled by a group of concerned educators 

(Cashen, et al., 2012) expressed similar concerns. Within this volume, Wu & Hornsby (2012) 

also discussed the inappropriate use of NAPLAN results, the content coverage of NAPLAN 

tests, the extent to which NAPLAN assessment matches the curriculum, its relevance as a 

diagnostic test and evaluation instrument, and its purpose and usefulness in making inferences 

about school effectiveness and monitoring trends. They commented particularly on the limited 
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capability of NAPLAN tests to measure individual achievement levels, concluding that 

“NAPLAN is a very limited assessment system being used as if it is capable of much more” (p. 3).  

         A critique by Wilson (2012) focused on the NAPLAN Reading Test, arguing that NAPLAN 

tests do not represent the 21
st
 century view of reading. Wilson (2012, pp. 9-10) noted that “reading 

accompanies life activities and it involves personal reasons for reading and looking for meaning in 

what is read. Readers are active and critical. They are encouraged to reflect and express their 

thoughts.” Wilson argued that this is unlike the NAPLAN Reading test, where students are 

required to select a specific, correct answer from a set of mainly multiple choice questions in a 

limited period of time. NAPLAN readers are therefore passive and constrained.      

         Below are samples of a Year 9 Reading Magazine example test and Year 9 Reading example 

test items. 5 
1
 

 

 

                                                           
5 See complete copy in Appendix 9. 
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Figure 1 Sample Year 9 Reading Magazine and test items.  

          Hyde and Cashen (2012) noted concerns from critics that NAPLAN is overly costly. They 

also summarised criticisms of the ways in which teachers prepare students for the tests, citing 

Comber’s (2010) findings that teachers are narrowing the curriculum by spending more time on 

literacy and numeracy in order to help children prepare for the test. Finally, they 

…………………………………………………………………………………….. 
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argued that NAPLAN has a negative impact on students’ attitudes to learning. The examples of 

these negative impacts were confirmed by a report presented by the Australian Primary 

Principals Association which noted (2010, p. 1) that “some children became anxious on the test 

days. Some became stressed, ended up in tears, gave up and went home. Some were really 

upset and were not able to complete the task while others felt sick.”  

           One catalyst for the concern of many education professionals about the national testing 

regime has been the creation of the My School website, which uses NAPLAN reports to 

compare school performance and to create league tables6.  The use of NAPLAN reports on the 

My School website has been particularly contentious (Parker, 2011; Wu, 2010; Wu & Hornsby, 

2012). Graham (2010, p. 8) stated that “unlike the media and the government, teachers and 

schools overwhelmingly condemned the concept, content and aftermath of My School.” A 

former teacher and influential education writer, Maralyn Parker (2011, p. 1), in her recent 

book, My School, has proposed that the My School website gives “undue attention to limited 

national tests”. Wu & Hornsby (2012, p. 3) argued that the tests have limited capacity to 

measure students’ achievement levels because “the nature and coverage of the NAPLAN test 

are limited.” Wu (2010) further notes,  

 With the current NAPLAN design, where there is only one annual test of 

40 questions per subject area, student scores contain large margins of error.  

NAPLAN results do not provide sufficiently accurate information on 

student performance, student progress or school performance. Further, no 

amount of additional material (e.g. school funding) about schools can 

enable anyone to make the claim that the My School website reveals 

                                                           
6 League tables are used to compare the academic achievements of different institutions. In addition to entire 
institutions, specific programs, departments, and schools are ranked. These rankings usually are conducted 
by magazines, newspapers, governments and academics. Since this is the first time league tables have been 
used in Australia - and the evidence from overseas is that they are not particularly useful or fair – a lot of 
people here don’t want them. 
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school performance. It is educationally unsound to publish the results and 

to call on parents to judge schools based on these results.  

        In contrast, the government asserts that the publication of school results on standardised 

tests in literacy and numeracy, particularly when statistically similar “like schools” can be 

compared, will allow consumers to judge the educational quality of each institution (2010, p. 

9), hence justifying the My School website as a tool to increase the “transparency” of the 

country’s schooling system. Even so, many principals and teachers are opposed to this point of 

view. Concerned educators continue to provide examples of how the website does not reflect 

school performance.  

         The concern that these educators and commentators feel about the use of NAPLAN 

results suggests that the NAPLAN test has become high-stakes. Lingard (2010) has suggested 

that the My School website has had a major impact on the way NAPLAN is perceived. 

Lobascher (2011, p. 3) specifically noted that “given the publication of National Assessment 

Program-Literacy and Numeracy (NAPLAN) test-results on the MySchool website and 

subsequent media identification of high and low-performing schools, it is indisputable that 

NAPLAN tests have become high-stakes.” As a result, there is a high level of concern from 

within the teaching profession, particularly about the potential impact or backwash effects of 

NAPLAN testing (see, for example, Australian Primary Principals Association, 2010; 

Queensland Studies Authority, 2009). In his review of research findings from the United 

Kingdom and the United States, Lobascher (2011) perceived a real impact of high-stakes 

testing on literacy education and on the literacy curriculum and pedagogy. Schwab (2012) also 

drew on international literature, pointing out that high-stakes tests have questionable validity. 

The negative aspects of standardised tests as enumerated  by Hughes (2003, p. 19) and 

McNamara & Roever (2006, p. 136) include their being mostly norm-referenced, constructed 

and scored by external testing agencies, tests questions are made up of discrete-point items, 
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and in a multiple-choice format. Sarich (2012, p. 28) stated that these qualities specific to 

standardised tests may cause us to question their validity and points out that high-stakes tests 

which can mostly also be characterised as standardised tests are less likely to achieve the 

purpose that they were intended to achieve. And as Schwab (2012, p. 13) has argued, many 

high-stakes tests can in fact be detrimental, particularly where minority and Indigenous 

students are concerned. Further, the lobby group “Save Our Schools” has been highly critical 

of NAPLAN, stating strongly (2012, p. 1) that 

NAPLAN is a cancer eating away at education. It is distorting teaching 

practice, reducing creativity and fun of learning, denying students in-

depth learning experiences and sidelining other key subjects such as 

science, history, language and the arts for much of first semester.  

         All of these comments from so many perspectives (those of teachers, academics and more 

general lobby groups) point to a need to examine in more depth the possible impact or 

backwash effect of NAPLAN testing. 

2.2 Definitions of backwash 

       The terms backwash (Hughes, 1989), and washback (Alderson & Wall, 1993) both refer to 

the effect of testing on teaching and learning. As noted by Cheng et al. (2004) and Cheng 

(2005), the term backwash is defined as “the unwelcome repercussions of some social action” 

by the New Webster’s Comprehensive Dictionary, and “unpleasant after-effects of an event or 

situation” by the Collins Cobuild Dictionary. The term washback, on the other hand, is 

common in the language teaching and testing literature (see Cheng, 2005; Cheng, et al., 2004; 

Pan, 2009). Spolsky (in Bailey, 1999) has noted that he cannot find any support in the 

dictionary for the use of the term “washback” even though it has been popularised in language 

testing. 
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          Some researchers, such as Alderson (2004), draw no distinction between the terms 

“backwash” and “washback”, taking the position that they both refer to the same phenomenon. 

Alderson (2004) has commented that scholars tend to prefer one or the other term depending on 

where they have studied. For example, researchers who studied at the University of Reading, 

United Kingdom, (i.e. Arthur Hughes) are likely to use the term “backwash” whereas those 

who have studied language testing anywhere else, but especially in Edinburgh or Lancaster in 

the United Kingdom, will almost certainly use the term “washback”. On the whole it seems that 

“backwash” is the preferred term in the general education literature, while in language 

education there is a preference for “washback”, particularly among British applied linguists 

(Alderson, 2004, pp. xi-xii). 

          This view is supported by the similarity of definitions proposed by researchers using 

either term. For example,
7
 Hughes (1989) used the term backwash to refer to the effect of 

testing on teaching and learning, while Spolsky in Cheng (2005, p. 27) stressed the unforeseen 

nature of the effect, in contrast to the intended effect of testing. Biggs, also in Cheng (2005, p. 

27), stated that backwash refers to the fact that testing controls not only the curriculum but also 

teaching, methods and students’ learning strategies. 

          Researchers who use the term “washback” have very similar definitions. For Bailey 

(1996) washback is basically the influence of testing on teaching and learning. Shohamy et al. 

(as cited in Cheng, 2005, p. 27) stated that washback is defined as the connections between 

testing and learning. Pearson also in Cheng (2005) points out that “public examinations 

influence the attitudes, behaviours, and motivation of teachers, learners, and parents” (p. 27). 

He took the position that because examinations often come at the end of a course, this influence 

                                                           
7
 The researcher has retained the use of the term backwash or washback in its original form when quoting 

from the particular researchers, i.e. the term washback is retained particularly when quoting Alderson, Wall, 

Cheng, and Watanabe who have used the original term washback in their studies. 
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is seen working in a backward direction, and this is the basis of his preference for the term 

washback.  

         Other researchers have subsequently defined “washback” in terms of the apparent 

influence of testing on what teachers and learners do because of the test. For Alderson and 

Wall (1993), washback compels teachers and learners to do things they would not necessarily 

otherwise do because of the test, while Messick (cited in Cheng, et al., 2004, p. 8) described 

washback as the extent to which the introduction and use of the test influences language 

teachers to do things they would not otherwise do to promote or inhibit language learning.  

         Finally, Cheng (2005), in a definition most relevant to this study, has presented washback 

as an educational phenomenon derived from research studies into (a) the relationship between 

teaching, learning, and testing and into the relationship between different curriculum 

components, and (b) the relationship of curriculum change and innovation. In reference to the 

latter, Cheng (2005) stressed that washback indicates an intended or unintended (accidental) 

direction and function of curriculum change on aspects of teaching and learning by means of a 

change of public examinations.  

         While Cheng’s (2005) definition is of particular relevance here, the term “backwash” is 

considered best to represent the phenomenon of how a test affects the teaching and learning 

process in the classroom level and seems more suitable for use throughout, because this study 

has a focus on the regular instruction of English in a middle school setting. Washback studies, 

on the other hand, are most often focused on finding the effects of a test on teaching of English 

in special language courses, i.e. ESL, ESOL, post-secondary or pre-tertiary levels and settings. 

For this reason, the term “backwash” has been used throughout this study, as this is the term 

that is most widely used in relation to the assessment of reading.  
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2.3 Other terms referring to backwash  

         A list of terms and references relating to different facets of the influence of testing on 

teaching and learning can be noted (see Cheng, 2005; Cheng, et al., 2004; Pan, 2009). As well 

as the terms backwash and washback, the list (cited in Cheng, et al., 2004, pp. 4-5)  includes 

test impact, which Wall in 1977 defined as any of the effects that a test may have on 

individuals, policies or practices within the classroom, the school, the educational system, and 

society as a whole. Another notion is systemic validity, used by Fredericksen and Collins in 

1989 to refer to the effects of instructional changes brought about by introducing a system-

wide test into an educational system. Messick (1989, 1994) used the term consequential 

validity, to deal with the idea that tests have various influences within and beyond the 

classroom. Popham (1987) introduced measurement-driven instruction to refer to instruction 

carried out when a high-stakes test, because of the important contingencies associated with 

students’ performance, influences the instructional program that prepares students for the test. 

The term curriculum-alignment (Shohamy et al., 1996) refers to the notion of a curriculum 

being modified according to the test results; and Morrow in 1986 used washback validity to 

refer to the relationship between a test and any associated teaching. Morrow also claimed (p. 5) 

that “an examination of washback validity would take testing into the classroom in order to 

observe the effects of their tests in action.” 

2.4 Models of backwash 

         One significant contribution to the literature on the topic of backwash is the “trichotomy 

backwash’’ model, proposed by Hughes (1993 cited in Cheng, 2005, p. 32; Cheng, et al., 2004, 

p. 12; and Watanabe, 2004, p. 21) to account for the complex mechanisms through which 

backwash occurs in actual teaching and learning environments. The trichotomy model 

highlights three areas in which a test can have an effect, as presented in Table 1 (next page). 
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Table 1 

Trichotomy Backwash Model (Hughes, 1993) 

Aspects that a Test 

can Influence Effects of  the Test 

(a) Participants - students, classroom teachers, administrators, materials, 

material developers and publishers, whose perceptions and 

attitudes toward their work may be affected by a test 

(b) Process - any actions taken by the participants which may contribute to 

the process of learning 

(c) Products - what is learned (facts, skills, etc.) and quality of the learning 

         In this model, it is proposed that the nature of a test may first affect the perceptions and 

attitudes of the participants towards their teaching and learning tasks. The perceptions and 

attitudes in turn may affect what the participants do in carrying out their work (process),  

including practising the kinds of items that are to be found in the test, which will affect the 

learning outcomes, the product of the work of the participants in the study.     

            Figure 2 below illustrates the main feature of the trichotomy model as adopted in this 

study. This diagram guided the researcher’s method of investigating backwash effects.   

Figure 2 Areas affected by NAPLAN Reading Testing 

       Other theoretical accounts were also relevant to this study. Alderson and Wall (1993) 

propose that washback affects the learner and the programme, while Spratt (2005) and 

S 
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NgaNguyen et al. (1988) both comment that a test affects various aspects of the curriculum, 

including content and methods of teaching.   

        To help understand how the research subjects, i.e. the teachers, view the effects of a test, 

the washback models presented by Burrows (2001 in Cheng, et al., 2004, pp. 125-126) were 

considered; see following Figures 3, 4, and 5. These models clarify how the introduction of any 

test would necessarily lead to an effect on teaching and learning. 

 

 

New test -----------------------    teachers   ---------------------   single response 

 

 

Figure 3 Traditional Washback Theory: A Stimulus-Response Model 

         Figure 3 shows the traditional or the stimulus-response model which was based on 

washback accounts written before Alderson and Wall in 1993. This model shows that the 

introduction of any test would necessarily lead to a washback effect, a single and uniform 

response, which might be negative or positive and which would depend on qualities of the test 

rather than on the teachers involved. Hence the consistency in response is apparent. 

 

Beliefs, Assumptions, and Knowledge 
 

New test ------------------     teachers ---------------     individual responses 

 

Figure 4 1990s View of Washback: A “Black Box” Model   

         Figure 4 illustrates the 1990s view of washback identified as “black box” model. This 

model relates to information written about washback at the time of Shohamy et al. in 1996. 

This model was based on a number of studies of teachers which indicated the existence of 
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individual responses to the implementation of a variety of tests. In contradiction to the first 

model, teachers involved in these studies did not respond in a single way, showing that a single 

response is not inevitable. 

Beliefs, Assumptions, and Knowledge 

 

New test   -----------------      teachers -------------- models of responses 

 

Figure 5 Burrows’ 2001 View of Washback: A Curriculum Innovation Model 

         Figure 5 illustrates the third model proposed by Burrows which recounts Woods’ (1996) 

BAK (Belief, Assumptions, and Knowledge) washback model. This model takes into account 

teachers’ belief systems and consequent responses to change. Also known as the curriculum 

innovation model, this embodies the view that a qualitative analysis of teachers’ responses to 

the introduction of a new test or assessment system may reveal patterns in their responses. 

         All in all, these models present how the research subjects’ views influence their particular 

response to the test.  For this particular study, Figures 4 and 5 were found most relevant where 

Year 9 teachers indicated the existence of individual response to the implementation of 

NAPLAN Reading testing and the significance of their role, their beliefs, assumptions and 

knowledge about NAPLAN testing.  

2.5 Types and scopes of backwash  

         A number of researchers have proposed several ways to identify backwash effects. 

Hughes (1989) stated that backwash can be analysed according to two major types: positive 

and negative, depending on whether it has a beneficial or harmful impact on educational 

practices. Pan (2009) identified these positive and negative effects of tests in the classroom 

setting and in the educational/societal system. He concluded that: 
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positive effects of test induce teachers to cover their subjects thoroughly; 

Tests [sic] motivate students to work harder to have a sense of 

accomplishment; and good tests are utilized [sic] and designed as 

beneficial teaching-learning activities and encourage positive teaching-

learning processes. Whereas, [sic] the negative effects of test encourage 

teachers to narrow the curriculum and only focus on what will be tested; 

Tests [sic] bring anxiety both to teachers and students and distort their 

performance; Students [sic] learn discrete points of knowledge that are 

tested. And in terms of educational setting, the positive washback is that 

the authority can use the test to attain its goal of teaching and learning, 

such as the introduction of new textbooks and new curricula.  While [sic] 

the negative washback is that authority overwhelmingly use tests to 

promote their political agendas and to seize influence and control of 

educational systems (pp. 529-261).  

 

          Some researchers have also proposed another type of backwash, referred to as neutral 

backwash (see Cheng, et al., 2004, p. 3; Qi, 2007, p. 51). Neutral backwash is said to occur 

when a specific test does not exert any effect or influence on the teaching and learning aspects. 

In this study, these types of backwash, i.e., positive, negative and neutral were evident and 

clarified in Chapter 5.  

         Further, the researcher adopted Watanabe’s (2004) dimensions of washback in 

identifying the perceived backwash effects that occur in the study. Watanabe (2004) has 

conceptualised several dimensions or scopes of effects of a test on teaching and learning. These 

include specificity, intensity, length, intentionality and value, which are commonly referred to 

as the positive-beneficial and negative-harmful effects of testing (see Hughes, 1989; Pan, 

2009). Watanabe (2004) explained that the specificity of the effect of the test can either be 

general or specific. “General washback” means a type of effect that may be produced by any 

test while “specific washback” refers to a type of effect that relates to only one specific aspect 

of a test or one specific test type. Intensity of the effect of the test can be strong or weak. If the 
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test has a strong effect, then it will determine everything that happens in the classroom, and 

lead all teachers to teach in the same way toward the exams. On the other hand, if a test has a 

weak effect, then it will affect only some classroom events, or only some teachers and students, 

but not others. Length is the time-span of the influence of exams; if it is found to exist, it may 

be for a short period of time or for a long time. For instance, if the influence of an entrance 

examination is present only while the test takers are preparing for the test, and the influence 

disappears after entering the institution, this is short-term washback. However, if the influence 

of the entrance exams on students continues after they enter the institution, this is long-term 

washback. “Intentionality of the effect of the test” refers to the test’s capacity to accomplish its 

purpose or goal. This is referred to as intended or unintended effects of the test. Lastly, “value” 

is the type of effect of the test, categorised as positive, negative or neutral in kind.  These 

descriptions were considered by the researcher in identifying and presenting the perceived 

backwash effects in this study. See Chapter 5. 

         Further, in the analysis and discussion of the length and intensity of the backwash effect 

in the study, Green’s Washback Intensity Model (Green, 2007, cited in Saville, 2008) was 

found relevant. In this model, represented in Figure 6, the black arrow illustrates how the 

intensity of the effects of the test occurred. Green (2007) claimed that “washback will be most 

intense – i.e. have the most powerful effects on teaching and learning behaviours – where 

participants see the test as challenging and the results as important (high stakes)” (cited in 

Saville, 2008, p. 13). In the current study, this model has served as a basis for presenting the 

study’s finding, which suggests that there was a relationship between the length of the 

influence of the test and the intensity of the occurring backwash. See the discussion in Chapter 

5. 
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 Figure 6 Green’s (2007) Washback Intensity Model 

2.6 Empirical studies in testing 

         The growing interest in the effects of testing on teaching and learning has given rise to a 

growing number of research studies. Cheng et al. (2004, pp. 53-19) reviewed a variety of 

studies into the effects of testing in specific educational contexts. These include research 

conducted in the United States (Stecher et al., 2000), New Zealand (Saville & Hawkey, 2000; 

and Hayes & Read, 2003), China (Qi, 2007), Israel (Ferman, 1998), Hong Kong (Cheng, 1998) 

and Japan (Watanabe, 1997). 

       Zhao (2007, p. 134) has observed that “studies of the effects of testing have in recent 

decades attracted growing attention due to the increasing use of government or institution-

initiated-high-stakes testing, and that the effects of tests are becoming a major issue in the 

assessment literature.” Other recent studies include work by Fujimoto (1999), Wall (2000), 

Chen (2002), Cheng (2005) and Pan (2009). Spratt (2005) has also summarised a set of 

empirical studies on washback, most of which address the widespread use of English language 

exams for university entrance and in Asian secondary schools (see Appendix 2). These studies 

all relate to the area of language education, and address the question of how an English 

language exam influences the classroom teaching and learning of English.  

         Particular research contributions and findings considered significant in the conduct of this 

study are as follows. Alderson and Wall (1993) pioneered the research of washback in the 

domain of language testing and are known for their important theoretical contributions in 
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washback studies. They proposed fifteen washback hypotheses, illustrating areas in teaching 

and learning that were usually affected by washback. 

Alderson and Wall’s (1993) Fifteen Washback Hypotheses 

 1.  A test will influence teaching.  

 2.  A test will influence learning. 

 3.  A test will influence what teachers teach; and  

 4.  A test will influence how teachers teach. 

 5.  A test will influence what learners learn. 

 6.  A test will influence how learners learn. 

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

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

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

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

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

teaching and learning. 

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

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

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

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

others. 

        These hypotheses served as the basis for creating items for the current study’s survey 

questionnaire. In the second part of the survey questionnaire, the items in the Likert Response 

Survey were framed to imply similar views as those presented above. However, instead of 

referring to tests in general, the researcher specified the NAPLAN Reading Test in her survey 

instrument. The researcher also modified the framing of statements to make them more 

accessible and to attempt to elicit more clearly how teachers perceive the test influences their 

classroom decisions and instructions, as well as their perceptions of the impact of the test on 

their students. See Appendix 6 for the survey questionnaire.  
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2.7 Backwash in the Australian setting 

         Research into the backwash effects of testing in Australia have further served as a 

reference point in the development of the current study. In addition to Burrows’ (2001) study, 

earlier discussed in Section 2.4, a study published by the Queensland Studies Authority (2009) 

attests to the presence of this educational phenomenon. This study reported that assessment and 

reporting have backwash effects on curriculum, influencing what is taught to students and how 

it is taught, and that these effects are particularly pronounced where teachers and schools 

operate in a regime of public accountability. The study examined evidence from three 

countries—namely, the United Kingdom, the United States of America, and Australia—about 

the effects of assessment regimes on student learning outcomes. The study expressed views on 

how to avoid unbalanced assessment regimes that have unintended negative effects on those 

outcomes. This study also suggested how national tests and teacher judgment can be used 

effectively to improve teaching and learning and provide meaningful data to policymakers. 

         A recent study by Comber et al. (2010) of mandated literacy assessment and its effects on 

teachers’ morale and student learning is also highly relevant to the current study since it 

addresses the impact of NAPLAN on schools, teachers and students. Comber et al. (2010) 

found that the impact of testing in Australia parallels trends in the United States and United 

Kingdom, with phenomena such as reduced curriculum, lowering of teacher morale, and the 

growth of businesses within Australia’s new testing industry becoming apparent. 

        A recent article by Ford (2012) examined the results from the most recent NAPLAN 

testing of Years 3, 5 and 9 of Indigenous and non-Indigenous students in the States and 

Territories, with particular reference to New South Wales and the Northern Territory. Ford 

reported that while there is an achievement gap between Indigenous and non-Indigenous 

students in all states, this gap is most pronounced in the Northern Territory, where it is fifty 
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percentage points or more in reading, writing and numeracy across all year levels. This finding 

further justifies the interest in conducting a backwash study in the Northern Territory.  

        Schwab (2012) and Lobascher (2011) have also discussed the impact of high-stakes 

testing in the Australian setting. Schwab focused on the notions of educational failure and risk 

as they apply to a cohort of young people and then laid out a critique of the application of high-

stakes tests, such as the NAPLAN, with particular reference to the educational disengagement 

of Indigenous youth. Schwab’s discussion of high-stakes testing, with respect to NAPLAN, 

reading achievement and accountability, is highly relevant to the current study. In particular, 

Schwab (2012, p. 13) speculated about the debatable consequence of high-stakes testing in the 

United States. He noted that considerable numbers of Americans express distrust about this 

type of testing due to the negative effects it generates. Thus, Schwab warns Australia to be 

cautious of high-stakes tests such as NAPLAN.   

         Lobascher (2011, p. 1), in writing about “the potential impacts of high-stakes testing on 

literacy education in Australia” draws on research from the United States and the United 

Kingdom.  He then specifies that high-stakes testing generates impact on the curriculum and 

pedagogy. He concludes that “the predominantly negative, unintended consequences of high-

stakes testing result from a failure to gain the support of teachers for the testing systems” (p. 1). 

2.8 Related studies and literature 

         Also important in this undertaking are the research findings and concepts focused on 

teachers’ perceptions about testing and their roles, responsibilities and decisions about 

classroom practice, assessment literacy and teacher professional development. There are 

several relevant assessment-related issues to consider. These include (i) “teaching to the test” 

versus teaching to the test items, and (ii) teaching to the content represented by the test and the 

appropriate test-preparation practices. These assisted the researcher in the detailed analysis of 

her data and findings. 
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2.8.1 The teachers’ perception about testing and their roles, responsibilities and decisions 

about classroom practice 

         In a study of the perceptions of middle school teachers about the implementation of 

content standards in Ohio, Nichols (2010) suggested that teachers' perceptions of their roles 

and responsibilities are made up of a compilation of ideas about the standards, testing, teacher 

beliefs, and practices and that, “regardless of these perceptions, teachers' decisions about 

classroom practice were purposeful (p. 4)”. In other words, teachers teach in a way they believe 

to be most likely to bring about desired results. Others have investigated teachers’ perceptions 

of assessment in various ways, Chester & Quilter in 1998  (as cited in Susuwele-Banda, 2005, 

p. 29) found that studying teachers’ perceptions of assessment is important in the sense that it 

provides an indication of how different forms of assessment are being used or misused, and 

what can be done to improve the situation.  

         Jones & Egley (2004) conducted a survey to find out how teachers perceived a high-

stakes testing program in Florida and to understand why teachers perceived the tests to be 

taking schools in the right or wrong direction. By categorising the teachers’ views of high-

stakes testing as positive and negative, Jones & Egley (2004) aimed to influence policy makers.  

         Further, a literature review by Lobascher (2011) reveals the potential impacts of high-

stakes testing on literacy education in Australia and challenges policy makers to take teachers’ 

perspectives and experiences into account. Similar findings and recommendations were also 

reported by several researchers (Koretz, 2002 and Lingard, 2010, as cited in Lobascher, 2011). 

These researchers suggest that policymakers need to collaborate with teachers in the design and 

evaluation of testing systems. Similarly, the aforementioned Queensland Studies Authority 

discussion paper calls for teachers to have greater involvement with processes of test design, as 

well as the subsequent distribution of the test data.  
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2.8.2 Assessment literacy and teacher professional development program 

          A number of studies have also pointed out that teachers’ assessment literacy and 

professional development must also be given attention. In fact, the Queensland Studies 

Authority (2009) report cited above suggested that teachers require professional development 

in designing and evaluating assessment in order for their involvement in the design and 

evaluation of testing systems to become productive.  

         McMillan (2007) contended that a “solid background” in assessment literacy enables 

teachers to better integrate teaching and testing and, as a result, make use of appropriate forms 

of teaching. It is believed that a teacher with better assessment efficiency can better stimulate 

student learning. Assessment literacy can be defined as the ability to understand, analyse, and 

apply information on student performance to improve instruction (Falsgraf,  2005 in Riazi & 

Razavipour, 2011). According to Popham (2002, p. 14) there are three reasons that today’s 

teachers need to know about assessment. Popham noted that “test results determine public 

perceptions of educational effectiveness; students’ assessment performances are increasingly 

seen as part of the teacher evaluation process; and test results are clarifiers of instructional 

intentions, assessment devices can improve instructional quality.” Further, Popham (2002) 

argued that test results should contribute to educational decisions.   

         Specifically, Popham (2002, p. 18) contended that from the teacher’s perspective, when 

tests serve as clarifiers of the teacher’s instructional intentions, the teacher can make better 

decisions about how to put together an instructional program that is likely to help students 

attain the instructional intentions represented by the assessment. This link between testing and 

teaching can be considered to generate beneficial backwash, primarily because teachers can 

provide more on-target and effective instruction.  

         However, Stiggins (2002, p. 5) suggested that assessment literacy continues to be given 

little or no attention in teacher professional development programs, despite its critical role in 
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educational programs. Some studies cited in Riazi and Razavipour (2011, p. 126), such as 

Eckhout, Davis, Mickelson, and Goodburn (2005), and Volante and Fazio (2007), have 

indicated that teachers generally have low assessment literacy. On the other hand, Mertler’s 

(2009) study found that the teachers’ assessment knowledge and their perceptions of the impact 

of classroom assessment professional development can be effectively enhanced after a two-

week classroom assessment workshop. All of these comments support the recommendations 

from the aforementioned report by the Queensland Studies Authority (2009), which concluded, 

among other recommendations, that schools, jurisdictions, universities and teachers themselves 

must all play some role and hold some accountability for making sure that teachers have 

adequate knowledge about assessment (p. 11).   

2.8.3 Other assessment-related issues 

         “Teaching to the test” and “appropriate test-preparation practices” are just two of the 

widely used expressions in assessment and backwash study. A brief discussion is presented 

below as they are found relevant in this study. 

           Gipps (1994) stated that high-stakes testing can indeed focus teaching on what is 

measured by the test. Madaus (cited by  Gipps, 1994, p. 35) has proposed that if important 

decisions are presumed to be related to test results, then teachers will teach to the test; teachers 

pay particular attention to the form of the questions on high-stakes tests and adjust their 

instruction accordingly. 

         It is important at this point to clarify the expression “teaching to the test”. Popham (2002, 

p. 313) stated that there are two distinctly different meanings that people employ when they use 

this phrase. First, they can mean that a teacher is directing instruction toward the knowledge, 

skills, or effective variables represented by the test, exemplifying good instruction. 

Alternatively, “teaching to the test” can describe teachers who direct their instruction 

specifically toward the actual items on the test. Popham (2002) argued that the terms “teaching 
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to the test’s items” or “teaching to the content represented by the test” should be used to 

indicate the negative practice in test preparation.   

         Further, Popham (2002, pp. 307-309) enumerated two guidelines which teachers can 

employ to ascertain the appropriateness of given test-preparation practices: First, the guideline 

of professional ethics means that teachers should avoid any unethical test-preparation 

practices (such as theft, cheating, and so on). Second, the guideline of educational 

defensibility, which means that teachers should not aim to get students to increase their tests 

scores without also aiming to get them to increase their level of the knowledge or skills which 

the test is setting out to reflect.  

         In fact, Popham (2002, pp. 310-311) proposed the use of the guideline which provides 

indicators to determine the appropriateness of the teachers’ test preparation practices. This 

guideline has been used in determining the test-preparation practices which were carried out 

by some of the respondents in this study; see Table 2 below. 

Table 2 

Popham’s (2002) Indicator of Appropriateness of Five-Test Preparation Practices 

 

Test-Preparation Practice 

Guideline Satisfied? 

Professional 

Ethics 

Educational 

Defensibility 

1. Previous-form preparation-provides special 

instruction and practice based directly on students’ 

use of previous form of the actual test.  

No No 

2. Current-form preparation-provides special 

instruction and practice based directly on students’ 

use of the form of the test currently being 

employed.  

No No 

3. Generalise [sic] test-taking preparation- provides 

special instruction that covers test-taking skills 

dealing with a variety of achievement –test formats.  

Yes Yes 

4. Same-format preparation- provide regular 

classroom instruction dealing directly with the 

content covered on the test, but employs only 

Yes No 
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practice items that embody the same format as 

items actually used on the test. 

5. Varied-format preparation-provides regular 

classroom instruction dealing directly with the 

content covered on the test, but employs practice 

items that represent a variety of test-item formats. 

Yes Yes 

2.9 Summary 

       The literature on the topics of NAPLAN testing and backwash generally, along with the 

related studies and literature pertaining to testing practices, teachers’ perceptions about testing, 

assessment literacy and other assessment-related issues have been helpful in assisting the 

researcher to develop and conduct this study.  

       Past research, both in Australia and internationally, has informed the current study with 

respect to the research subjects, instruments and methodology. In general, these studies 

revealed sources of data, different perspectives, and approaches which have guided the 

researcher in conducting her research; for example, Alderson (1993) and Wall’s (1993) 

hypotheses, along with Cheng’s (2005) sample questionnaire, served as a reference point in the 

development of the research instruments; while Hughes’ (1993); Burrows’ (2001), Watanabe’s 

(2004) models of backwash were utilised in the analysis of the occurrence of backwash effect. 

All in all, these have been useful in assisting the researcher to determine the answer to her 

queries and to present her final output.           
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CHAPTER 3 METHODOLOGY 

3.1 Research methods 

         A descriptive survey method was used to gather data on how teachers perceived the 

NAPLAN Reading testing and its effects on (i) their instructional decisions in class and (ii) the 

learning outcomes of their students. Key (1997, p. 1) states that “descriptive research is used to 

obtain information concerning the current status of the phenomena to describe ΄what exists΄ 

with respect to variables or conditions in a situation.”  Leedy (1993, p. 185) expands on this 

understanding by defining descriptive research as “a method of research that looks with intense 

accuracy at phenomena of the moment and describes precisely what the researcher sees.” Both 

the descriptive survey method and sample surveys incorporate systematic, standardised 

approaches to the collection of information on individuals, households, or larger organised 

entities through the questioning of systematically identified samples of individuals (Rossi, 

Wright, & Anderson, 1983, p. 1). Researchers “present a series of questions to willing 

participants; summarise their responses with percentages, frequency counts, or more 

sophisticated statistical indexes; and then draw inferences about a particular population from 

the responses of the sample” (see Oluwafemi, 2008; Selamat, 2010). This method was chosen 

because it promised to be a powerful way to gather detailed and precise data about a group of 

teachers’ perceptions of NAPLAN. 

         The decision to employ a survey is consistent with the methods used in a number of other 

research studies about backwash and standardised testing (see Herman & Golan, 1991; Lam, 

1994; Shohamy, 1992; Wesdorp, 1982 in Cheng, 2005). Cheng (2005, p. 66) notes that “these 

studies mainly draw on findings from teachers’ and/or students self-reported responses to 

questionnaires.” In the current study, the survey method was supplemented by the use of 

interviews and document analysis to facilitate validation of data through cross verification or 

cross-examination. Authors such as Bogdan and Biklen (2006) and Cheng (2005) refer to this 
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as triangulation, a technique where researchers hope to overcome the weakness or intrinsic 

biases and problems by considering multiple sources of data and methodologies. As a result, 

the researcher employed combined methods to assist her in generating credible and valid 

results.  

3.2 Research Subjects 

        The subjects of the study were Year 9 English teachers from a range of schools in Darwin. 

Initially, the researcher aimed the study only at teachers in government schools. However, 

when she found that participants were few she subsequently sought to expand the study to 

invite teachers from non-government schools.   

          Prior to her visits to potential schools, the researcher first sought clearance to conduct the 

study from the relevant governing bodies, such as the Northern Territory Government 

Department of Training and Education for the government schools and the Catholic Education 

Office and Christian Schools Secretariat for the non-government schools. Upon securing the 

necessary permit, the researcher met with the respective school heads/principals to convince 

them to allow their teachers to be part of her study. Five government schools and three non-

government schools agreed to take part in the study. From these schools, a total of thirty-three 

potential respondents were expected. In the event, however, only 17 teachers agreed to 

participate as respondents in the study, establishing a response rate of a little over 50 %. 

Thirteen of these Year 9 English teachers were from the government schools, while the other 

four were from the non-government schools. A pseudonym was given to each of the 

respondents to conceal their identity and maintain a high level of privacy and confidentiality. 

Likewise, the names of the respondents’ schools have been kept anonymous in this report of 

the study.  

         Year 9 English teachers in Darwin schools were of interest in this study because of the 

apparent challenges and pressures they face in relation to NAPLAN testing. A number of  these 
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teachers might have been among those who were teaching cohorts of students whose NAPLAN 

achievement in 2008-13 was either just above the National Minimum Standard in Reading or 

below it. These teachers are therefore confronted not only with the responsibility to meet the 

required Year 9 curriculum, but are also faced with the task of dealing with students who have 

literacy issues and reading difficulties, and must undertake the NAPLAN test. So it is 

interesting to know more about how this cohort of teachers in the Northern Territory perceives 

the growing demands of the current accountability testing.  

3.3 Instruments 

         To gather the data needed in this study, the researcher developed two instruments: the 

Survey Questionnaire and the Interview Guide. The survey questionnaire consisted of three 

parts. The first part consisted of questions relating to the subjects’ personal and school 

information. The second part consisted of a five-point Likert Response Scale, with questions 

addressing the participants’ perceptions of the NAPLAN Reading test and its effects on 

curriculum, teaching materials, methods of teaching and student learning.  The teachers were 

asked to indicate whether they “strongly agree,” “tend to agree,” “tend to disagree,”  “strongly 

disagree,” or “don’t know,” as a way of indicating the intensity of their response. The 

responses were then coded, such as  “strongly agree” response was coded 5,  “tend to agree ” 

was coded 4, “tend to disagree” was coded 3, “ strongly disagree” was coded 2, and the “don’t 

know ” response was coded 1. If the statement is negative, 5 was the code for “strongly 

disagree” statement, 4 for “tend to agree”, 3 for “tend to disagree”, 2 for “strongly agree” and 1 

for “don’t know” response. The response of “user-missing” was added and coded 0 when no 

response was obtained. This was added as part of the missing value analysis to help address 

several concerns caused by incomplete data; see Table of Frequency of Response to Survey 

Questions, i.e. Tables 8-9. 
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         The third part of the survey questionnaire presented five sets of two to three open-ended 

questions. These allowed for the subjects’ candid comments and allowed the researcher to 

cross-check the data gathered from the Likert Response Scale Survey. 

         For interviews, a semi-structured interview guide
8
 was used to gather qualitative data 

about the interpretations, perceptions, and experiences of respondents, thus allowing for a 

richer data set overall. The interview guide specified topics to be addressed and the wording of 

the questions, but also allowed the interviewer the flexibility of adding other relevant questions 

at the time of the interview. 

3.3.1 Evaluation, Pilot Testing and Revision of the Survey Instruments 

        The research instruments passed through peer and expert evaluation. The survey 

questionnaire was pilot tested and checked for comprehension, clarity, ambiguity and difficulty 

(Punch, 2003). The pilot testing was conducted in two stages, as described in the following 

subsections. The pilot testing results were then used to finalise the survey questionnaire. 

Unsatisfactory items were modified, replaced or deleted. The detailed proceedings in each 

phase were as follows. 

3.3.1.1 Expert Evaluation 

         The first stage of the pilot testing was with a small group of respondents composed of 

experts who evaluated the instruments to mainly improve clarity, remove ambiguity, confirm 

interpretations and check that respondents can easily answer the questions. Expert evaluation of 

the survey questionnaire and interview guide was carried out prior to the actual survey. Among 

the experts invited to evaluate the research instruments were a number of university lecturers 

and researchers, including research supervisors and former middle school teachers. A checklist 

was provided to ask for the evaluators’ feedback
9
.  

                                                           
8
 The Interview Guide in Appendix 3 outlines the steps and questions in the conduct of the interview phase. 

9
 See Appendix 4 Evaluation Checklist. 
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3.3.1.2 Content Evaluation 

         For the content evaluation, the researcher conducted the second stage of the pilot testing 

with a total of 14 out of 16 invited respondents or a response rate of over 87% from two 

government and two non-government middle high schools in Darwin. Some former middle 

school teachers presently teaching at Charles Darwin University also took part in this stage. 

With this group of evaluators, the distribution of item responses and inter-item relationships 

were investigated. To further measure the internal consistency and reliability of items in the 

Likert Response Survey, the researcher relied on Cronbach Alpha using SPSS.           

         The researcher considered the responses of 14 respondents in this stage as a basis for 

undertaking a high-precision pilot study. This was done using the formula for single calculation 

of sample size for single Cronbach Alpha 
10

 Analysis (see Chang, 2011).  Table 3 showed the 

final computation which revealed that 14 respondents are required to enable to interpret with 

confidence, efficiency and precision the internal consistency reliability of items in the Likert 

Response survey with the specified conditions. 

Table 3 

Testing Significance of a Single Cronbach Alpha Single Calculation: Sample Size 

Probability Type I Error 0.05 

Power 0.8 

Number of items 63 

Cronbach Alpha required 0.7 testing 

Null Hypothesis against Alpha of 0.0 

Delta 3.3333  

Sample size required  14 

         The completed Likert Response surveys of the 14 respondents were then analysed. The 

final SPSS analysis revealed that the pilot tested Likert Response survey indicated an internal 

consistency reliability coefficient of 0.90 for items 1 to 30, 0.83 for items 31 to 53 and 0.845 

for items 54 to 63 of the Survey Questionnaire (see Appendix 5 Results of the Cronbach Alpha 

                                                           
10 Procedure can be accessed from http://www.stattools.net/SSiz1Alpha_Pgm.php. 
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Analysis). These indicated that all items in the three groups/clusters agreed with one another, 

and that the survey was an effective instrument for the purposes of this study.  Further, this 

showed that the survey questionnaire could produce stable responses and the questions “could 

be consistently and straightforwardly answered using the response scales and alternatives 

(Punch, 2003, p. 42).” 

3.4 Data-Gathering Procedures and Data Analysis 

         The data-gathering techniques employed in the study were a survey, interviews and 

document analysis. The final version of the survey questionnaire
11

 was distributed to five 

government schools and three non-government schools, together with the particular ethics 

clearances, i.e. Northern Territory Government Department of Training and Education Ethics 

Clearance and Charles Darwin University Human Research Ethics Approval Letter, plain 

language statement, consent forms for the survey and interview, and the reply paid envelope to 

the actual survey sites on June 1, 2010. Teachers were asked to respond to the questionnaire 

within two weeks and were given the option of leaving the questionnaires at the school office 

for the researcher to pick up, or return their responses through the post.  

        The interview participants were initially self-selected by voluntarily accepting the 

invitation to be interviewed. Three respondents accepted the invitation to be interviewed. 

However, ultimately only two respondents were actually interviewed as the other one was 

unwell at the time of the interview dates. The interviews were audio-recorded using a digital 

recorder, and subsequently transcribed and then analysed. 

         Samples of school documents like the school’s reading program, curriculum guides, 

lesson plans, textbooks, sample student tests, and the like were requested for analysis. These 

documents were used to help enrich the information provided by the subjects’ survey and 

                                                           
11 See Appendix 6 Validated Survey Questionnaire and Appendix 7 Plain Language Statements/Consent 

Forms.  
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interview responses. These documents were used as part of the validation of data through cross 

verification or the triangulation process (see Bogdan & Biklen, 2006; Cheng, 2005). An 

additional document, such as a schools’ curriculum guide was used to counter-check details, 

like the switching of set of subjects from Term 2 to the recent term to accommodate the 

NAPLAN testing contents.  

          For the data analysis, particularly survey questionnaire data, simple descriptive statistics 

including mean, median, and mode were used. Averages and central tendencies were 

calculated. Similarly, individuals’ responses to the open-ended survey and interview questions 

were summarised to identify the typical, central or most frequent responses. These statistics 

served as the basis for the final comparative and contrastive case analysis of the respondents’ 

perceptions about the backwash effects of NAPLAN Reading testing. Several tables and a 

graph were created to provide visual representations of the results and to assist in the 

interpretation of the findings. These results were presented in Chapter 5. 

3.5 Methodological Limitations 

       Although the descriptive survey method seemed to aptly facilitate the systematic collection 

of information necessary to answer the study’s research questions, there were also some 

inherent limitations; namely, a small number of respondents, and some difficulty in the pilot 

testing phase.  

 3.5.1 Few research respondents  

       While the researcher could not predict at the outset how many respondents she would 

have, she had not anticipated the low number of respondents in the sample group.  This could 

first be attributed to the fact that there were just a small number of schools in Darwin which 

she could specifically invite for her study. And then, from this limited number of schools, a 

further difficulty arose in convincing the respective school leaders to accept the invitation and 

allow their teachers to be part of the study. One reason for this is the fact that school heads and 

49



these teachers consider themselves already to be overly busy. Another reason may have been a 

perception amongst the potential respondents that the theme or focus of the study was 

controversial. It may be that the schools that turned down the invitation to participate in this 

research were reluctant to accept the invitation because of the contentious issues relating to 

NAPLAN. Finally, anecdotally, this researcher’s conversations with other local researchers 

suggest that schools are also generally reluctant to be involved in research projects because 

they do not necessarily see the research as being immediately beneficial to their staff or 

students. Given the ever increasing administrative loads of teachers, principals often take it 

upon themselves to act as a “filter” for their teachers, and to minimise the information, requests 

for help, and other communications that come from outside of the school, to allow their 

teachers to “get on with the job of teaching” as much as possible. 

3.5.2 Difficulty in the pilot testing phase 

         In order to gather data for the study, the researcher developed two instruments, namely, 

the Survey Questionnaire and the Interview Guide. Because of these new instruments, pilot 

testing was then necessary and required a large amount of effort and time, but did result in 

satisfactory research instruments. The researcher considered the responses of 14 respondents at 

this stage of the research to undertake a high-precision pilot study (detail discussion on Section 

3.3.1.2). As a result, the researcher once again had the same difficulty in searching for and 

inviting possible respondents for the pilot testing.  

         It would have been more satisfactory to have had a larger set of respondents not only in 

the pilot testing but also in the actual survey phase. The few research respondents might be that 

unfavourable. However, the 17 final responses still provided enough material for analysis, and, 

together with the open-ended responses, gave a well-rounded set of data about teachers’ 

perceptions. 
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CHAPTER 4 FINDINGS 

        In this chapter, the findings from the survey and interviews with Year 9 English teachers 

are presented. The document analysis is also discussed. The findings from the three-part survey 

questionnaire are presented first, including the demographic information, the results based on 

the five-point Likert Response scale, and the written response to the open-ended questions. 

This is followed by a presentation of the results from the interviews and the document analysis. 

Finally, a summary of the findings is presented.  

4.1 Demographic 

        This first section of the survey questionnaire addressed the background demographic 

information of the 17 survey respondents. An asymmetrical cluster of respondents’ type of 

school affiliation, age and gender was determined. Most of the respondents worked at 

government schools, with only four working at non-government schools. The demographic of 

the respondents was a relatively ageing one: a little over half of the respondents were over 40 

years of age, with the others being fairly evenly distributed among the 20-25, 26-30 and 31-40 

age ranges. There was a similarly uneven distribution of respondents’ academic qualifications, 

membership of professional associations, years of teaching and experience in teaching and 

preparing Year 9 class taking NAPLAN. Fourteen respondents were either graduates of a 

Bachelor of Education (BED) or Graduate Certificate in Education (GCE) course. One of the 

respondents held an Advanced Diploma in Education and two of the respondents had Master of 

Arts degrees. Eleven of the respondents were members of a professional association, naming a 

total of 21 professional associations in their responses. The most popular one was the English 

Teachers’ Association Northern Territory (ETANT), to which five (or nearly one third) of the 

respondents belonged.  

        The number of years that respondents had taught was more or less evenly distributed 

among the respondents. That is, there were five respondents (about a third) with five years or 
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less of teaching experience and the same number with more than 15 years of teaching 

experience. Of the other seven respondents, four had six to ten years’ experience while the 

other three respondents had taught for 11-15 years. In relation specifically to the teaching of 

English/Reading, eight respondents indicated that they had been teaching English/Reading for 

five years or less, but only five of these eight indicated that they had been teaching Year 9 

English/Reading to classes taking the NAPLAN Reading test. On the other hand, the other 12 

respondents, who had been teaching English for six to 14 years, revealed that they had just 

taught Year 9 English/Reading only one to three times to classes sitting for the NAPLAN 

Reading test. This is an indication of the different levels of teaching experience and the 

respondents’ varying familiarity with the NAPLAN Reading testing. Table 4 below 

summarises the Year 9 teachers’ demographic information. 

Table 4 

Year 9 English teachers demographic information 

Items Variables n 

School sectors  Government school 13 

Non-government school 4 

Gender Female 15 

Male 2 

Age Range  20-25 2 

26-30 3 

31-40 2 

40< 10 

Academic qualifications Bachelor of Education 7 

Graduate Certificate in 

Education 

7 

Advance Diploma in Education 1 

Master of Arts 2 
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Professional association Member 11 

Non-member 6 

Years of teaching 5 > 5 

6-10 4 

11-15 3 

15< 5 

Years of teaching Reading  5 > 8 

6-10 3 

11-15 2 

15< 4 

Years of teaching Year 9 class 

taking NAPLAN test 

1 6 

2 3 

3 3 

4 5 

         The respondents indicated that they mostly taught groups of mixed ability containing few 

Indigenous students. Only one respondent indicated that she handled a class with 51% or more 

Indigenous students. Most of the schools have a Reading program but it was not strictly 

pursued. Seven respondents indicated they were required to use prescribed textbooks and 

references in English classes, while six respondents stated they were not required to do so. Four 

of the respondents replied either “somewhat” or “not applicable” when asked about the use of 

the prescribed textbooks. The overall response to the question of whether teachers were obliged 

by their schools to complete the content of the prescribed textbooks in their English class 

varied; see the details in Tables 5 on the next page. 
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Table 5 

Response to Survey Question Part I Item 12  

Need to Finish All the Contents of the Prescribed Text 

 

 

 

 

          
         All in all, the demographic information gathered via the survey questionnaires was 

unevenly clustered, with respect to type of school affiliation, age, gender, academic 

qualifications, professional associations, years of teaching and experience in teaching and 

preparing Year 9 class taking NAPLAN, indicating the diversity of the teachers involved in the 

study. 

         However, it was notable that teachers indicated a symmetrical cluster of responses to the 

survey questions (Part 1 Items 13 to 20) about NAPLAN testing. Most of the teachers thought 

they had a good orientation to NAPLAN testing and the content of the NAPLAN Reading test. 

Specifically, in answer to the question of how teachers are informed about NAPLAN, 13 of the 

respondents stated that their schools gave them enough orientation and background information 

about NAPLAN testing. Further, the respondents also indicated that they drew most 

information from the Department of Education. Documents commonly accessed by the 

respondents were the DET NAPLAN Information Packages, Team 1 Information, and lists of 

suggestions on how to prepare students for the NAPLAN Reading test. This “Information for 

Schools” contains resources to support the entire NAPLAN process, including preparation 

materials, past tests, writing materials and administration information (Northern Territory 

Government, 2009).  

Responses Number of Responses Per cent 

Yes 6 35.3 
No 6 35.3 
Somewhat 2 11.8 
Not sure 2 11.8 

Not applicable 1 5.9 
Total 17 100.0 
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         With respect to the NAPLAN Information Package from the Department of Education 

and Training, Table 6 lists the components intended to assist in the conduct of NAPLAN 

testing and shows the level of familiarity of the respondents with the said components. Sixteen 

respondents were most familiar with the Persuasive Writing Information Package and 

NAPLAN Test and Practice Tests.    

Table 6 

Response to Survey Question Part I Item 13  

Familiarity with DET NAPLAN Information Package 

 

      Further, the respondents also indicated that they were familiar with the NAPLAN Team 1 

Information that the Department of Education provides to orient them about NAPLAN. The 

level of familiarity of the respondents with the details on the NAPLAN Team 1 Information is 

ranked as follows:  

Table 7 

Response to Survey Question Part I Item 14 

Familiarity with NAPLAN Team 1 Information  

Rank NAPLAN Team  1 Information 

1
st
 Persuasive Writing Test Information 

2
nd

 Reading Convention Test Information 

3
rd

 Language Convention Test Information 

4
th

 NAPLAN Overview Test Schedule 

5
th

 Numeracy Test Information Application Form 

6th Key Messages 

7th Student Registration & Participation Website 

User Manual & Information Sheet 

8th 10 Hot Tips for Principals 

          

Components of the DET NAPLAN Information 

Package 

No. of 

Responses 
Per cent 

Persuasive Writing Information Package 16 19.5 

NAPLAN Tests and Practice Tests 16 19.5 

Test Preparation Materials 15 18.3 

Reporting and Analysing Achievement Data 10 12.2 

School Information Sessions 13 15.9 

Administration and Test Instruction Handbooks 12 14.6 

Total 17 100.0 
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        Ten respondents specified that they were very familiar with the content of the NAPLAN 

Reading test, while six affirmed that they were somewhat familiar with it. Moreover, 12 

respondents stated that their school leadership required them to prepare their students for the 

NAPLAN Reading test while 11 respondents considered that the students’ parents expected 

teachers to assist their children to perform well on it. In particular, the respondents ranked the 

resources that they often used to prepare their students for the NAPLAN Reading test. Sixteen 

respondents utilised DET’s NAPLAN tests and practice tests, four respondents indicated that 

they used MAP tests from 2004 to 2007, while four respondents also indicated that they either 

used their own prepared items or available classroom materials. In fact, one respondent 

commented that she generated her own practice comprehension and stimulus writing tasks. In 

contrast, one teacher commented that she continued with the usual novel reading and 

comprehension questions within the context of her everyday teaching. From these responses, it 

was evident that majority of the teachers conduct NAPLAN test-preparation practices which 

were classified to have ranged from less appropriate (for conducting Same-format preparation), 

inappropriate (for conducting Previous-form preparation) to most appropriate (for conducting 

Generalised-test taking preparation) test-preparation practice (based on Popham’s (2002) 

Indicator of Appropriateness of Five-Test Preparation Practices, see Section 2.8). 

         To sum up, the following are the important findings relating to the first section of the 

questionnaire:   

         The diversity of respondents’ backgrounds (i.e. type of school affiliation, age, gender, 

academic qualifications, professional associations, years of teaching and experience in teaching 

and preparing Year 9 classes taking NAPLAN) suggested a strong potential that the 

respondents would hold varied beliefs, attitudes, and knowledge about NAPLAN testing and its 

effects. It was apparent though that the majority of the teachers were informed about 

NAPLAN. They drew most of their information from the Department of Education and from 
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their schools’ initiatives. They paid attention to the Department’s resources and information 

relating to the NAPLAN tests and the NAPLAN process. They were mostly familiar with 

DET’s NAPLAN tests and practice materials and suggestions on how to prepare students for 

the NAPLAN Reading test, but some teachers preferred to use their own prepared practice 

materials and to conduct regular reading classes as their way of preparing students for the 

NAPLAN test. Finally, teachers stated that the demand and expectation to prepare students for 

the NAPLAN Reading test came from the school leaders and the students’ parents.          

4.2 Likert Response Scale Results 

          The second part of the survey questionnaire required the teachers to respond to questions 

using a five-point Likert Response Scale. The teachers were asked to indicate whether they 

“strongly agree,” “tend to agree,” “tend to disagree,” “strongly disagree,” or  “don’t know,” as 

a way of signifying their perceptions and the intensity of their response to the forty-four items 

under the three main parts of the Likert Response Scale survey. The following sections address 

the teachers’ responses to Part II A of the questionnaire. This dealt with teachers’ perceptions 

of the NAPLAN Reading test (Section 4.2.1), the ability of NAPLAN to accurately assess 

students’ reading abilities (Section 4.2.2), and the potential of NAPLAN to enhance student 

learning (Section 4.2.3). Part II B of the questionnaire considered the teachers’ perceptions of 

how NAPLAN affects them and their instructional decisions in class (Section 4.2.4.). Part II C 

explored how teachers identify their views on NAPLAN (Section 4.2.5). 

4.2.1 Results from Part II A of the Likert Response Scale: The teachers’ perceptions of 

the NAPLAN Reading test  

         Part II A Items 1 to 7 of the Likert Response Scale addressed the teachers’ perceptions of 

the NAPLAN Reading Test. Ten respondents positively recognised the National Assessment 

Program Literacy and Numeracy (NAPLAN) Reading Test as a credible national external 

assessment. Specifically, eight respondents indicated that they “tended to” agree while two 
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indicated that they “strongly” agreed that NAPLAN Reading is a credible national external 

assessment. See Table 8 below. 

Table 8 

Response  to Survey Question Part II A Item 1 

NAPLAN Reading Is A Credible National External Assessment. 

 

 

 
 

 

 

           

        Further, this largely positive perception of the NAPLAN Reading test is confirmed by the 

respondents’ negative response to survey question Part II A Item 3, which proposed that the 

NAPLAN Reading test is an unreliable national assessment. Eleven of the respondents 

indicated that they either “tended to” disagree, or “strongly” disagreed with the given 

statement. 

       Table 9 (next page) shows that almost half of the respondents “tended to” agree that the 

NAPLAN Reading test is a recognised national system for assessing student achievement. This 

is consistent with their responses to the previous statement that the NAPLAN Reading test is a 

credible national external assessment. 

 

 

 

 

 

 

 

Response Frequency Per cent 

Valid SD 3 17.6 

TD 3 17.6 

TA 8 47.1 

SA 2 11.8 

Missing UM 1 5.9 

Total 17 100.0 

Legend:       TA-Tend to Agree    TD-Tend to Disagree 

    SA-Strongly Agree        SD-Strongly Agree    UM-User Missing=No Reply 

6 (35%) 

DISAGREE 
 

10 

(59%

) 

10 (59%) 

AGREE 
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Table 9 

Response to Survey Question Part II A Item 7  

NAPLAN Reading Test Is A Recognised National System For Assessing Student Achievement. 

 
 

 

 

       

         

        Finally, ten respondents either “strongly” believed or “tended to” believe that the 

NAPLAN Reading Test is a high-stakes test while just five respondents either “tended to” 

disagree or “strongly” disagreed with the statement. One respondent neither “agreed” nor 

“disagreed” with the statement. On the other hand, in response to the survey question Part A 

Item 6, addressing the question of whether NAPLAN is just another fad, seven said that they 

“tended to” disagree. It was evident that there was some variation in the respondents’ beliefs, 

although the majority believed that NAPLAN was more than just a temporary trend. This 

finding suggests that more than half of the teachers believe NAPLAN to be a serious 

assessment program and not just a temporary trend.   

4.2.2 Results from Part II A of the Likert Response Scale: The teachers’ perceptions of 

the NAPLAN Reading test in relation to its ability to accurately assess students’ reading 

abilities 

         Items 2 and 4 in Part II A addressed the question of how the Year 9 English teachers in 

selected urban government and non-government schools in Darwin thought of the NAPLAN 

Reading Test in relation to its ability to accurately assess students’ reading abilities. Eight 

respondents “tended to” agree that the NAPLAN Reading test accurately assesses students’ 

Response Frequency Per cent 

Valid SD 2 11.8 

TD 3 17.6 

TA 9 52.9 

SA 2 11.8 

Missing UM 1 94.1 

Total 17 100.0 

Legend:       TA-Tend to Agree    TD-Tend to Disagree 

    SA-Strongly Agree        SD-Strongly Agree    UM-User Missing=No Reply 
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reading abilities. Table 10 shows the frequency of responses for survey question Part II A Item 

2 – NAPLAN Reading test accurately assesses students’ reading abilities. 

Table 10 

Response to Survey Question Part II A Item 2  

NAPLAN Reading Test Accurately Assesses Students' Reading Abilities. 

 

 

               

           

            

       Comparatively, Table 11 shows that the respondents’ replies to survey question Part II A 

Item 2 align with their responses to survey question Part II A Item 4, which proposed that the 

NAPLAN Reading test inaccurately assesses students’ reading abilities. Eight of the 

respondents “tended to” disagree and therefore corroborated their earlier response that the 

NAPLAN Reading test accurately assesses students’ reading abilities. 

Table 11 

Response to Survey Question Part II A Item 4 

NAPLAN Reading Test Inaccurately Assesses Students' Reading Abilities. 

 

 

 

 

 

Response Frequency Per cent 

Valid DK 1 5.9 

SD 2 11.8 

TD 5 29.4 

TA 8 47.1 

Missing UM 1 5.9 

Total 17 100.0 

Legend:       TA-Tend to Agree    TD-Tend to Disagree 

    SA-Strongly Agree        SD-Strongly Agree    UM-User Missing=No Reply 

Response Frequency Per cent 

Valid SA 2 11.8 

TA 5 29.4 

TD 8 47.1 

SD 1 5.9 

Missing UM 1 5.9 

Total 17 100.0 

Legend:       TA-Tend to Agree    TD-Tend to Disagree 

    SA-Strongly Agree        SD-Strongly Agree    UM-User Missing=No Reply 
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4.2.3 Results from Part II A of the Likert Response Scale: The teachers’ perceptions of 

the NAPLAN Reading test in relation to its potential to enhance students’ learning 

     For the most part, respondents indicated that they did not believe the NAPLAN reading test 

directly motivated their students. Eight respondents “strongly disagreed” with the three-survey 

items, survey question Part II A Items 8, 9 and 10 which focused on the respondents’ views of 

whether the NAPLAN Reading test motivates the students either to work harder to have a sense 

of accomplishment, or to work harder and enhance learning, and/or to work harder to have a 

sense of accomplishment and enhanced learning.  

        As shown in Table 12, nine respondents perceived that NAPLAN Reading test did not 

enhance student learning. Three respondents “strongly” disagreed that NAPLAN Reading test 

enhances student learning and six “tended to” disagree with the given view. Table 12 also 

shows that seven respondents tended to agree with the perception that the NAPLAN Reading 

test influenced student learning in a positive way.  

Table 12 

Response to Survey Question Part II A Item 13 

NAPLAN Reading Test Enhances Student Learning. 

 

 

         

 

 

 

 

 

 

        Finally, Table 13 shows that 11 respondents agreed that the NAPLAN Reading test 

presents a distorted view of students’ learning. 

 

 

Response Frequency Per cent 

Valid SD 3 17.6 

TD 6 35.3 

TA 7 41.2 

Missing UM 1 5.9 

Total 17 100.0 

Legend:       TA-Tend to Agree    TD-Tend to Disagree 

    SA-Strongly Agree        SD-Strongly Agree    UM-User Missing=No Reply 

9 (53%) 

DISAGREE 

7 (41%) 

AGREE 
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Table 13 

Response to Survey Question Part II A Item 15 

NAPLAN Reading Test Presents A Distorted View Of Students' Learning. 

 

 

 

 

 

 

4.2.4 Results from Part II B of the Likert Response Scale: The teachers’ perceptions of 

how NAPLAN affects them and their instructional decisions in class 

         The survey questions Part B Items 23 to 37 addressed the teachers’ perceptions of the 

impact of the NAPLAN Reading test on the classroom, with particular reference to the 

curriculum, teaching methods, and student learning and achievement in NAPLAN. All 

respondents indicated that they prepared their students for the NAPLAN Reading test. Survey 

Question Part II B Item 23 result showed that 11 respondents spent time preparing their 

students for NAPLAN test. As Table 14, shows ten respondents suggested that they disrupted 

the curriculum program in order to prepare their students for the NAPLAN test. 

 

 

 

 

 

 

 

Response Frequency Per cent 

Valid SA 3 17.6 

TA 8 47.1 

TD 3 17.6 

SD 1 5.9 

DK 2 11.8 

Total 17 100.0 

Legend: TA-Tend to Agree TD-Tend to Disagree 

SA-Strongly Agree SD-Strongly Agree DK-Don’t Know 

11 (64%) 

AGREE 

4 (24%) 

DISAGREE 

62



Table 14 

Response to Survey Question Part II B Item 26 

Disrupt The Curriculum Program In Order To Prepare Students For The NAPLAN. 

 

     

         

 

          Further, Survey  Question Part II B Items 27 revealed that 11 respondents claimed that 

they felt pressured to prepare their students to achieve well in the NAPLAN test, and they 

therefore adjusted their teaching and assessment in light of NAPLAN. Survey Question Part II 

B Item 25 showed that 14 respondents affirmed that they had made changes to their teaching 

because of NAPLAN. The result in Survey Question Part II B Item 32 showed that ten, or more 

than half of the respondents, disclosed that they provide special preparation or special activities 

to prepare their students for the NAPLAN test. Among the tasks which they prefer and carry 

out most are: conducting test preparation activities, providing sample and commercially 

produced NAPLAN materials for practice, and teaching to the test by presenting materials 

which are similar with the NAPLAN test format. Figure 7 (next page) summarises these 

responses. 

Response Frequency Per cent 

Valid SA 4 23.5 

TA 6 35.3 

TD 6 35.3 

SA 1 5.9 

    

Total 17 100.0 

Legend:       TA-Tend to Agree    TD-Tend to Disagree 

    SA-Strongly Agree        SD-Strongly Agree    UM-User Missing=No Reply 

10 (58.8%) 

AGREE 
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Figure 7 Response to Survey Question Part II B Items 24, 34, 35 and 36: Special preparation 

activities preferred and carried out to prepare students for the NAPLAN Reading Test 

          In general, the respondents indicated that they used NAPLAN preparation to enhance 

student learning, and they did not use NAPLAN preparation primarily to enhance the students’ 

achievement on the NAPLAN test.        

4.2.5 Results from Part II C of the Likert Response Scale: How teachers identify their 

views on NAPLAN 

          Finally, Part II C Items 38 to 44 addressed the perceptions of the Year 9 teachers of 

NAPLAN testing. Most of the respondents were inclined to agree that teachers’ views about 

NAPLAN were valuable, worth considering and should be evaluated. More than half stated that 

they “tended to” agree or “strongly” agreed that their views and opinions can affect the 

performance of their students in NAPLAN test. Seven respondents revealed that they “tended 

to” agree that the teachers’ views and opinions are essential to assess the impact of NAPLAN 

testing while 11 respondents stated the teachers’ view and opinions could be utilised as 

evidence to assist and develop policies, standards and actions regarding student assessment and 

a national assessment program.  

0 2 4 6 8 10 12 14 

Item 24 Use commercially produced 

materials to help prepare my students 

for the NAPLAN test. 

Item 34 Teach to the test by using 

materials that mimic the NAPLAN 

format. 

Item 35 Conduct test preparation 

aimed at boosting the confidence of 

students to take the test. 

Item 36 Get students practice with a 

sample NAPLAN test. 

No of Respondents 

No of Respondents 
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4.3 Responses to the open-ended questions  

          Additional data were collected from the third section of the survey questionnaire. Five 

sets of open-ended questions at the end of the Likert Response Scale Survey were given. This 

section aimed to encourage teachers to give comments and candid responses. Results from this 

section are as follows. 

4.3.1 Open-ended Questions 1 

         Diverse views about the NAPLAN Reading test were noted from the teachers’ written 

replies to the Open-ended Question 1.1, “What do you think about the NAPLAN Reading 

test?” Several positive comments were elicited from the respondents. For example, respondents 

indicated that the Reading test provided them with good data about their students, that it was a 

well-constructed test which is interesting for students, and that it provided them with a way of 

comparing their students with other students at a national level. Box 1 below presents the 

teachers’ unedited comments in response to Open-ended Question 1.1 that asked the 

respondents for their general view of NAPLAN. 

Box 1 

Teachers’ Positive Comments to the question: What do you think about the NAPLAN Reading 

test? 

I thought the Reading Test was interesting and exciting. The students in my top English 

class thought it was EASY, FUN and one student said it was boring. 

Provides good data which can inform teaching learning cycles. Gives a good benchmark 

from which further diagnostic/interaction can be directed 

Worthwhile natural extension of curriculum normally undertaken. Only opportunity to 

rank kids nationally often confirms. 

Good variety of styles of texts. 

There are definite strengths as the results often indicate what I find in my own assessment 

of the students activities. 

It is an interesting idea, it is good for data and the collection of standards. 

Good but the answers, questions are short – need more questions 
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           Conversely, some respondents commented negatively, putting forward the view that 

NAPLAN, like any test, is not always valid and is often inaccurate; they felt that as a snap shot, 

one-day assessment, it was too hard for some students and it does not adequately reflect 

students’ ability. Box 2 shows the negative unedited comments for Open-ended Question 1.1, 

“What do you think about the NAPLAN Reading test?” 

Box 2  

Teachers’ Negative Comments to the question: What do you think about the NAPLAN Reading 

test? 

Hard for many especially ESL background who require time 

This year there were no spare copies with which to peruse.  

Not valued by the students as much as it is by the parents and education department 

Is useful but may be ethnocentric at times.  

However, it needs to be more spontaneous in terms of dates it is too easy to teach 

specifically to NAPLAN  whereby the results will be skewed 

I don’t think that any test is a valid assessment – it’s a snap shot of one hour on one day. 

The reading test was too hard for most of my students. 

          The respondents’ answers to Open-ended Question 1.2, “Do you think your colleagues’ 

views about NAPLAN are the same as yours?” revealed that there were four respondents who 

considered that their views of NAPLAN diverge from those of their colleagues. On the whole, 

these four respondents had positive views about NAPLAN, and considered their colleagues’ 

views to be more negative. Three of the respondents agreed with what they perceived as the 

negative views of their colleagues. For example, they stated that they thought their colleagues 

saw NAPLAN as a waste of money, that it causes interruption to term activities and that it can 

potentially generate a negative impact on these activities. Box 3 below presents the 

respondents’ unedited negative replies for Open-ended Question 1.2, “Do you think your 

colleagues’ views about NAPLAN are the same as yours?” 
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Box 3  

Perceived Views of their Colleagues about NAPLAN Reading Test 

No, most feel it is a waste of MONEY 

No. Not many use the RAAD data to inform teaching. There is no school wide data 

driven policy. 

             Some colleagues are not NAPLAN “fans” and do not value NAPLAN / TESTS and are 

suspicious of the potential for a negative NAPLAN impact on their status as teachers?? 

Some seem to find it a pain as it interrupts the term. I think the school needs to cater for 

it in their programming 

Same. Lots of negative talk about use of test results but I doubt testing itself is an issue. 

Yes, because NAPLAN tests are subjective, do not cater for individual needs –  

especially of students in the Territory. 

Similar. We teach to the test and alter our program to suit genre of writing task.   

No, but I feel that it can detract from interest based English teaching and literature 

studies that engaged students. 

I can’t see how testing what we’re meant to teach makes any real difference. I suspect 

school culture – value placed on whole child makes a difference here 

         Also evident in Box 3 were the other respondents’ replies to Open-ended Question 1.2, 

“Do you think your colleagues’ views about NAPLAN are the same as yours?” These 

respondents all had a negative view of NAPLAN, which they believed were the same as their 

colleagues. They expressed the view that NAPLAN tests are subjective and do not cater for 

individual differences. They also perceived that NAPLAN causes them to change their teaching 

and learning programs and that NAPLAN testing results in negative talk.  

         Another group of respondents expressed ambivalence by indicating that they were not 

sure or they had no idea whether their views about NAPLAN were similar to those of other 

teachers. They stated that they have either accepted that teachers have varied views, or they are 

too busy to ask and find out. Below are the respondents’ neutral unedited replies for Open-

ended Question 1.3, “Are teachers’ views of NAPLAN Reading test similar or different?”  
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Box 4 

Perceived Neutral Views of their Collogues about NAPLAN Reading Test 

I think many teachers see flaws and positives in NAPLAN. 

Not sure! No idea 

Who knows, we all find it annoying but all have different views regarding the actual 

relevance. 

I don’t have time to ask them. I am too busy administering tests plus doing my usual 

workload. 

        

       When asked to list some positive and negative aspects of the NAPLAN Reading test, many 

of the respondents added positive comments to support their earlier positive view about 

NAPLAN. See Box 5 (next page) for the unedited comments for Open-ended Question 1.4, 

“What are the positive aspects of NAPLAN Reading test?” 

 Box 5 

 Perceived Positive Aspects of the NAPLAN Reading Test 

 It provides teachers, students and parents with information about their progress but it 

is just one test. 

Good diagnostic tool for teachers (one of many). Brings to fore concerns not 

previously addressed.  

Give focus to activities. Help kids realise they are in a large pool. Gives credit to kids 

with this strength. Helps. 

No real negatives except that lots of kids finish fast  

     Gives national standard. 

         

       However, teachers also expressed some more negative views of NAPLAN. Some teachers 

noted, for example, that NAPLAN puts pressure on students who already take too many tests; 

and it has a negative impact on students’ self-esteem.  See Box 6 below for the unedited 

comments for Open-ended Question 1, “What are the negative aspects of NAPLAN Reading 

test?” 
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Box 6  

Perceived Negative Aspects of NAPLAN Reading Test 

        

4.3.2 Open-ended Question 2 

         In responding to Open-ended Question 2.1, “Does NAPLAN testing put extra pressure on 

you?” eight respondents indicated that they feel pressured by NAPLAN testing. Teachers felt 

that the NAPLAN test in general put pressure not only on teachers but also on the students and 

parents; NAPLAN also took time away from real teaching and learning. The time taken to 

carry out school pre-NAPLAN meetings, actual classroom NAPLAN preparations and practice 

tests meant that other teaching for the semester was put on hold. Media reporting of NAPLAN 

results was thought to add to that pressure. Box 7 shows the respondents’ comments in relation 

to how NAPLAN testing puts extra pressure on them. 

Box 7  

Perceived Views on How NAPLAN Testing Put Extra Pressure on the Respondents 

The media also contribute to the pressure 

Time away from REAL teaching and learning 

Adjustment – refinement – PLANNING 

Pressure to show improvement from their Year 7 test. 

Statistics. The school is judged on the stats from the test, and is judged purely on that fact 

alone. 

We did 4  weeks of NAPLAN Practice tests-we were over 

Put pressure on student 

There were too many tests. Students were tired and bored by the end and tended to write 

anything. It would be better to have half of the test in more details. 

To some students it has a negative impact in terms of self-esteem-confirming what they 

already know 

Break down self-confidence and self-worth of those who cannot read, comprehend most 

of it  

Lots to read in a short time. 

69



Lots of meetings about NAPLAN, students hate it and are anxious; it takes a lot of time 

from normal classes. I get really nervous giving important tests anyway. 

Delaying of semester plan, stress of students and parents! 

         

         On the other hand, six of the respondents indicated that they did not feel pressured by the 

NAPLAN test in Reading. Those teachers appeared more confident in being able to plan for 

test preparation, and seemed satisfied that the NAPLAN test is actually a valid way of 

assessing students. See Box 8 below for the respondents’ unedited replies on why they are not 

pressured by NAPLAN. 

Box 8  

Reasons Why Teachers Are Not Pressured By NAPLAN 

I know students’ ability levels and where they already need help. 

I am aware it is approaching and plan preparation time into my program. 

I have a philosophy and practice based on explicit teaching so I enjoy the structure 

that comes from this discipline. 

It is part of good teaching practice to use diagnostic tools and it ensures I cover basic 

literacy requirements with students. 

4.3.3 Open-ended Questions 3 

        Respondents commented that they spent more time teaching to the test, altering their term 

program and focusing more on the NAPLAN test content and format, particularly in writing 

and spelling. They stated that they emphasised the kind of content that was likely to appear in 

NAPLAN test items in their teaching, thus confirming that they do target teaching of skills in 

Terms 1 and 2. They spent time doing practice tests and had less time to focus on the 

enjoyment of reading. The unedited replies to Open-ended Question 3.1, “Are there changes 

which have made to your teaching because of NAPLAN? Could you specify these changes?” 

are specified in Box 9. 
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Box 9  

Changes Which the Teachers Carry Out Because Of NAPLAN 

The focus on short passages – rather than enjoying reading. 

Identified a number of students whose reading ability was far lower than thought. 

 Hard data to inform teaching – preempted further investigation – now have reading graphs in 

class to cater for the wide variety of reading abilities. 

Teaching practice tests, teaching persuasive writing in yr 7 & 9 

More in-depth prep for writing under time. 

The types of spelling words I test my students with throughout the year. 

These tests are being used to give scholarships – what is next? Do we have to go American in 

everything? 

As stated earlier- We teach to the test and alter our program to suit genre of writing task. 

I do more targeted teaching of skills in terms 1and 2. 

Time is spent on doing practice tests. 

We emphasised persuasive writing in our explicit teaching in terms 1 & 2 to ensure our 

students were not suppressed by the Writing test and we read many persuasive pieces in 

preparation. 

Yes- directed learning towards NAPLAN 

Incorporate more analysis and interpretation of texts in classroom than before. 

           

          The respondents also indicated that they conducted these particular activities before the 

NAPLAN test. Teachers stated that they spend time preparing for NAPLAN practice materials, 

conducting lessons in areas tested in NAPLAN, reviewing test-taking skills and actual practice 

testing. See Box 10 for the unedited replies of the respondents for Open-ended Question 3.2, 

“Which activities do you do most before a NAPLAN test?” 

Box 10  

Activities Conducted Before the NAPLAN Test 

Gather resources, print, do, MARK 

Punctuation. Writing arguments, Debating, Comprehension, Spelling, Writing sentences & 

paragraph, etc. 
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Lessons on spelling and vocabulary. 

We did skills / tool training and practice part tests. 

Concentrate more on the writing task, but try to incorporate reading into the research… 

grammar and spelling too 

Writing under time and critical reading task 

Just go through the practice sheets. 

Reading comprehension, continue with spelling & grammar & extended writing exercises. 

Spelling, grammar + practice persuasive writing 

Writing, PRACTICE TESTS. Comprehension practices and writing persuasively 

Work on genres – give students an opportunity to write across a range of genres 

4.3.4 Open-ended Questions 4  

         All the respondents replied positively to Open-ended Question 4.1, “Does NAPLAN 

affect teaching?” Box 11 (next page) specifies the respondents’ unedited replies on how 

NAPLAN affected them, their teaching practices, classroom activities and even their students.       

Box 11  

Perceived Effects of NAPLAN to Teachers 

Marking time rather than preparation 

High expectation on everyone! 

Teachers focus on specific areas immediately before the test and do the task in isolation 

Need to make sure students are familiar with the test and have learnt the basic of reading 

I think it helps us all to see that we’re part of a bigger picture which is eventually about 

identifying levels of skills. It could affirm the vital nature of what I do. 

I want to help students achieve in the test, but also achieve outcomes based on our unit of 

work. 

Make us focus too much on one day 

In a way as students can become stressed and teachers need to incorporate activities to put 

them at ease 

Makes me grumpy and takes my precious double lesson and hold up marking so I get in 

trouble for that 

We need to prepare students therefore it does affect my teaching. 

Takes away from REAL teaching and learning 
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Directs teachers to focus on specific skills 

It can make more inexperienced teachers teach isolated aspects of English, e.g. grammar, 

spelling out of context. 

          

          For Open-ended Question 4.2, “Does NAPLAN affect student learning?” teachers gave a 

variety of responses. Two respondents expressed a perceived potential positive effect of 

NAPLAN on their students’ learning, commenting that if the elements are integrated into 

studies then the impact is positive. Conversely, five respondents expressed the view that 

NAPLAN has a negative effect on their students’ learning, using terms such as ‘artificial’ 

‘disruptive’ and ‘time consuming’. Some respondents commented that the time taken with 

preparation and practice tests was disruptive to the class schedule. Finally, another four 

respondents expressed a neutral reply. One teacher stated that “I suspect this is varied and has 

lots to do with home culture!” Another teacher stated that “My extended English class didn’t 

need much help so it didn’t affect them much.” Box 12 summarises the respondents’ unedited 

replies to Open-ended Question 4.2. 

Box 12  

Perceived Effects of NAPLAN to Student Learning  

Negative effects as teachers focus on simulated learning. 

Negative results affect self-esteem. 

Become familiar with how to tackle questions. 

No other national or state tests-so know how is reduced. 

I think it gives them skewed view of what English/reading is. 

Puts pressure on some students. Can have positive effects, too. 

It’s artificial! Different meta-cognition between Indigenous and mainstream thinkers/schools. 

Different world views unique cultures and language other English.  

If elements are integrated into studies then the impact is positive. However, the students were 

bored when Math/Science classes were replaced by numeracy revision that was not relevant 

to the course. In English, the faculty integrated the work making it more meaningful. 

I suspect this is varied and has lots to do with home culture!!! And media. It does help forget 
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learning! 

In some ways perhaps-students need to know the procedure of the test in order to do well, 

e.g. shade in box ... 

Yes, they are stressed out +by the time they get there don’t care 

It can be disruptive for students as their results are not incorporated into their school 

reports, some do not take it seriously 

My extended English class didn’t need much help , so it didn’t affect them 

Yes, it places their focus on NAPLAN rather than experiences and practice for under time 

writing 

4.3.5 Open-ended Question 5  

        Finally, for Open-ended Question 5.1, “Do teachers’ views and opinions about NAPLAN 

have a role in making NAPLAN a significant assessment tool?” the respondents mostly 

considered that the teachers’ views and opinions about NAPLAN have a role in making 

NAPLAN a significant assessment tool. One teacher stated that “Teachers’ feedback/ideas 

should be assessed,” while another teacher wrote that “The attitude of teachers regarding 

assessment can often be transferred on to the class that teachers views and opinions about 

NAPLAN is important.” On the other hand, there were teachers who considered that teacher’s 

views and opinions about NAPLAN are not taken into account by others. One teacher 

commented that the figures they receive from heads of faculty do “not make sense,” adding 

that “there is no organisation that has actually asked for feedback or even a substantial amount 

of contextual analysis.” Box 13 enumerates the unedited replies to Open-ended Question 5.1. 

Box 13 

Unedited Replies to Open-ended Question 5.1:  

Do teachers’ views and opinions about NAPLAN have a role in making NAPLAN a significant 

assessment tool? 

Yes, as they are in the classrooms 

No, teachers are generally ignored 

The government will make decisions about NAPLAN as they see it fit without input from the 
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teachers. 

We should always question why-who are the real stakeholders i.e. Keeping the NAPLAN tests 

running. 

Teachers’ views and opinions vary and they do have both POSITIVE and NEGATIVE impacts 

on students, WHICH makes NAPLAN an unreliable and therefore UNFAIR assessment / 

comparative tool. 

Surely the money should be better spent. Yes, feedbacks, ideas should be assessed! 

The attitude of teachers regarding the assessment can often be transferred on to the class. 

Yes, of course. We have vested interest in making all assessment a learning tool for all of the 

relevant parties. 

Gives an indication of students’ achievement but only one snapshot so not significant at all. 

Parents and teachers feel too much pressure on test – kids think and say it too. 

Yes, teachers’ attitude is often reflected by the students’ effort and regard for the test. 

Head of faculties etc., constantly give us loads of figures which I can’t understand 

This does not make sense; there is no organisation that has actually asked for feedback or even 

a substantial amount of contextual analysis.   

 

4.4 Interview results  

      The audio-recorded interviews conducted in the study, although limited in quantity, were 

utilised as part of the triangulation process. The two respondents are referred to here as 

Respondent 1 and Respondent 2. Complete transcripts of these two interviews give additional 

rich data to supplement the data gathered from the survey tools, although they cannot be 

considered representative of all teachers because they were so few in number. For example, for 

Interview Question 1, “What do you think of the NAPLAN reading test?”  the two respondents 

differed in their views. Respondent 1 expressed a negative view about NAPLAN, questioning 

the relevance of NAPLAN content particularly for the Northern Territory which has a large 

proportion of Indigenous students and students from non-English speaking backgrounds. 

Respondent 1 stated that: 

NAPLAN is a national standard, that doesn’t necessarily take into 

account the fact that in the Northern Territory we have a 30% Indigenous 
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population. So it’s about the relevance of the content. It doesn’t take into 

account that 30% of our students come from non-English speaking 

backgrounds. The kids might not always understand the materials, so 

kids from Indigenous or, and/or non – English speaking backgrounds 

often find the tasks a little more difficult than mainstream students.  

             On the other hand, Respondent 2 expressed a positive view about NAPLAN, 

suggesting that it is a worthwhile opportunity for testing students. When asked with the 

Interview Question 1, “What do you think of NAPLAN Reading test?” she commented: 

I do think that it is a really worthwhile opportunity to have for kids to be 

tested for Reading, I think of all the things that we do at school probably 

Reading is the thing in secondary school particularly in middle secondary 

school, it’s the thing that we perhaps test the least and so I really value 

the opportunity to have something that tests Reading. It seems to me that 

there was pretty wide scope of ability covered for and we had explained 

to our students that all of them would feel under more pressure and that 

because the reading test was set up for a huge spectrum of people, that 

there is going to be no way that they would feel like they could do 

everything. I think that was the experience of my students, so generally 

speaking I’m pretty positive about it. 

 

          However both these respondents believed that NAPLAN had some positive aspects, 

particularly in gauging the level of the Northern Territory students in comparison to national 

scores, and what areas they need to work on. Respondent 2 even mentioned that NAPLAN is 

good for Northern Territory students to recognise that they are part of a much larger cohort and 

they are undergoing the same experience as the other students elsewhere in Australia. On the 

other hand, Respondent 1 mentioned that the diversity of students in Australia resulted in the 

impossibility of NAPLAN meeting the needs of every student. For example, Respondent 1 

commented:  
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As a national test/testing, a negative for me. Because of the diversity of 

students we have here in Australia, we might not meet the needs of every 

student, you know, it’s a one size fits all, and we know that it doesn’t 

work, in our clothing and in our education. 

          Respondent 2 specifically pointed out that NAPLAN does not meet the Indigenous 

students’ needs: 

Our Indigenous kids are barely able to begin or do the test at all. I guess 

it continues to confirm to them well…I guess the message they get is that 

literacy in itself is a measure of a person’s worth and that’s not a message 

we want to give our students here. And I think in that sense, it’s unfair 

because most of our secondary students are students who have not had 

much primary schooling, if any primary schooling or certainly, not  an 

uninterrupted primary schooling, so we feel that what we’re wanting to 

do is always measure their success against their own  sort of set goals 

rather than against national goals and I guess because the way in which  

the schools are organised it means  that for us with an Indigenous intake 

we end up with scores that are pretty low, our aggregate gets brought 

down by the fact that we’ve got such a high Indigenous component. 

           In regards to the impact of NAPLAN on her classroom, Respondent 1 stated that “It 

does impact on the classroom. I think teachers consciously want kids to do well so they tend to 

teach towards the whole idea of NAPLAN testing.” Respondent 2 stated that “NAPLAN gives 

focus to my students’ learning and past NAPLAN experiences have served as references that 

shaped my pre-NAPLAN testing phase of teaching.” These comments suggest that teachers use 

NAPLAN as a way of focusing their teaching, and helping them think about their goals. 

Respondent 2: Probably, only before the test is taken, in there, I’d say 

Reading was the area where  that was least the case, because in a sense, 

we, I mean, we…our English class  tends to be  fairly  text based anyway 

and we tend  to obviously not…the goals of NAPLAN which is for kids 

to be able to read and to comprehend what they are reading and to 
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understand it  and to be better engaged with it are the same, goals we 

would have on our homeroom reading curriculum anyway. 

       When asked what changes they make before the NAPLAN testing, both the respondents 

mentioned the kinds of practice that were noted in the survey data. They mentioned that they 

prepared their students by conducting NAPLAN preparation activities that mimic some of the 

NAPLAN procedure, concepts, and activities. They also stressed doing practice tests and using 

commercially produced NAPLAN materials. They used short reading passages and switched 

the teaching orders of lessons in Terms 1 and 2. Similarly, they also focused on reviewing on 

writing genre to be tested in the writing test.  

         For example, Respondent 1 used “a set of books with past test examples in it, so they 

actually teach children to do Reading tests.” Respondent 2 commented:  

I try to mimic some of the ways in which NAPLAN tests, so the kids are 

not just familiar with the concepts that NAPLAN is testing, but also the 

way in which NAPLAN goes about testing. I try and simulate that, with 

some comprehension activities and some clause activities, and some 

shorter passages of reading and so that we don’t just do everything text 

based. I try to vary and introduce kids to concepts such as genre and 

types of writing to get them use to the fact that the NAPLAN might 

present persuasive or narrative writing. 

 

         The respondents commented that all these NAPLAN preparation activities were done in 

their regular English class schedule, suggesting that they alter their curriculum to fit in the 

NAPLAN activities. For example, Respondent 1 commented: 

The other thing I’ve seen teachers do is and we deliberately, as a school 

do this, we addressed when writing changed to narrative to persuasive. 

We changed our programs, so that in Term 1 and Term 2 students who 

are working on writing persuasive arguments, writing letters to the editor, 

debating, and preparing arguments. We actually consciously changed the 
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order of our program so that persuasive writing was addressed in Term 1 

and Term 2. 

       When asked if they thought that teachers are aware that they have the potential to 

facilitate both positive and negative effects from testing, both of the respondents readily 

replied, “Yes.” Respondent 1 mentioned that even if teachers felt negative towards NAPLAN 

testing, they still do their share to provide their students the test-preparation practice to show 

their support to their students. Respondent 1 commented that: 

I think so. Yes, they hate it, they hate stopping what they doing, and 

pulling children into their classrooms, they hate the disruption to their 

programs but they still value, they still want to support the students and 

value it. 

         Respondent 2, on the other hand, stated that she feels that teachers are very aware of 

their potential to facilitate both positive and negative effects from testing because they are the 

ones the students are with most of the time. However, Respondent 2 expressed some concerns 

about how NAPLAN testing influences their teaching and their students. She mentioned 

pressures coming from the media, parents and students’ past NAPLAN experiences.  

Respondent 2 stated that: 

Yes, I’m very aware of that, I think because we are at the chalk face and 

we’re the ones who the kids are engaged with. Having said that I would 

also have to say that I feel like we are up against a lot of other voices to 

the student so particularly in the media, and their parents, and perhaps 

their experiences in by Year 9, some of these kids have now done testing 

in grade 3, 5 and 7 and so they will come in with some pre-conceived 

ideas about NAPLAN. My experiences that in the  primary school, 

colleagues like had  in primary school  tend to  get a bit obsessive about 

NAPLAN and that’s it’s almost like kids have to unlearn a little bit  in  

high school we’re we sort say to them that it’s not all to be and end all,  

it’s the tool that the government use to assist us and so I guess it’s about 
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a sort of unlearning I guess I’m saying that I think have a voice but it’s 

not the only voice that the students are hearing and taking notice of. 

      Likewise, when asked if they thought that the demand for accountability or use of national 

testing leads to better teaching and learning, the respondents also replied positively. In 

summing up with general comments about NAPLAN, Respondent 1 mentioned proactive steps 

to take, such as conducting research and finding out how the NAPLAN results can be useful to 

assist individual students. This respondent also talked about the teachers and how teachers 

differ in views and the importance of involving teachers more directly. Respondent 1 

remarked: 

I think it is really important to listen to teachers, because if teachers don’t 

own it, you cannot get their support. 

        On the other hand, Respondent 2 focused on the in-service support and the need to 

conduct more particularly in teaching Reading and effective ways to prepare students for the 

Reading test. She commented:  

I would value having some really good in-service in the teaching of 

Reading, I’ve just recently done an Accelerated Literacy course  and I’ve 

been an English teacher for twenty five years and this is the first time, 

people have actually sat down with me and said this is how a  student 

learns to read. So I think it will really be great for NAPLAN to use the 

opportunity to in-service staff about how to how to really teach reading 

and what would be some effective ways to actually prepare students for 

the reading test, and probably that’s why I got lost this year because of 

the persuasive writing thing. 

 4.5 Results from document analysis  

         The limited samples of school documents examined by the researcher were informative. 

Specifically, a school curriculum guide from one of the government schools showed that, in 

that school, subjects had been switched. This disclosed how the school curriculum was 
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disrupted because of NAPLAN. The NAPLAN Information Packages and Team 1 Information 

Items available from the Department of Education and Training website along with the 

commercially produced NAPLAN practice test material were also examined. The NAPLAN 

test practice materials mostly reflected the NAPLAN test format, procedures and contents 

which most of the teachers utilised in their pre-NAPLAN activities.  

4.6 Summary of findings 

          In summary, the survey, interviews and document analysis reported in this chapter have 

provided some insights into the perceptions of Year 9 English teachers in relation to NAPLAN 

reading test. These insights are synthesised briefly below, and related this study’s research 

questions. 

4.6.1 Findings relating to research question 1 

What do the Year 9 English teachers in selected urban government and non-government 

schools in Darwin think of the NAPLAN Reading Test? 

        The teachers’ responses to the survey and interviews showed that they had varying views 

about the nature of the National Assessment Program-Literacy and Numeracy (NAPLAN) 

Reading test. Indeed, the teachers were polarised as to whether they felt positively or 

negatively towards NAPLAN, expressing a variety of perceptions about the test. Despite the 

range of responses, there was an almost universal view that NAPLAN was a high-stakes test 

which put extra pressure on them and their students.  Figure 8 (next page) represents the ways 

in which these views were polarised. 
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Figure 8 Year 9 English Teachers' Perception About NAPLAN Reading Testing 

4.6.1a What do the Year 9 English teachers in selected urban government and non-

government schools in Darwin think of the NAPLAN Reading Test in relation to its ability 

to accurately assess students’ reading abilities? 

       Though survey respondents positively recognised the NAPLAN Reading Test as a credible 

national external assessment and agreed that it is a credible national external assessment, the 

same group of respondents also expressed some negative views about NAPLAN. From this same 

group of respondents a general comment that the “NAPLAN Reading Test does not have the 

ability to accurately assess students’ reading abilities,” was noted. The majority of the 

respondents also perceived that NAPLAN, like any assessment test, may not be valid. As noted 

above, one respondent commented that “the NAPLAN Reading test, as a snap shot, one-day 

assessment was too hard for some students and does not reflect students’ ability.” Another 

respondent 
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respondent focused on the issue of diversity and the impossibility of NAPLAN to meet the 

needs of every student, questioning the relevance of NAPLAN content for the Northern 

Territory and commenting that the Indigenous and students from non-English speaking 

background in NT might not always understand the NAPLAN materials.  

4.6.1b What do the Year 9 English teachers in selected urban government and non-

government schools in Darwin think of the NAPLAN Reading Test in relation to its 

potential to enhance students’ learning? 

         Many respondents indicated that they did not believe the NAPLAN Reading test directly 

motivated their students, nor did they believe that the NAPLAN Reading test motivated their 

students either to work harder to have a sense of accomplishment, or to work harder and 

enhance learning, and/or to work harder to have a sense of accomplishment and enhanced 

learning. In fact, most respondents did seem to believe that the NAPLAN Reading test 

influences student learning in a negative way. This finding was evidenced in the negative 

responses on items that state that NAPLAN enhances student learning and the positive 

responses on items that state that NAPLAN can negatively affect students and their learning 

activities; and NAPLAN presents a distorted view of students’ learning. Moreover, it was also 

evident, even from the varied replies to the open-ended questions about whether NAPLAN 

affects student learning, that more respondents expressed a negative view about the effects of 

NAPLAN on their students’ learning, emphasising that they considered NAPLAN to be 

artificial, disruptive and time consuming. 

4.6.2 Findings relating to research question 2 

What are the perceived backwash effects of the NAPLAN reading test on the classroom, 

with particular reference to the curriculum, teaching methods, and student learning?  

         It was determined from the data that the NAPLAN Reading test created more backwash 

effects for the participating teachers and their curriculum than on their teaching methods, and 
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student learning. The widespread view that the NAPLAN Reading test was a high-stakes test in 

turn affected the respondents’ perceptions and attitudes towards their classroom and 

instructional decisions. As shown in Figure 9 (see Section 5), the NAPLAN Reading testing 

affected the Year 9 teachers’ classroom practices. 

4.6.3 Findings relating to research question 3 

What levels of awareness do teachers have of their potential to facilitate both positive and 

negative backwash from NAPLAN? 

         While it may appear, from the above discussion, that the teachers were able to answer 

questions about apparent effects of testing, the level of teachers’ awareness of their potential to 

facilitate both positive and negative backwash from NAPLAN did not appear to be extensive. 

The respondents’ answers to items in Likert Response Scale assessing whether NAPLAN 

affects teaching or student learning to some degree demonstrated that the respondents could 

identify the apparent effects of testing. Figure 9 relates to teachers’ classroom and instructional 

decisions, and the effect of NAPLAN testing on what they claimed to do in carrying out their 

work. Clearly, the type of perceptions and attitudes of these teachers about NAPLAN testing 

affected in the same way their classroom and instructional decisions, hence the presence of 

positive, negative and neutral response from the respondents with such perceptions. Evidently, 

all these were indirectly inferred from the gathered data, thus a limited level of awareness was 

determined.  

       These findings, and their significance, will be discussed in more detail in the following 

chapter, along with the study’s limitations, suggestions for future research and conclusions. 
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CHAPTER 5 DISCUSSION, LIMITATIONS AND CONCLUSIONS 

         This chapter presents a discussion about the study’s findings on what the participating 

Year 9 English teachers in selected schools in Darwin think about NAPLAN Reading testing 

and its backwash effects. The research questions form the basis for the ordering of the 

discussion. In the concluding sections, the implications of the findings, the limitations of the 

study, and future research directions are also discussed.  

5.1 Discussion of findings  

5.1.1 Teachers’ perceptions of the NAPLAN Reading test 

         In this study, as previously noted, the respondents expressed a variety of views about the 

NAPLAN Reading test and its credibility as a national external assessment. This is consistent 

with the “Black Box Model” presented in Section 2.4, especially the proposition that a single 

response to the implementation of a test is not predictable. Also pertinent to explaining how the 

Year 9 English teachers in Darwin came up with their varied views about NAPLAN Reading is 

Burrows’ (2001) Curriculum Innovation Model, which takes into account the teachers’ belief 

systems and consequent responses to change. Figure 9 (next page) shows the respondents’ 

apparent belief systems about the effects of a test; namely, their positive, negative and neutral 

views, along with their respective responses to NAPLAN Reading testing. Figure 9 provides a 

means of representing the way in which the respondents’ reactions to the implementation of the 

NAPLAN Reading test seemed congruent with their belief system.  
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Figure 9 Areas which NAPLAN Reading Testing Affects according to Year 9 English 

Teachers' Perceptions 

S 
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         Amongst the respondents in this study, there was a common view that the NAPLAN 

Reading test was a high-stakes test which put extra pressure on teachers and their students. 

This view is represented above in Figure 8 (Section 4.6.1). Specifically, there were ten 

respondents who either “strongly” believed or “tended to” believe that the NAPLAN Reading 

Test is a high-stakes test, while eight respondents indicated that they felt pressured by 

NAPLAN Reading testing. Teachers felt that the NAPLAN test put pressure not only on them 

but also on the students and parents. Respondents’ comments – that NAPLAN took time away 

from real teaching and delayed semester plans – also suggested that they felt pressured. Media 

reporting of NAPLAN results was noted to add more pressure in general. 

         In the current study, it was found that the ten respondents’ reaction to the NAPLAN 

Reading test was chiefly influenced by their assumption that NAPLAN is a high-stakes test. 

This finding is consistent with Madaus’ first principle (in Gipps, 1994, p. 34) which states: 

The power of test and exams to affect individuals, institutions, 

curriculum or instruction is a perceptual phenomenon. If students, 

teachers or administrators believe that the results of an examination are 

important, it matters very little whether this is really true or false. The 

effect is produced by what individuals perceived to be the case.   

        

       Hence, as Gipps (1994, pp. 34-35) notes, “what matters is not whether a test is actually 

high-stakes, but whether participants believe it to be high-stakes.” As a result, in this study, 

the universal view that NAPLAN is a high-stakes test in turn affected the respondents’ 

perceptions and attitudes towards their practices in classroom instruction and the students’ 

outcomes.  

         The main precursor of backwash in this study is therefore attributed to the teachers’ 

assumption that NAPLAN is a high-stakes test. Factors contributing to this assumption were 

the test and its prestige factor and the significance of the media attention it gets. As Watanabe 

(2004, p. 22) has explained, “Factors such as the test and the prestige of the test can mediate 
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the occurrence of effects of testing on teaching and learning.” Additionally, it may be that 

recent reporting of NAPLAN test results by the media as noted in Chapter 2 ("ACT, NSW 

lead," 2011; Curtis, 2012;  Raper, 2011; "Teachers vs. the test," 2010) has to some extent 

influenced the stake and status of the NAPLAN testing within the entire educational system. 

         As noted earlier, studies elsewhere have suggested that high test scores can come to be 

viewed as an indication of effective instruction (Popham, 2002). At present in Australia, a 

similar phenomenon can be observed. Some examples of perverse effects already evident from 

the 2010 NAPLAN tests have been reported (Australian Primary Principals Association, 2010). 

Likewise, in the current study, the participants considered that media attention on NAPLAN 

testing was contributing to the tensions they felt when preparing for the test. 

5.1.1a Teachers’ perceptions of the NAPLAN Reading test in relation to its ability to 

accurately assess students’ reading abilities 

         Most respondents had a negative perception of the ability of the NAPLAN Reading test to 

accurately assess students’ reading abilities. Respondents commented that NAPLAN may at 

times be invalid or inaccurate; that it is hard for some students; and that it is disruptive and 

time consuming. Further, some respondents noted that as a snapshot, one-day assessment it 

does not reflect the students’ abilities. The teachers’ comments seem to reflect their views on 

assessment generally. That is, although they don’t back up their statements, they seem to be 

operating from a belief that it is not possible for any test to give a true picture of a student’s 

abilities. Therefore, to a certain extent, they reject the information that NAPLAN could 

potentially give them. Their views reflect criticisms of NAPLAN that have been flagged 

elsewhere: that NAPLAN has limited capacity to measure students’ real achievement levels 

(e.g., Hughes, 2003; McNamara & Roever, 2006; Wu, 2010; Wu & Hornsby, 2012).  
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 5.1.1b Teachers’ perception of the NAPLAN Reading Test in relation to its potential to 

enhance students’ learning 

         The respondents indicated that they did not believe the NAPLAN Reading test directly 

motivated their students. Most respondents seemed to believe that the NAPLAN Reading test 

influenced student learning in a negative way. The reason could be based on the changes which 

occurred in their classroom instruction and how these might have affected student learning. 

The reported changes in the teaching/learning, and also in the class program and resources, 

which occurred predominantly just before the NAPLAN tests were administered, were seen by 

these teachers as disruptive and stressful. In their open-ended comments they indicated that 

NAPLAN interrupts their term (see section 4.3.1 Box 3); they just teach to the test and alter 

their program to suit the genre of the test, (see Section 4.3.1 Box 4); test preparation is not ‘real 

teaching and learning’ and takes a lot of time from normal classes delaying the semester plan 

and stressing students (see Section 4.3.2, Box 8). These are all observations which might have 

contributed to the perception that NAPLAN had negatively affected their students’ learning.  

         Finally, the respondents’ perception that the NAPLAN Reading test influences student 

learning in a negative way could be linked to the earlier finding, that the respondents’ view 

about NAPLAN as a high-stakes test affects their perceptions and attitudes towards their 

practices in classroom instruction and their students’ outcomes. Although different teachers 

respond to NAPLAN in different ways, those with negative views about NAPLAN testing 

seemed to be trapped into a “teaching to the test” style of pre-NAPLAN preparation activities 

which affected students’ learning in unhelpful ways. Teachers’ views of the relationship 

between NAPLAN and learning can be related to the broader picture of their assessment 

literacy (McMillan, 2007), and whether they feel able to integrate teaching and testing in 

appropriate ways. Popham’s (2002) guidelines for test preparation practices (see section 2.8.3 
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above) are relevant, and the findings in this study might be used to inform strategies for helping 

teachers avoid negative practices in test preparation.          

5.1.2 The perceived backwash effects on NAPLAN Reading test on the classroom 

       In this study, the respondents reported that their teaching/learning and also their class 

program and resources changed, predominantly just before the NAPLAN testing schedule. This 

was a clear indication that the NAPLAN Reading test had created backwash effects for them 

and their curriculum, a finding which is consistent with the Trichotomous Backwash Model 

proposed by Hughes (1989). In keeping with this model, the current study suggests that the 

NAPLAN Reading test is a high-stakes test (or, at least potentially, an influential test) and that 

it affects the three main aspects of the teaching and learning process; namely, the participants 

(teachers), the process (or what they do in the classroom and instruction) and the products (or 

the learning outcomes of their students). The bases for these statements are discussed below. 

         As Popham (2002, pp. 13-14) proposed with respect to the impact of testing on teachers 

and students, “any test is likely to influence the behavior of students and teachers, provided that 

they know about it in advance, because the students will generally want to do well and the 

teachers also want their students to do well.” This may explain to some extent why the 

respondents adapted their various classroom and instructional practices to prepare students for 

the NAPLAN test. In particular, almost all the respondents in this study reported that they spent 

time conducting NAPLAN-preparation activities. Teachers’ stated motives in doing this were, 

either deliberately or inadvertently, to influence the achievement of their students. As 

represented in Figure 9 (Section 5.1.1), teachers with positive perceptions about NAPLAN 

stated that they used NAPLAN preparation to enhance student learning and not primarily to 

enhance the students’ achievement on the tests themselves, and that they targeted their teaching 

at the development of skills, such as test-taking skills, writing and spelling with the aim of 

boosting their students’ confidence in taking a test. Teachers with negative perceptions about 
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NAPLAN reported that they felt pressured to prepare their students for the NAPLAN test and 

resorted to negative test preparation activities such as teaching to the test, and disrupting and 

altering the curriculum in order to prepare students for it. In contrast, a few respondents who 

considered that they were not affected by the NAPLAN testing stated that they carried out their 

task with no pressure or stress.  

          Furthermore, the respondents stated that classroom resources were also changed; nine of 

the respondents made use of the commercially produced NAPLAN test samples. In fact one of 

the interview respondents even observed that, “In the lead up to NAPLAN, people buy books, 

it’s a set of, I think it’s Pearson books. These have past examples which were actually used to 

teach children how to do the NAPLAN Reading tests.” Likewise, one respondent stated that 

they focused on short instructional reading passages rather than enjoyable reading materials in 

their Reading sessions. These modifications were overt in this study and affirmed the findings 

elsewhere in the research literature; namely, that high-stakes testing influences teaching and 

learning (see Smith, 1991; Mathison, 1987; and Herman and Golan, 1991 in Cheng, 2005, p. 

43).  

        The study also showed that the participants perceived the NAPLAN Reading test to have a 

greater effect on their teaching schedules, the content they taught, the activities and the 

teaching materials they used than on the way they actually conducted their instruction.  As past 

research (Spratt, 2005) has revealed, the effect of an external test is more easily noted on the 

curriculum, which includes changes to class programs, teaching materials, content to be taken 

up and activities, rather than altering the way in which instruction or these activities were 

conducted. Some studies (e.g., Cheng, 2005;  NgaNguyen, et al., 1988) have suggested that 

backwash affects teaching content but not teaching methods. Consistent with these studies, the 

current study has demonstrated some backwash in relation to teachers’ perceptions of what 

they should teach (content) and least backwash in relation to how teachers teach and what 
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students gain in the end. So it would be useful to carry out further studies into the possible 

effect of backwash on teaching method and student outcomes, ideally by gathering data from 

actual classroom observations using structured observation instruments. 

        The backwash that seems to be generated in the current study, at least according to 

teachers’ perceptions, therefore can be characterised in the following way: it is general; it exists 

over a period of time; it has weak to strong intensity and ranges from beneficial/positive effects 

through neutral to harmful/negative effects. 

        As noted previously in Chapter 2, the term “general” backwash refers to the type of effect 

that may be produced by any test (Watanabe, 2004). The current study suggests that the 

NAPLAN Reading testing has generated a general backwash. This is evidenced by the number 

of teachers who felt that teaching and learning would be different if there were no exams and 

by their reported practice and preparation activities and alterations to class programs. Teachers 

stated that they had changed their curriculum and actual classroom practices because of the 

introduction of the NAPLAN Reading test.  

        In the current study, a weak to strong intensity of effect of the NAPLAN Reading testing 

was found to have occurred.  That is, earlier in the school year, the NAPLAN Reading test had 

a weaker influence on the classroom, teacher and students, with the backwash intensity 

becoming stronger as the test schedule approached. The study thus suggested that the 

NAPLAN Reading test influenced teachers over a definite period of time and that the intensity 

of effect of NAPLAN in the classroom, teachers and students was in a way directly related to 

the length of the influence of the test. This is consistent with the recent research finding of 

Comber et al. (2010); namely, that NAPLAN puts extra pressure on teachers, particularly in the 

first term of the school year, right up until the tests in May. The results are also consistent with 

Green’s Washback Intensity Model (Green, 2007, cited in Saville, 2008) (Figure 6 Section 

2.5). Nonetheless, the current study suggests that this model could be made more powerful by 
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adding a dimension to indicate the length of the influence of the test to fully illustrate the 

apparent backwash extent and/or time-span relative to the intensity of the occurring backwash. 

The modified model, the “Backwash Extent-Intensity Correlation Model,” is presented to show 

a relationship between the length of the influence of the test and the intensity of the occurring 

backwash. 

 

 

        

Figure 10 Green’s (2007) Modified Washback Intensity Model Backwash Extent-Intensity 

Correlation Model 

          Based on the findings that ten (or more than half) of the respondents considered the 

NAPLAN Reading test to be a credible national external assessment and not just another fad; 

and given the respondents’ belief that they had a commitment to cooperate with the 

government in helping the students prepare for the NAPLAN test, the existence of positive 

backwash was apparent. Ideally, this illustrates “a positive backwash scenario where teachers 

and learners have a positive attitude toward the examination or test, and so work willingly and 

collaboratively towards its objectives” (Cheng et al., 2004, p. 10). It has been argued (e.g., 

Pearson in Cheng, 2005, p. 30) that “good tests will be more or less directly usable as teaching 

– learning activities. Similarly, good teaching-learning tasks will be more or less directly 

usable for testing purposes.” This is consistent with the beliefs of some respondents in the 
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current study; i.e., that they should use NAPLAN preparation to enhance student learning and 

not primarily to enhance the students’ achievement on the NAPLAN test; and that they should 

conduct test preparation activities aimed at boosting the confidence of pupils to take the test. 

         However, harmful backwash was also observed in this study. Hughes (1989) identifies 

harmful backwash in cases when preparation for a test can come to dominate all teaching and 

learning activities. If the test content and testing techniques are at variance with the objectives 

of the course, then there is likely to be harmful backwash. The practice of teaching to the 

content represented by the test was evident in the study. Some respondents were unduly 

influenced by the NAPLAN Reading test and so they taught what was assessed and valued. 

With respect to content this meant focusing on persuasive writing and specific spelling lists; in 

relation to grooming students to handle the test format this meant focusing on test-taking skills. 

Both of these shifts in practice were clear evidence that these teachers had distorted and 

narrowed the curriculum. As long as 50 years ago, the literature was citing cases in which 

teachers ignored subjects and activities that did not contribute directly to passing the exam, and 

where examinations “distort the curriculum” (c.f., Vernon (1956) in Cheng  et al., 2004, p. 9). 

Similarly, teaching may be directed to past examination papers, and the educational experience 

can become narrow and uninteresting (Davies, (1968) in Cheng et al., 2004, p. 9). In the 

current study, the deliberate teaching in Term 1 of skills specified in Term 2, and rigid 

teaching, practice and testing of persuasive writing and selected spelling words likely to be 

included in the NAPLAN test suggested that these respondents had distorted the curriculum. 

Specifically, these were survey respondents who mentioned that they let the students practise 

with sample NAPLAN test materials, particularly NAPLAN tests and practice tests, MAP tests 

from 2004-2007, the Reading Alignment Documents, The Reading Preparation and Bright 

Ideas along with some commercially produced NAPLAN test preparation packages. This was 

also evident from the respondents’ comments. Statements such as “We did four weeks of 
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NAPLAN practice test”; “We are delaying our semester plan”; “We are pressured to show 

improvement from the Year 7 test,” are all  practices that generate harmful backwash effects. 

         Finally, the presence of neutral backwash must be acknowledged in the current study. Six 

of the respondents felt that they did not experience any anxiety and accountability pressure 

from the NAPLAN Reading test. On the contrary, they reported that they were aware of the 

approaching NAPLAN tests and they had done their advance planning. This, together with 

their positive view about the role of assessment or diagnostic testing in teaching, their 

understanding and acceptance of their students’ ability levels, background, characteristics and 

needs, along with their personal teaching philosophy and practices led them to adopt an 

impartial view about the effects of the NAPLAN Reading test on their teaching.  

        The varying views of the respondents about NAPLAN and its backwash effects 

demonstrated the significant role of the teachers’ own perceptions. Specifically, the teachers’ 

views about their role—and, in particular, their beliefs, assumptions and knowledge about the 

test and assessment system—seemed to influence the type and scope of the occurring 

backwash.  

5.1.3 Teachers’ awareness of their potential to facilitate backwash 

       The interviewees largely indicated that they recognised how testing affects teaching and 

learning in a broad sense. The data also suggest that these respondents had a limited level of 

awareness of how they might potentially facilitate either positive or negative backwash. This 

was particularly apparent in the way that most respondents demonstrated little awareness of 

how test preparation activities could be considered helpful for generating positive backwash. A 

closer look at how the respondents claimed they prepared for the tests revealed the limited level 

of awareness of these teachers about what might be considered to be appropriate test-

preparation practices. To evaluate the respondents’ test-preparation activities, Popham’s (2002) 

“Indicator of Appropriateness of Five-Test Preparation Practices” (see Section 2.8) was used. 
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According to this evaluation, the test preparation activities of the respondents ranged from less 

appropriate (conducting Same-format preparation), and inappropriate (conducting Previous-

form preparation) to most appropriate (conducting Generalised-test taking preparation). In fact, 

a concern about test-preparation practices was voiced by only one of the interviewees who 

stated that “although we were given some in-service training relating to the NAPLAN writing 

test type and format, teachers still felt that there would be value in further in-service training 

relating to the NAPLAN, particularly on effective ways to actually prepare students for the 

Reading test”. 

5.2 Implications of the findings 

       Overall, data from this study suggest (c.f., the previous page) the significant roles of the 

teachers’ beliefs, knowledge and perceptions about assessment and their test-preparation 

practices. Findings from this study also suggest that teacher education and professional 

development need to focus further on issues regarding educational assessment. The 

enhancement of the teachers’ assessment literacy level through in-service training could be 

considered. Topics and issues about the trends and significance of assessment must be 

addressed. Teachers must also be informed about the potential beneficial effects of testing and 

the best ways to adapt their teaching. There is also a need to orient teachers to different test-

preparation practices, particularly the kinds of practices that can help generate beneficial 

backwash. Further research on backwash effects, determining how to generate beneficial 

effects is likewise proposed. Finally, a campaign to share research results on apparent best test-

preparation practices and positive effects of testing might be called for, particularly at a time 

when increased assessment for monitoring and accountability purposes prevails. 
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5.3 Limitations of the study  

5.3.1 Number of research respondents 

      A major limitation of this study was the small sample and therefore the restricted number 

and type of respondents (see discussion on 3.2 Research subjects). Given the small number of 

schools and participating teachers, it was not possible to generalise from the resultant data, nor 

would it have been appropriate to do so, since the sample was not intended to be representative 

of the wider population of interest. As a result, the findings from this study are limited to the 

contexts in which the small number of respondents worked. Nonetheless, the responses 

collected are of interest because of the broad spectrum of views that they represent. These 

allow us to begin to explore the different ways that teachers construct their relatively new 

experience of conducting NAPLAN tests. 

5.3.2 Response bias 

         As in any survey situation, respondents may not have been entirely candid or objective in 

their self-reporting responses. The respondents’ knowledge that they were participating in a 

research project might have increased or lessened their interest, motivation, or participation. 

USC Libraries (2012, p. 1) states that “self-reported data contain several potential sources of 

bias that should be noted as limitations.” Respondents might have had selective memory, thus 

they opted to remember or not to remember certain experiences or events that occurred at some 

point in time. Some might have resorted to telescoping, where they recalled events that 

occurred at another time or instance. Some respondents might have opted to practise 

attribution, where they intentionally avoid giving negative responses that might affect their 

status and that of their schools. Some respondents might have practised exaggeration, where 

they provided overstated responses which might not have actually happened or existed. Though 

techniques for preventing response bias in this survey effort were considered, particularly by 

making sure that the research instruments presented clear and precise questions, any partiality 
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was managed through the triangulation phase. Thus, for future survey attempts, researchers 

must highly consider the preventive measures and principles of creating effective survey 

question to avoid or limit the occurrence of response bias. 

5.3.4 Research instruments 

        The quality and quantity of questions, particularly in the Interview Guide could be 

improved. The interview questions could be better aligned with the research questions or with 

the main parts or focus of the Likert Response Scale. This would not only reduce the number 

of the interview questions but also improve their quality, making the data-gathering, analysis 

and discussion more congruent and extensive.  

5.3.5 Researcher’s limitations   

         The researcher’s timeline constrained this study to some extent. As a research student 

under a scholarship, the researcher had to complete her study within the university’s 

timeframe. Another limitation was the time-consuming nature of getting approval from the 

Education Department and/or particular school boards. Contact and access to the research 

subjects was likewise not easy, as the researcher had to consider the subjects’ workloads and 

schedules. Most often teachers are too busy at certain times of the semesters and are often 

overwhelmed with requests to participate in surveys. As a result, the helpfulness of the 

teachers who gave their time and participate in this study has been highly appreciated.  

          In retrospect it would have been preferable to administer the survey at the start of the 

semester, or in the middle, rather than at the end of the semester, when teachers were very 

busy. And if a greater number of teachers had been involved in the study, an online survey, 

which was initially considered by the researcher, would have been ideal too. With widespread 

access to computer technology, an online survey might be more interesting and immediate, 

but for this study, an online survey was not practical, primarily because of the limited number 

of respondents participating and the possible costs. 
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5.4 Suggestions for future research 

        In spite of these limitations, it can be argued that the findings were of interest and can 

possibly provide baseline data for future backwash studies. It would be valuable to involve a 

larger number of respondents from other sectors as this might provide a more conclusive result 

with respect to how NAPLAN Reading testing and its backwash effects are perceived. The 

involvement of more research subjects, such as administrators, students and parents to elicit 

varied responses for comparison, and more in-depth analysis is suggested. Refinement of the 

research instruments utilised in the study would be advantageous. Further trials of the research 

instruments utilised in this study with teachers working with other year levels, regions or 

sectors would be useful. Provision of supplementary research instruments (i.e. survey 

questionnaires to principals, students, etc.) to counter-check the respondents’ responses might 

be useful as a verification measure. A comparative study involving controlled and bigger 

sampling would be valuable to establish whether the views expressed by teachers in this study 

are more widespread. The resulting data could be utilised to identify and help these groups of 

teachers to understand their role and the significance of their perception about testing. Thus, in 

the end, teachers would be aware that they have a significant part to play in generating 

beneficial backwash.  

         Another potential undertaking would be to carry out a correlation study to ascertain 

relationships, particularly between factors that mediate backwash effects. Findings from this 

study may be useful in providing appropriate intervention to control factors which generate 

negative influences and cause the occurrence of harmful backwash effects. 

          And finally, a study of backwash effects on teaching methods drawing on actual 

classroom observations would be valuable. Structured observation instruments could be used to 

determine the possible effects of testing on methods of teaching which this study was not able 

to verify. Finding out if testing influences the way in which teachers conduct their instruction 
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in the midst of a high-stake testing regime would be important. Probable findings could be used 

as part of a best-practice portfolio which other teachers can adapt to enhance their teaching 

methods during pre-NAPLAN testing, or any high-stakes testing test-preparation activities. 

5.5 Conclusions  

         This study, which set out to determine the views of selected Year 9 English teachers in 

Darwin about the backwash effect of NAPLAN Reading testing, has identified some apparent 

effects of this high-stakes test on teaching and learning. Further, the study shows that teachers’ 

perceptions about their roles and their beliefs, assumptions and knowledge about the test and 

the assessment system influenced the type and scope of existing backwash.  

         Also notable from this study is that the way in which the media and people talk about 

NAPLAN results stressed teachers, and influenced the way they perceived NAPLAN testing. 

The prestige factor of NAPLAN and the attention it gets contributed to its status as a high-

stakes test. Further, it can be concluded that in spite of the widespread belief amongst teachers 

that testing can lead to negative or harmful backwash, the data has suggested that many teachers 

also perceive beneficial backwash effects from NAPLAN testing. This leads to another point of 

the study’s conclusion which relates the role of testing to the instructional program. Testing is 

potentially beneficial when it influences what is taught, how it is taught, what is learned, and 

how it is learned.  

         Now that large-scale high-stakes accountability testing is increasingly favoured by the 

Australian government, there is a need to examine more closely not only teachers’ perceptions 

of NAPLAN Reading testing or high-stakes testing more generally, but also to get a better 

sense of how teachers in general understand assessment-related issues. In particular, there is a 

need to inform teachers of the appropriate test-preparation practices which they must carry out 

in order to generate positive or beneficial backwash. Additionally, there is a need to look into 
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the enhancement of teachers’ assessment literacy levels through teacher professional 

development, with a view to achieving beneficial backwash from the NAPLAN Reading Test.  

        Lastly, teachers should be invited to become actively involved in the professional 

community that plans, implements, monitors and evaluates an assessment program such as 

NAPLAN.  
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APPENDIX 1 States and Territories’ Literacy Assessment and Testing Programs 

State/Territory Assessment and Testing Programs 

South Australian DECS Schools A profile describing literacy outcomes across the curriculum in the 
early years has been developed. Literacy achievement standards 
were described in the Curriculum Statement developed for SA.  
Schools are collecting information to supplement that provided by 
the Basic Skills Tests of aspects of literacy at years three and five. 
Some schools are developing local benchmarks. Others are turning 
to existing tests. 

ACT Implicit in the ACT Literacy Assessment Program is the provision 
of appropriate professional development for teachers improving the 
skills of those students who need remediation and/or extension 
identified through the data collected from the Developmental 

Assessment Resource for Teachers (DART) assessment enable 
allocation for focus more directly on learning outcomes which 
include skills which assist students to have positive attitudes to all 
aspects of life.   

Victoria 
 

Support materials are developed to assist schools to develop and 
implement policies and practices to improve student learning 
through the assessment and reporting of student achievement in 
relation to the Curriculum and Standards Framework  (CSF). 
In Years 3 and 5 the Learning Assessment Project (LAP) – a 
statewide data collection program also provides parents and 
teachers with reports on student’ progress in relation to the CSF 
levels for English, Mathematics and other key learning areas. 

Queensland Department of 
Education Schools 

The Queensland Government introduced the Year 2 Diagnostic Net 
and Year 6 Test into all state primary schools in 1995. These 
initiatives seek to provide information on the performance of 
children in aspects of literacy and numeracy in Years 2 and 6.  
The Assessment of Performance Program has monitored 
statewide literacy and numeracy standards since 1990, based on 
light sampling. In 1996 the focus of this program is reading, writing 
and viewing in Year 7. 

Western Australian Department 
of Education Schools 

The Education Department of Western Australia monitors the 
performance of students on aspects of literacy through the 
Monitoring Standards in Education (MSE) program. A random 
sample of students in year 3,  7, and 10 are tested in relation to 
strands defined in the National English Profile. Reading and writing 
were tested in 1990, 1992 and in 1995. Speaking and listening were 
tested and viewing in 1995. Reports of students’ performance are 
published in the year following the tests and test materials are made 
available for use by schools.  
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State/Territory Assessment and Testing Programs 

Tasmanian Department of 
Education and the Arts School 

The Department of Education, Community and Cultural 
Development (DECCD) Literacy Outcomes and support materials 
define and describe the expected baseline literacy learning and 
provide information about appropriate learning activities, 
assessment practices and intervention strategies for each two-years 
of schooling from Kindergarten to Year 8.  

New South Wales Department of 
Education Schools 

Literacy and numeracy Basic Skills Testing continues in Years 3 
and 5.  NSW’S Year 7 literacy test  to assess Year 7 students’ 
literacy achievement in a range of key learning areas. 

Northern Territory Department of 
Education Schools 

To gain a Northern Territory Certification of Education (Year 12) 
all students must satisfactorily pass a Writing Based Literacy 

Assessment. 
Students in Year 10 are awarded a Junior Secondary Studies 
Certification. Thirty per cent of the English grade is derived from a 
Common Instrument of Assessment (CIA) which comprises the 
compression and composition of everyday texts and the 
comprehension of and ability to respond to literature. The question 
papers and the students’ answers are to be benchmarked against the 
Northern Territory English Profile. 
In the primary years, currently students in Years 5 and 7 in urban 
schools and students aged 11 and 16 in non-urban schools (schools 
with a predominantly Aboriginal enrolment) participate in a 
Multilevel Assessment program (MAP) The MAP has two 
components: the moderation of the assessment of student writing 
and multi-level tests of reading comprehension. 

Catholic Sector The Catholic sector participates in government-sponsored 

initiatives wherever possible and supports appropriate assessment 
and reporting approaches.12  

 
 

 

 

 

 

                                                           
12   South Australia has provided an external assessor for the Australian Literacy Federation’s National 
Schools English Literacy Survey. In NSW schools have participated in the Basic Skills Testing program for 
Years 3 and 5. In the Northern Territory, schools participate in the Multilevel Assessment Program for 
students from ages eleven to sixteen, Lo Bianco and Freebody (2001, p. 146). 
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APPENDIX 2 Spratt’s (2005) Empirical Studies on Washback 

Study Exam studied Teaching/ 

Learning 

Context 

Main issues addressed Methodology 

 

Alderson and 
Hamp 
Lyons, 1996 

TOEFL  Language school 
for university 
entrants 

 

The influence of 
TOEFL on classroom 
teaching 

 

Student interviews 
Teacher interviews 
Classroom 
observations 

Andrews et 
al. 2002  

Revised Use of 
English Exam 
1994 
 

Hong Kong 
secondary schools 
 

The influence of the 
addition of 
an oral component of 
the 
exam on students’ oral 
performance 

Video recording of 
mock oral 
tests 
Grading of oral tests 
Discourse analysis 

Cheng, 1997; 
1998  

Revised Hong 
Kong 
Certificate of 
Education 
Exam in 
English 1994 
 

Hong Kong 
secondary schools 
 

The possible washback 
effect from the revised 
exam on the teaching of 
English in Hong Kong 
secondary schools 

Classroom 
observation of 
teachers teaching to 
previous 
and revised exam 
Teacher 
questionnaires 
Student questionnaires 

Hamp Lyons, 
1998  

TOEFL  TOEFL studies  The role of textbooks in 
test washback 

Analysis of 5 TOEFL 
preparation textbooks 

Lam, 1994  Revised Use of 
English Exam 
1989 
 

Hong Kong 
secondary schools 
 

Whether it is possible in 
Hong 
Kong to use the 
examination 
system to bring about a 
positive 
washback effect on 
what 
happens in English 
language 
classrooms 

Questionnaire to 
teachers 
Analysis of textbooks 

Lumley and 
Stoneman, 
2000 

 

Graduating 
Students’ 
Language 
Proficiency 
Assessment 
 

Hong Kong 
Polytechnic 
University 
 

Students and teachers’ 
reactions to a learning 
package of exam 
preparation materials 

 

Interviews with 
teachers 
Questionnaire to 
students 
Interviews with 
students and 
teachers who piloted 
the package 

Read and 
Hayes, 2003  

IELTS  Tertiary 
institutions and 
private schools 
in New Zealand 
running IELTS or 
other English 
classes 

The impact of IELTS 
on preparation 
for academic study in 
New Zealand 

Questionnaires to 
schools, 
teachers and students 
Interviews with 
teachers 
Observation of classes 
Pre- and post-tests 
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Study Exam studied Teaching/ 

Learning 

context 

Main issues addressed Methodology 

 

Shohamy et 
al., 1996  

English 
Foreign 
Language Test 
Arabic Second 
Language Test 
 

Secondary schools 
in Israel 

 

Impact of tests on 
classroom activities, 
time allotment, 
teaching materials, 
prestige of subject 
tested, promoting 
learning 
 

Student questionnaires 
Structured interviews 
with 
teachers and 
inspectors Analysis of 
inspectorate 
bulletins 
Views of different 
stakeholders: 
language inspectors, 
teachers, 
students 

Turner, 2001  Exams in 
English as a 
Second 
Language 
 

Canadian French 
speaking 
primary and 
secondary schools 
 

Development of rating 
scales and its 
consequential effects 
on the teachers involved 
in the development 

Feedback from 
teachers 
involved in 
developing rating 
scales 

Wall and 
Alderson, 
1993 

 

Sri-Lankan O-
Level 
Evaluation 
Project 

Sri-Lankan 
secondary 
schools 

Effects of changing the 
O-level Examinations  

 

Class observation 
Teacher and student 
interviews 

Watanabe, 
1996; 2000  

University 
entrance 
exams in Japan 
 

Private extra 
curricular 
institutions in 
Japan preparing 
students for 
university 
entrance exams 
 

Relationship between 
university 
entrance examinations 
and grammar 
translation 
approach to teaching 

Analysis of entrance 
exam 
papers 
Observation of and 
interviews 
with 2 teachers 
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APPENDIX 3 Interview Guide 

 
WHAT DO YEAR 9 TEACHERS THINK ABOUT NAPLAN? 
_______________________________________________________________________ 
 

I. Introduction 

II. Completion of Consent Form 

III. Interview 

Question 1 - What do you think of NAPLAN Reading Test?  

Probing questions: Are there any ideas / points which you would like to share with me 

regarding NAPLAN test in Reading? 

Question 2 - What effect does NAPLAN have on your classroom?  

Probing questions:  

            Have you made some changes in your –  
□ curriculum/classroom activities 
□ instruction/teaching method 
□ teaching materials 
□ content you would teach 
□ the way you assess your students 

 What changes have you made before or after the NAPLAN testing? 

 Do you feel the need to make these changes before the NAPLAN testing? Why or why not?                                            

Question 3 - Do you explicitly teach reading skills? 
 
Which among these skills in Reading do you spend a lot of time before the NAPLAN testing?   

Kindly rank them by writing 1, 2, 3, 4 on the blank. With 1 as your first and 2-2nd, 3 -3rd, 4-4th 

and 5- 5th  skill in focus. 

 

        Study Skill like alphabetizing, outlining, library skills 

        Comprehension Skill like answering wh-questions, critical thinking 

        Vocabulary Skills like word recognition, word meaning, synonyms, 

antonyms 

         Literary/Appreciation Skills like giving a title to a selection, choosing 

the best characters in the story 

Probing questions: Why do you think that there is a need to focus more on the skill that you 

rank as 1 before the NAPLAN testing? 
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How do you prepare your students to master this skill? 

Is this skill necessary only for NAPLAN testing? Why or why not? 

Would this help your students achieve better in NAPLAN? Why or why not? 
 

Question 4 – Why do you make changes in your curriculum and instruction? 
Probing questions: Which among these reasons/factors do you particularly consider to 

influence your decisions in making some changes in your curriculum and instruction? 

□ Students learning attitude 
□ Your professional dignity 
□ Pressure from external forces: test, administrator, parents 
□ The level of your awareness on NAPLAN testing  
□ The high stakes, consequence, status of NAPLAN 

 
Do you think the changes you made because of NAPLAN Reading test in your curriculum and 
instruction help your students learn your subject well? 
Or do you think the changes you made because of NAPLAN Reading test in your curriculum 
and instruction help your students to learn for the NAPLAN testing only? 
 

Question 5 -To what extent has your work been influenced by the administration of annual 

external tests and the publication of students' results on the MySchools website?  

Probing questions: 

 Is the demand for accountability leading to better teaching and learning? 

 Why or why not? 

IV. Summary and conclusion 

1. Any other comment that you would like to make? 

V. Appreciation 
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APPENDIX 4 Evaluation Checklist for the Research Instruments 

SURVEY QUESTIONNAIRE EVALUATION CHECKLIST 

Evaluator: ____________________________________________________________ 

School/Work Address: __________________________________________________ 

 

Directions: Kindly accomplish the checklist to give feedback about the merit of the research 

instruments. 

Checklist to Evaluate the Research Instruments 

The survey questionnaire has . . .   
Comments  and/or Suggestions 

a suitable format.   

user-friendly layout.   

indicated clear directions .   

clearly constructed questions.   

appropriate response options.   

enough space for the open-ended 
response. 

  

the potential to find out what the survey is 
supposed to measure. 

  

Other  comments and/or suggestions : 

The interview questions are . . .   

clearly stated.   

logically sequenced.   

well backed-up with suitable probing 
questions. 

  

able to determine what the study intends 
to find out. 

  

Other comments and/or suggestions:  
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APPENDIX 5 Results of the Cronbach Alpha Analysis 

 

A. Cluster A SQs 1 to 30 Initial SPSS Result 

B. Cluster A SQs 1 to 30 Final SPSS Result 

C. Cluster B SQs 31 to 53 Initial SPSS Result 

D. Cluster B SQs 31 to 53 Final SPSS Result 

E. Cluster C SQs 53 to 63 Initial SPSS Result 

F. Cluster C SQs 53 to 63 Final SPSS Result 

 

 

 

 

 

 

 

 

 

 

122



A. Cluster A SQs 1 to 30 Initial SPSS Result 

 
 

 
 

 
 

 

 
 

 

 

 

 

 

 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Case Processing Summary 
 N % 

Cases Valid 11 78.6 
Excludeda 3 21.4 

Total 14 100.0 
a. Listwise deletion based on all variables in the 

procedure. 

Reliability Statistics 
Cronbach's 

Alpha 
N of 
Items 

.841 30 

Item-Total Statistics 

 Scale Mean if 
Item Deleted 

Scale 
Variance if 

Item Deleted 
Corrected Item-

Total Correlation 

Cronbach's 
Alpha if Item 

Deleted 
SQ1 78.3636 148.855 .658 .829 
SQ2 78.7273 151.018 .396 .835 
SQ3 79.2727 142.018 .899 .821 
SQ4 79.5455 140.873 .852 .820 
SQ5 80.0000 152.200 .478 .834 
SQ6 79.9091 145.891 .654 .827 
SQ7 77.7273 151.818 .469 .834 
SQ8 78.9091 157.291 .135 .845 
SQ9 79.0000 155.000 .226 .841 
SQ10 79.0909 154.891 .247 .840 
SQ11 79.0000 163.200 -.057 .847 
SQ12 80.1818 164.764 -.150 .847 
SQ13 80.1818 157.564 .110 .847 
SQ14 80.0909 166.691 -.178 .856 
SQ15 78.8182 155.164 .165 .846 
SQ16 79.0909 157.491 .172 .842 
SQ17 78.6364 150.655 .445 .834 
SQ18 79.7273 154.218 .355 .837 
SQ19 78.3636 153.055 .539 .833 
SQ20 79.6364 150.455 .515 .832 
SQ21 79.5455 139.873 .612 .826 
SQ22 79.5455 147.073 .763 .826 
SQ23 79.0000 154.600 .307 .838 
SQ24 79.3636 146.255 .795 .825 
SQ25 78.4545 160.873 .019 .848 
SQ26 78.6364 145.855 .586 .829 
SQ27 80.0000 151.800 .602 .832 
SQ28 79.8182 151.364 .629 .831 
SQ29 78.3636 161.855 -.021 .851 
SQ30 78.3636 153.055 .334 .838 

Scale Statistics 

Mean Variance 
Std. 

Deviation N of Items 
81.9091 162.691 12.75503 30 
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B. Cluster A SQs 1 to 30 Final SPSS Result 
 

Case Processing Summary 
 N % 

Cases Valid 11 78.6 
Excludeda 3 21.4 

Total 14 100.0 
a. Listwise deletion based on all 
variables in the procedure. 
 

Item-Total Statistics 

 
Scale Mean 

if Item 
Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
SQ1 57.2727 143.418 .523 .904 
SQ2 57.6364 144.655 .329 .908 
SQ3 58.1818 135.164 .853 .896 
SQ4 58.4545 134.073 .809 .896 
SQ5 58.9091 147.491 .306 .908 
SQ6 58.8182 137.364 .683 .900 
SQ7 56.6364 142.455 .534 .903 
SQ8 57.8182 142.164 .383 .908 
SQ9 57.9091 140.691 .459 .905 
SQ10 58.0000 141.400 .460 .905 
SQ17 57.5455 143.873 .391 .907 
SQ18 58.6364 145.055 .406 .906 
SQ19 57.2727 144.218 .586 .903 
SQ20 58.5455 140.673 .600 .902 
SQ21 58.4545 131.673 .627 .902 
SQ22 58.4545 138.273 .811 .898 
SQ23 57.9091 145.491 .351 .907 
SQ24 58.2727 138.218 .802 .898 
SQ26 57.5455 138.673 .557 .903 
SQ27 58.9091 144.091 .582 .903 
SQ28 58.7273 143.018 .648 .902 
SQ30 57.2727 145.818 .299 .909 

 
 

 

 
 
 

Reliability Statistics 
Cronbach's 

Alpha 
N of 
Items 

.907 22 

Scale Statistics 

Mean Variance 
Std. 

Deviation N of Items 
60.8182 154.364 12.42432 22 
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B. Cluster B SQs 31 to 53 Initial SPSS Result 

 
 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

Case Processing Summary 
 N % 

Cases Valid 14 100.0 
Excludeda 0 .0 

Total 14 100.0 
a. Listwise deletion based on all variables in 
the procedure. 

Reliability Statistics 
Cronbach's 

Alpha 
N of 
Items 

.604 23 

Item-Total Statistics 

 
Scale Mean 

if Item 
Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
SQ31 59.9286 41.456 -.171 .638 
SQ32 58.1429 40.132 -.046 .620 
SQ33 60.5000 35.346 .794 .551 
SQ34 57.8571 41.670 -.223 .629 
SQ35 59.3571 40.555 -.089 .625 
SQ36 58.1429 44.132 -.428 .658 
SQ37 59.8571 36.593 .225 .589 
SQ38 60.0000 30.769 .818 .499 
SQ39 59.9286 34.687 .525 .553 
SQ40 60.2857 36.220 .375 .573 
SQ41 58.4286 38.879 .070 .608 
SQ42 58.1429 37.824 .239 .589 
SQ43 58.7143 39.912 -.051 .628 
SQ44 59.5714 39.187 .005 .620 
SQ45 59.7143 34.220 .536 .549 
SQ46 59.5000 39.654 .029 .609 
SQ47 59.7143 38.220 .038 .622 
SQ36B 59.6429 38.863 .030 .617 
SQ48 59.0000 36.000 .187 .597 
SQ49 60.0000 33.385 .616 .537 
SQ50 60.3571 35.940 .816 .557 
SQ51 60.5714 38.110 .302 .587 
SQ52 59.7857 31.258 .711 .512 

Scale Statistics 

Mean Variance 
Std. 

Deviation 
N of 
Items 

62.1429 40.286 6.34710 23 
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C. Cluster B SQs 31 to 53 Final SPSS Result 

 
 
 
 
 
 
 
 
 

 
Item-Total Statistics 

 
Scale Mean 

if Item 
Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's Alpha 
if Item Deleted 

SQ33 34.8571 41.363 .704 .813 
SQ37 34.2143 40.335 .379 .826 
SQ38 34.3571 38.401 .579 .811 
SQ39 34.2857 41.143 .421 .821 
SQ40 34.6429 43.016 .248 .831 
SQ41 32.7857 42.335 .289 .830 
SQ42 32.5000 40.885 .549 .815 
SQ44 33.9286 41.764 .253 .835 
SQ45 34.0714 38.533 .649 .807 
SQ46 33.8571 44.747 .114 .836 
SQ48 33.3571 38.093 .428 .826 
SQ49 34.3571 37.786 .713 .802 
SQ50 34.7143 41.451 .818 .811 
SQ51 34.9286 43.456 .354 .826 
SQ52 34.1429 36.593 .697 .801 

 

 

 
 

 

 

 

 

 

Case Processing Summary 
 N % 

Cases Valid 14 100.0 
Excludeda 0 .0 

Total 14 100.0 
a. Listwise deletion based on all 

variables in the procedure. 

Reliability Statistics 
Cronbach's 

Alpha N of Items 
.830 15 

Scale Statistics 

Mean Variance 
Std. 

Deviation N of Items 
36.5000 46.115 6.79083 15 
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D. Cluster C Survey Questions 53 to 63 Initial SPSS Result 
 

Case Processing Summary 
 N % 

Cases Valid 13 92.9 
Excludeda 1 7.1 

Total 14 100.0 
 

a. Listwise deletion based on all variables in 
the procedure. 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Reliability Statistics 
Cronbach's 

Alpha N of Items 
.636 10 

Item-Total Statistics 

 
Scale Mean 

if Item 
Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
SQ53 32.2308 18.526 .638 .529 
SQ54 31.6923 22.064 .752 .574 
SQ55 32.2308 19.026 .579 .544 
SQ59 32.2308 19.692 .625 .545 
SQ60 33.0769 23.577 .337 .614 
SQ61 32.6923 17.731 .535 .545 
SQ62 32.3846 20.423 .469 .575 
SQ56 32.3846 23.090 .122 .655 
SQ57 33.6154 23.090 .085 .670 
SQ58 34.2308 31.026 -.568 .757 

Scale Statistics 

Mean Variance 
Std. 

Deviation N of Items 
36.3077 25.897 5.08895 10 
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E. Cluster C Survey Questions 53 to 63 Final SPSS Result 

 

 
 
 

 

 
 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Scale Statistics 

Mean Variance 
Std. 

Deviation N of Items 
27.6154 25.423 5.04213 7 

 

 

 

 

 

 

 

 

 

Case Processing Summary 
 N % 

Cases Valid 13 92.9 
Excludeda 1 7.1 

Total 14 100.0 
a. Listwise deletion based on all 
variables in the procedure. 

Reliability Statistics 
Cronbach's 

Alpha N of Items 
.845 7 

Item-Total Statistics 

 
Scale Mean 

if Item 
Deleted 

Scale 
Variance if 

Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if Item 

Deleted 
SQ53 23.5385 17.436 .724 .803 
SQ54 23.0000 21.500 .781 .823 
SQ55 23.5385 17.769 .682 .810 
SQ59 23.5385 18.269 .766 .799 
SQ60 24.3846 24.090 .166 .869 
SQ61 24.0000 16.000 .676 .818 
SQ62 23.6923 19.064 .583 .826 

128



APPENDIX 6 Validated Survey Questionnaires 

 
WHAT DO YEAR 9 TEACHERS THINK ABOUT NAPLAN? 

_______________________________________________________________________ 

 

 

Dear Teacher, 

 
I am Jean Borlagdan who is presently enrolled at the Charles Darwin University and working 
for the completion of my Masters in Education by Research. For my research, I would like to 
find out about how teachers perceive the NAPLAN test and whether they believe it affects their 
teaching. 
 
To help me with this research, I am asking if you, as a Year 9 English teacher, would be 
prepared to complete a short questionnaire. The questionnaire contains questions about your 
perception about the NAPLAN Reading Testing and whether you think it has any effect on 
your approach to teaching and on student learning. 
 

The questionnaire will take approximate 20 minutes of your time.  All information you provide 
is anonymous and confidential.  
 
At the moment there is very little research of this kind in Australia, and your opinions will very 
extremely valuable. I thank you in advance for your help and assure you that your participation 
in this research is highly appreciated. 
 
 If you have any concerns or about this study, or would like further information, please don’t 
hesitate to contact me – 0405 945 427 or email me at jean.borlagdan@cdu.edu.au . 
 
 
 
 
Jean Borlagdan 
Researcher 
 
Charles Darwin University 
Faculty of Law, Education, Business and Arts 
Telephone No. 08 89467314 
Fax No. 89467175 c/o Dr. Helen Harper 

 

SURVEY FORM NO.     
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WHAT DO YEAR 9 TEACHERS THINK ABOUT NAPLAN? 
 
_______________________________________________________________________ 
 

PART I Background Information 

School you are teaching in ___________________ Government            Non-Gov  
DIRECTIONS: Please  tick the appropriate answer.  

1. Your gender  
□ male  
□ female 

 
 2.  Your age  

□ 20 –25 
□ 26-30 
□ 31-40 

over 40  
 

3. Your academic qualification 
□ Teaching Certificate 
□ Bachelor of Education Degree 
□ Advanced  Diploma in Education 
□ Graduate Diploma in Education 
□ M Ed 
□ PhD 
□ Others, please specify _________________________________ 

4. Your membership  to  any professional associations 
□ None 
□ Please specify _______________________________________ 

5. Total number of years you have been teaching  
□ 5 years or less 
□ 6-10  
□ 11-15  
□ over 15 

 
6. Years you have been teaching English/Reading in Year 9 (including this year): 

□ 5 years or less 
□ 6-10  
□ 11-15  
□ over 15 

 

 

SURVEY FORM NO.     
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7. Number of years you have taught Year 9 students who were taking the NAPLAN Reading 
test including this year 

□ 1 year  
□ 2 years  
□ 3 years  
□ 4 years             

 
8. Types  of Reading class/es that you teach  (tick all that are applicable). 

□ Mixed Ability Group 
□ Same Ability Group –Under achieving 
□ Same Ability Group-Average 
□ Same Ability Group-High achieving 
□ Special Literacy Class for Advanced Learners 
□ Special Literacy Class for Underachievers 
□ Others, please specify ___________________________________ 

 
9.  Approximately what percentage are there of Indigenous and Torres Strait Islander students 
in your class/es? 

□ 1-20% 
□ 21-50% 
□ 51%  or  more 
 

10. Does your school follow a Reading Program for Year 9? 
□ Yes 
□ No 
□ Somewhat 
□ Not sure 

 
11. Are you required to use the prescribed textbooks and references for your Reading and 
Viewing class? 

□ Yes 
□ No 
□ Somewhat 
□ Not sure 

 
12.  Do you need to finish all the contents of the prescribed textbooks in your Reading and 
Viewing class? 

□ Yes 
□ No 
□ Somewhat 
□ Not sure 
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13. Which of these NAPLAN Information Packages from the Department of Education and 
Training are your familiar with? Tick all that are applicable. 

□ Persuasive Writing Information package 
□ Reporting and analysing Achievement data 
□ Test preparation materials 
□ NAPLAN tests and practice tests 
□ Administration and test instruction handbooks 
□ School information sessions 

 
14. Which of these NAPLAN Team 1 Information items  are you familiar with? Tick all that 
are applicable. 

□ Key messages 
□ NAPLAN overview 
□ Test schedule 
□ 10 Hot tips for principals 
□ Numeracy test information 
□ Writing test information 
□ Language conventions test information 
□ Reading test information 
□ Student Registration and Participation website, user manual and information 

sheet 
□ Application form 

 
15.  Does your school give you enough orientation and background information about 
NAPLAN testing? 

□ Yes 
□ No 
□ Somewhat 
□ Not sure 

 
16. How familiar are you  with the content of the NAPLAN Reading test?  

□ Very familiar 
□ Somewhat familiar 
□ Not very familiar 
□ Not familiar at all 

 
17.  How familiar are you with the Department of Education and Training’s suggestions on 
how to prepare your students for NAPLAN Reading test? 

□ Yes 
□ No 
□ A little 
□ Not sure 
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18.  Which of the following resources have you used to prepare your students? Tick all that are 
applicable. 

□ NAPLAN tests and practice tests   

□ MAP tests from 2004-2007 

□ The Reading Preparation and Bright Ideas 

□ The Reading Alignment Documents 

□ Others, specify please__________________________________________ 

19. Does your school leadership require you to prepare your students for the NAPLAN 
Reading test? 

□ Yes 
□ No 
□ A little 
□ Not sure 

 
20. Do you feel that the students’ parents expect you to assist their children to perform well in 
NAPLAN Reading test? 
 

□ Yes 
□ No 
□ A little 
□ Not sure 
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PART II Perception about NAPLAN Reading Test and its Apparent Effects on the Classroom 

DIRECTIONS: Please indicate how much you AGREE or DISAGREE with each of the 
following statements. Put a  tick mark on the column which corresponds to your response. 

A. THE NATIONAL ASSESSMENT PROGRAM-LITERACY 

AND NUMERACY (NAPLAN) READING TEST 
Strongly 

agree 

Tend 
to 

agree 

Tend to 
disagree 

Strongly 
disagree 

Don’t 
know 

1. is a credible national external assessment. 
□  □  □  □  □  

2. accurately assesses  students’ reading  abilities. 
□  □  □  □  □  

3. is an unreliable national assessment. 
□  □  □  □  □  

4. inaccurately assesses students’ reading 
abilities. □  □  □  □  □  

5. is a high – stakes test . 
□  □  □  □  □  

6. is just another fad. 
□  □  □  □  □  

7. is a recognized national system for assessing 
student achievement . □  □  □  □  □  

8. motivates students to work harder to have a 
sense of accomplishment. □  □  □  □  □  

9. motivates students to work harder and enhance 
learning. □  □  □  □  □  

10.  motivates students to work harder to have a 
sense of accomplishment and enhanced 
learning. 

□  □  □  □  □  

11. can positively affect teaching activities. 
□  □  □  □  □  

12. can negatively affect teaching activities 
□  □  □  □  □  

13. enhances student learning. 
□  □  □  □  □  

14. can negatively affect students and their 
learning activities. □  □  □  □  □  

15. presents a distorted view of students’ learning. 
□  □  □  □  □  

16. has no  effect on student learning. 
□  □  □  □  □  

17. has no influence  on teaching. 
□  □  □  □  □  

18. has no influence  on student  learning. 
□  □  □  □  □  

19. has positive effects on student  learning. 
□  □  □  □  □  

20. has negative effects on teaching. 
□  □  □  □  □  

21. has negative effects on student learning. 
□  □  □  □  □  

22. has a significant impact on student  learning. 
 □  □  □  □  □  
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B. AS A TEACHER OF STUDENTS WHO WILL UNDERGO 

NAPLAN TESTI, I 
 

Strongly 
agree 

Tend 
to 

agree 
Tend to 
disagree 

Strongly 
disagree 

Don’t 
know 

23. spend time to prepare my students for  

NAPLAN  testing. □  □  □  □  □  

24. use commercially produced  materials to help 

prepare  my students for the NAPLAN  test. □  □  □  □  □  

25.  adjust my teaching and assessment in light of  

NAPLAN. □  □  □  □  □  

26. disrupt the curriculum program in order to 

prepare my students for the NAPLAN testing. □  □  □  □  □  

27. am pressured to prepare my students to achieve 

well in the NAPLAN  test. □  □  □  □  □  

28. believe that my decisions can affect students’ 

achievement in NAPLAN. □  □  □  □  □  

29. use NAPLAN preparation to enhance student 

learning. □  □  □  □  □  

30. believe that testing has negative effects on 

teaching and learning. □  □  □  □  □  

31. use NAPLAN preparation primarily to enhance 

the students’ achievement on  NAPLAN test. □  □  □  □  □  

32. avoid conducting special preparation  or  

special activities to prepare the students for the 

NAPLAN  test. 
□  □  □  □  □  

33.  believe that if I administer the NAPLAN test 
and extended the time limit it would help some 
or all students gain better results  
 

□  □  □  □  □  

34.  teach to the test by using materials that mimic 
the format. □  □  □  □  □  

35. conduct test preparation aimed at boosting  the 
confidence of pupils to take the test. 
 

□  □  □  □  □  

36. get students to practice with  a sample  
NAPLAN test. □  □  □  □  □  

37. believe that some  or all  students could gain 
better results if I  help them by orally 
interpreting the test directions and questions. 

□  □  □  □  □  
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PART III  

DIRECTIONS:  Please write your answers to the following questions on the provided space. 

Question 1  

What do you think about NAPLAN Reading test?  
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
 

Do you think your colleagues’ views about NAPLAN are the same as yours?  

Why or why not ________________________________________________________________  

______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
 
 
Could you list some positive and negative aspects of NAPLAN Reading test? 
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 

C. TEACHERS’ VIEWS ABOUT NAPLAN  
Strongly 
agree 

Tend 
to 
agree 

Tend to 
disagree 

Strongly 
disagree 

Don’t 
know 

38. are valuable. 
□  □  □  □  □  

39. are worth considering. 
□  □  □  □  □  

40. should be used to evaluate the NAPLAN. 
□  □  □  □  □  

41. can affect the performance of their students in 
NAPLAN. □  □  □  □  □  

42. have no impact on their  students’ achievement 
in NAPLAN. □  □  □  □  □  

43.  are essential to assess the impact of NAPLAN  
testing. □  □  □  □  □  

44. can be utilized as evidence to assist and 
develop policies, standards and actions 
regarding student assessment and  a national 
assessment program. 

□  □  □  □  □  
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Question 2 

Does NAPLAN testing put extra pressure on you?  Yes or No? 

If yes, could you please specify what these pressures are? 

______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________ 
If no, could you please give your major reason? 
______________________________________________________________________________
______________________________________________________________________________ 
 

Question 3  

Are there changes which you have made to your teaching because of NAPLAN? Could you 
please specify these changes? 
______________________________________________________________________________
______________________________________________________________________________ 
______________________________________________________________________________ 
______________________________________________________________________________
______________________________________________________________________________ 
 

Which activities do you do most before a NAPLAN test?  

______________________________________________________________________________
______________________________________________________________________________ 
Question 4  

Does NAPLAN affect teaching? Could you specify how? 

______________________________________________________________________________
______________________________________________________________________________ 
Does NAPLAN affect student learning? Could you specify how? 

______________________________________________________________________________ 
______________________________________________________________________________ 
Question 5 

Do teachers’ views and opinions about NAPLAN have a role in making NAPLAN a significant 
assessment tool? Why or why not? 

______________________________________________________________________________ 
______________________________________________________________________________ 
 

THANK YOUR VERY MUCH FOR YOUR KIND HELP. 
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APPENDIX 7 Plain Language Statements/Consent Forms For Survey and Interview 

_____________________________________________________________________ 
 

PLAIN LANGUAGE STATEMENT 

 

PROJECT:  THE PERCEPTION OF YEAR 9 ENGLISH TEACHERS IN DARWIN  

ABOUT THE BACKWASH EFFECTS OF NAPLAN READING TESTING 

CHIEF INVESTIGATOR: Jean Borlagdan 

PURPOSE OF THE STUDY: The purpose of the research is to determine the apparent effects 

of administering the NAPLAN Reading test on Year 9 classes and the role of the teachers in 

the occurrence, strength and kind of the resulting backwash in selected urban government and 

non-government schools in Darwin. Specifically, the researcher will explore and gather 

responses that will answer the following research questions: 

1. What do the Year 9 English teachers in selected urban government schools in Darwin 

think of the NAPLAN Reading Test in relation to: 

a) its ability to accurately assess students’ reading abilities and 

b) its potential to enhance students’ learning ? 

2. What are the perceived backwash effects of the NAPLAN reading testing on the 

classroom, with particular reference to the curriculum, teaching methods, and student 

learning? 

3. What levels of awareness do teachers have of their potential to facilitate both positive 

and negative backwash from NAPLAN? 

BENEFITS OF THE STUDY:  By gathering the opinions of teachers on high stakes testing 

and its impact on teaching and learning, this study will -  

 give voice to the teachers who are  generally greatly affected by but only marginally 

involved in the process that lead to nationwide testing programs.  

 provide teachers with a clearer idea of the roles that they  can play and the decisions 

they can make concerning the effect of testing on  teaching and learning.  

 help to inform ways of helping teachers to promote positive, rather than negative 

effects.   

 

Charles Darwin University 
Darwin, NT 0909 Australia 
www.cdu.edu.au 
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  serve as a reference to educators and policy makers for future decisions and actions, 

particularly on how external tests, such as NAPLAN testing influences aspects of the 

classroom such as curriculum, teaching methods, and student learning, particularly in 

areas of reading. 

 

WHAT WOULD BE EXPECTED OF YOU? You will receive this plain language statement 

and consent form when you agree to participate. You will be invited to answer the survey 

questionnaire and participate voluntarily in the interview phase of the study. At the time of the 

interview you will be briefed orally and asked to sign the consent form, too. You will be well 

informed about the nature and purpose of the research beforehand.  

DISCOMFORTS/ RISKS: There is negligible risk of harm or discomfort to you. You will be 

given an outline of broad line of questioning and be asked to sign an informed consent form. If 

you wish to stop at any time you may.  

CONFIDENTIALITY: All information which you will provide is treated anonymously and 

confidentially. Unless you have specifically requested to be identified against a quote, then it 

will be used. 

YOUR PARTICIPATION: The researcher would be grateful if you will participate in this 

study but you are free to refuse to participate. Even if you do decide to participate, you may 

withdraw from the research at any time.  

RESULTS OF THESTUDY: The results will be communicated to you via individual 

letter/email containing transcript. You will also be informed when the research is published.  

The thesis itself will be accessible through CDU library. 

 

PERSONS TO CONTACT: If you have any questions about the project, please contact the 

researcher, JEAN B. BORLAGDAN on ph: 08 89467314. 

If there is an emergency or if you have any concerns before commencing, during, or after the 

completion of the project, you are invited to contact the 

Executive Officer of the Charles Darwin University Human Research 

Ethics Committee on 08 8946 6498 or by email: 

cduethics@ cdu.edu.au. 

 

The Executive Officer can pass on any concerns to appropriate officers within the University. 
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APPENDIX 8 Summaries of Findings 

A. Survey Questionnaire Response 

B. Transcripts of Interviews 

APPENDIX 8-A Survey Questionnaire Response 

Likert Response Survey Question Part II A  

 

A. The National Assessment Program Literacy and Numeracy (NAPLAN) 

Reading Test 

Survey Question Part II  A 

Item 1 is a credible national external assessment. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SD 3 17.6 18.8 18.8 
TD 3 17.6 18.8 37.5 
TA 8 47.1 50.0 87.5 

SA 2 11.8 12.5 100.0 
Total 16 94.1 100.0  

Missing UM 1 5.9   
Total 17 100.0   

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
 

Survey Question Part II  A 

Item 2 accurately assesses students’ reading abilities. 

 Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid DK 1 5.9 6.3 6.3 
SD 2 11.8 12.5 18.8 
TD 5 29.4 31.3 50.0 
TA 8 47.1 50.0 100.0 

Total 16 94.1 100.0  
Missing UM 1 5.9   

Total 17 100.0   

Legend:       TA-Tend to Agree    TD-Tend to Disagree 
    SA-Strongly Agree        SD-Strongly Agree    UM-User Missing=No Reply 
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Survey Question Part II  A 

Item 3 is an unreliable national assessment. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 1 5.9 6.3 6.3 
TA 4 23.5 25.0 31.3 
TD 7 41.2 43.8 75.0 

SD 4 23.5 25.0 100.0 
Total 16 94.1 100.0  

Missing UM 1 5.9   
Total 17 100.0   

Survey Question Part II  A 

Item 4 inaccurately assesses students’ reading abilities. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 2 11.8 12.5 12.5 
TA 5 29.4 31.3 43.8 
TD 8 47.1 50.0 93.8 

SD 1 5.9 6.3 100.0 
Total 16 94.1 100.0  

Missing UM 1 5.9   
Total 17 100.0   

Survey Question Part II  A 

Item 5 is a high-stakes test. 

 
Frequency Per cent 

Valid 

Percent 

Cumulative 

Per cent 

Valid SA 5 29.4 31.3 31.3 

TA 5 29.4 31.3 62.5 

TD 4 23.5 25.0 87.5 
SD 1 5.9 6.3 93.8 
DK 1 5.9 6.3 100.0 

Total 16 94.1 100.0  
Missing UM 1 5.9   

Total 17 100.0   

Legend: TA-Tend to Agree TD-Tend to Disagree 
SA-Strongly Agree SD-Strongly Agree UM-User Missing=No Reply 
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Survey Question Part II  A 

Item 6 is just another fad. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 3 17.6 20.0 20.0 
TA 5 29.4 33.3 53.3 
TD 7 41.2 46.7 100.0 

Total 15 88.2 100.0  
Missing UM 2 11.8   

Total 17 100.0   

Survey Question Part II  A 

Item 7 is a recognised national system for assessing student achievement. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SD 2 11.8 12.5 12.5 
TD 3 17.6 18.8 31.3 
TA 9 52.9 56.3 87.5 

SA 2 11.8 12.5 100.0 

Total 16 94.1 100.0  
Missing UM 1 5.9   

Total 17 100.0   

Survey Question Part II  A 

Item 8 motivates students to work harder to have a sense of accomplishment. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid DK 1 5.9 6.3 6.3 

SD 7 41.2 43.8 50.0 

TD 5 29.4 31.3 81.3 

TA 3 17.6 18.8 100.0 

Total 16 94.1 100.0  
Missing UM 1 5.9   

Total 17 100.0   

Legend:       TA-Tend to Agree    TD-Tend to Disagree 
    SA-Strongly Agree        SD-Strongly Agree    UM-User Missing=No Reply 
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Survey Question Part II  A 

Item 9 motivates students to work harder and enhance learning. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid DK 1 5.9 6.3 6.3 
SD 8 47.1 50.0 56.3 

TD 6 35.3 37.5 93.8 
TA 1 5.9 6.3 100.0 

Total 16 94.1 100.0  
Missing UM 1 5.9   

Total 17 100.0   

Survey Question Part II  A 

SQ10 motivates students to work harder to have a sense of accomplishment 
and enhanced learning. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SD 8 47.1 53.3 53.3 

TD 7 41.2 46.7 100.0 
Total 15 88.2 100.0  

Missing UN 2 11.8   
Total 17 100.0   

Survey Question Part II  A 

Item 11 can positively affect teaching activities. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid DK 1 5.9 6.7 6.7 
SD 2 11.8 13.3 20.0 
TD 1 5.9 6.7 26.7 
TA 10 58.8 66.7 93.3 

SA 1 5.9 6.7 100.0 
Total 15 88.2 100.0  

Missing UM 2 11.8   
Total 17 100.0   

Legend:       TA-Tend to Agree    TD-Tend to Disagree 
    SA-Strongly Agree        SD-Strongly Agree    UM-User Missing=No Reply 

143



Survey Question Part II  A 

Item 12 can negatively affect teaching activities 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 1 5.9 6.3 6.3 

TA 9 52.9 56.3 62.5 

TD 6 35.3 37.5 100.0 

Total 16 94.1 100.0  
Missing UM 1 5.9   

Total 17 100.0   
 
 

Survey Question Part II  A 

Item 13 enhances student learning. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SD 3 17.6 18.8 18.8 
TD 6 35.3 37.5 56.3 
TA 7 41.2 43.8 100.0 

Total 16 94.1 100.0  
Missing UM 1 5.9   

Total 17 100.0   

 

 
Survey Question Part II  A 

Item 14 can negatively affect students and their learning activities. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Percent 

Valid SA 1 5.9 6.3 6.3 
TA 9 52.9 56.3 62.5 

TD 6 35.3 37.5 100.0 
Total 16 94.1 100.0  

Missing UM 1 5.9   
Total 17 100.0   

 

 

 

Legend:       TA-Tend to Agree    TD-Tend to Disagree 
    SA-Strongly Agree        SD-Strongly Agree    UM-User Missing=No Reply 
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Survey Question Part II  A 

Item 15 presents a distorted view of students’ learning. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Percent 

Valid SA 3 17.6 17.6 17.6 

TA 8 47.1 47.1 64.7 

TD 3 17.6 17.6 82.4 

SD 1 5.9 5.9 88.2 

DK 2 11.8 11.8 100.0 

Total 17 100.0 100.0  
 
 

Survey Question Part II  A 

Item 16 has no effect on student learning. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 1 5.9 6.3 6.3 
TA 7 41.2 43.8 50.0 

TD 5 29.4 31.3 81.3 
SD 1 5.9 6.3 87.5 
DK 2 11.8 12.5 100.0 

Total 16 94.1 100.0  
Missing UM 1 5.9   

Total 17 100.0   

 

Survey Question Part II A 

Item 17 has no influence on teaching. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 2 11.8 12.5 12.5 
TA 1 5.9 6.3 18.8 
TD 9 52.9 56.3 75.0 

SD 3 17.6 18.8 93.8 
DK 1 5.9 6.3 100.0 

Total 16 94.1 100.0  
Missing UM 1 5.9   

Total 17 100.0   
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Survey Question Part II A 

Item 18 has no influence on student  learning. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 1 5.9 5.9 5.9 
TA 5 29.4 29.4 35.3 
TD 8 47.1 47.1 82.4 

SD 2 11.8 11.8 94.1 
DK 1 5.9 5.9 100.0 

Total 17 100.0 100.0  

 
 

Survey Question Part II A 

Item 19 has positive effects on student learning. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid DK 3 17.6 17.6 17.6 
SD 2 11.8 11.8 29.4 
TD 6 35.3 35.3 64.7 

TA 6 35.3 35.3 100.0 
Total 17 100.0 100.0  

 

Survey Question Part II A 

Item 20  has negative effects on teaching. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 2 11.8 12.5 12.5 
TA 9 52.9 56.3 68.8 

TD 4 23.5 25.0 93.8 
DK 1 5.9 6.3 100.0 

Total 16 94.1 100.0  
Missing UM 1 5.9   

Total 17 100.0   
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Survey Question Part II A 

Item 21 has negative effects on student learning. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 2 11.8 11.8 11.8 
TA 8 47.1 47.1 58.8 

TD 5 29.4 29.4 88.2 
DK 2 11.8 11.8 100.0 

Total 17 100.0 100.0  
 

Survey Question Part II A 

Item 22 has a significant impact on student learning. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid DK 1 5.9 6.3 6.3 
SD 2 11.8 12.5 18.8 
TD 7 41.2 43.8 62.5 

TA 4 23.5 25.0 87.5 
SA 2 11.8 12.5 100.0 

Total 16 94.1 100.0  
Missing UM 1 5.9   

Total 17 100.0   
   

       Survey Question Part II B 

 

A. AS A TEACHER OF STUDENTS WHO WILL UNDERGO NAPLAN TESTING, 

I  

 

Survey Question Part II B 
Item 23 spend time to prepare my students for NAPLAN testing. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 6 35.3 35.3 35.3 
TA 11 64.7 64.7 100.0 

Total 17 100.0 100.0  
 
 
 

 

Legend:       TA-Tend to Agree    TD-Tend to Disagree 
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Survey Question Part II B 

Item 24 use commercially produced materials to help prepare  my 
students for the NAPLAN  test. 

 
Frequency Per cent 

Valid 
Per cent 

Cumulative 
Per cent 

Valid SA 3 17.6 17.6 17.6 
TA 9 52.9 52.9 70.6 

TD 3 17.6 17.6 88.2 
SD 2 11.8 11.8 100.0 

Total 17 100.0 100.0  
 
 
 

Survey Question Part II B 

Item 25 adjust my teaching and assessment in light of NAPLAN. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 5 29.4 29.4 29.4 
TA 9 52.9 52.9 82.4 

TD 1 5.9 5.9 88.2 
SD 2 11.8 11.8 100.0 

Total 17 100.0 100.0  
 
 
 

Survey Question Part II B 

Item 26 disrupt the curriculum program in order to prepare my students 
for the NAPLAN testing. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid  SA 4 23.5 23.5 23.5 
TA 6 35.3 35.3 58.8 

TD 6 35.3 35.3 94.1 

SD 1 5.9 5.9 100.0 
Total 17 100.0 100.0  
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Survey Question Part II B 
Item 27 am pressured to prepare my students to achieve well 

in the NAPLAN test. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 4 23.5 23.5 23.5 
TA 7 41.2 41.2 64.7 

TD 5 29.4 29.4 94.1 
SD 1 5.9 5.9 100.0 

Total 17 100.0 100.0  
 
 

 

Survey Question Part II B 

Item 28  believe that my decisions can affect students’ achievement 
in NAPLAN 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid DK 1 5.9 5.9 5.9 
SD 1 5.9 5.9 11.8 
TD 3 17.6 17.6 29.4 
TA 10 58.8 58.8 88.2 

SA 2 11.8 11.8 100.0 
Total 17 100.0 100.0  

 

 

 

Survey Question Part II B 

Item 29 use NAPLAN preparation to enhance student learning. 

 
Frequency Per cent 

Valid 
Per cent 

Cumulative 
Per cent 

Valid SD 1 5.9 5.9 5.9 
TA 14 82.4 82.4 88.2 

SA 2 11.8 11.8 100.0 
Total 17 100.0 100.0  
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Survey Question Part II B 

Item 30 believe that testing has negative effects on teaching and learning. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 2 11.8 11.8 11.8 

TA 7 41.2 41.2 52.9 

TD 6 35.3 35.3 88.2 

DK 2 11.8 11.8 100.0 
Total 17 100.0 100.0  

 

Survey Question Part II B 

Item 31 use NAPLAN preparation primarily to enhance the students’ 
achievement on NAPLAN test. 

 
Frequency Per cent 

Valid Per 

cent 

Cumulative 

Per cent 

Valid  SA 2 11.8 11.8 11.8 
TA 6 35.3 35.3 47.1 
TD 7 41.2 41.2 88.2 

SD 1 5.9 5.9 94.1 
DK 1 5.9 5.9 100.0 

Total 17 100.0 100.0  
 

Survey Question Part II B 
Item 32 avoid conducting special preparation 

or special activities to prepare the students for the NAPLAN test. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid DK 1 5.9 6.3 6.3 
SD 5 29.4 31.3 37.5 
TD 10 58.8 62.5 100.0 

Total 16 94.1 100.0  
Missing UM 1 5.9   

Total 17 100.0   
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Survey Question Part II B 

Item 33 believe that if I administer the NAPLAN test and extended the 
time limit it would help some or all students gain better results 

 
Frequency Per cent 

Valid 
Per cent 

Cumulative 
Per cent 

Valid SA 1 5.9 5.9 5.9 
TA 2 11.8 11.8 17.6 
TD 9 52.9 52.9 70.6 

SD 3 17.6 17.6 88.2 
DK 2 11.8 11.8 100.0 

Total 17 100.0 100.0  

 

Survey Question Part II B 

Item 34  teach to the test by using materials that mimic the format. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 3 17.6 17.6 17.6 
TA 8 47.1 47.1 64.7 

TD 5 29.4 29.4 94.1 
SD 1 5.9 5.9 100.0 

Total 17 100.0 100.0  
 

 

Survey Question Part II B 
Item 35 conduct test preparation aimed at boosting 

the confidence of pupils to take the test. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 5 29.4 29.4 29.4 
TA 12 70.6 70.6 100.0 

Total 17 100.0 100.0  
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Survey Question Part II B 

Item 36 get students to practice with a sample NAPLAN test. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 8 47.1 47.1 47.1 
TA 9 52.9 52.9 100.0 

Total 17 100.0 100.0  
 

Survey Question Part II B 
Item 37 believe that some or all students could gain better results  

if I help them by orally interpreting the test directions and questions. 

 
Frequency Per cent 

Valid 

Per cent 

Cumulative 

Per cent 

Valid SA 4 23.5 23.5 23.5 
TA 1 5.9 5.9 29.4 
TD 11 64.7 64.7 94.1 

SD 1 5.9 5.9 100.0 
Total 17 100.0 100.0  

 

Survey Question Part II C 

B. TEACHERS’  VIEWS ABOUT NAPLAN 

 Findings 

Survey Question Part C Item 38 are valuable. TA=71% 
Survey Question Part C Item 39 are worth considering. TA=77% 
Survey Question Part C   

Item 40 should be used to evaluate the NAPLAN. 
TA=71% 

Survey Question Part C 

Item 41 can affect the performance of their students in NAPLAN. 
TA=53%  

SA=23.5% 
Survey Question Part C  

Item 42 have no impact on their students’ achievement in NAPLAN. 
TD=53% 
SD=29% 

 Survey Question Part C  

Item 42 are essential to assess the impact of NAPLAN testing. 
TA=41% 
SA=18% 

Survey Question Part C  

Item 43 can be utilised as evidence to assist and develop policies, 
standards and actions regarding student assessment and a national 
assessment program. 

TA=65% 
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APPENDIX 8-B Transcripts of Interviews 

INTERVIEW 1 

Researcher:  

What do you think of NAPLAN Reading Test? 

Are there ideas/points which you would like to share regarding NAPLAN Reading test? 

Respondent 1: 

 Ah, one of the issues for me, ah, is that NAPLAN is a national standard, that doesn’t necessary 

taken into account the fact that in the Northern Territory we have a 30% Indigenous 

population. So it’s about it, it’s about the relevance of the content. It also at this school, it  

doesn’t take into account that  ah a  30% of our students come from non-English speaking 

backgrounds, so it  is quite often the case with our students that,  whilst we, ah,  ah who  come 

from and predominantly and  lived in western culture cause we understand the material,  the 

kids might not always understand the materials,  so kids from ah Indigenous or, and/or  non – 

English speaking backgrounds often find that the  tasks  a little more difficult than mainstream 

students. So, how well does the material cater for students who don’t come from a ah western 

Eurocentric culture. 

Researcher:  

Ah, but in general, can you cite any positive aspects of the NAPLAN Reading test? 

Respondent 1: 

You’ve got to, as a nation, you know, we’ve got to work out where our kids are at and because 

we have so many different programs and standards and because we have such variation in 

teacher orientations and standards. Ah, if we didn’t have NAPLAN, how could we gauge 

nationally where our students are at and what areas we needed to be working on? The problem 

for me with NAPLAN is that whilst we do get a ah school card, we do get a feedback, schools 

don’t necessarily use that as a strategy for working on individual students to improve their 

capacity. That’s what I thinks it’s  for me, let’s have NAPLAN but let’s have something to 

follow NAPLAN that actually works at where our students are at and where their weaknesses 

are , so that we can help them improve. 

Researcher:  

So can you cite the negative aspects of the national test...this national testing? 

Respondent 1: 

 Ah, as a national, as a national  test, testing impersonation,  a  negative for me,  is the fact 

that, we,  because of the diversity of students we have here in Australia, ah, we might not meet 
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the needs of every  student, you know,  it’s a  one size  fits all, and  we know that it doesn’t 

work,  in our clothing and   in our  education, and so yeah. 

Researcher:  

But do you think that the NAPLAN Reading test has already had some impact/s on the 
classroom? 

Respondent 1:  

Oh, it does impact on the classroom. I think teachers cons... consciously want kids to do well,   

so, I think they tend to teach towards the whole idea of NAPLAN testing. 

Researcher:  

So do you think that NAPLAN Reading testing has more positive or negative impact on the 
classroom? 

Respondent 1: 

I don’t think, its, I don’t think it has a negative impact on what happens on the classroom. I 

think it’s positive. 

Researcher:  

Can you cite some of the changes or decisions that the teachers must or may have done before 
the NAPLAN Reading testing? 

Respondent 1: 

We’ve had teachers who go on NAPLAN marking and they’ve come back with marking 

schemes  and they’ve come back with the  a ah the vocabulary lists  and we’ve, ah,  they’ve  

talked to other teachers about ah their NAPLAN experiences and their vocabulary lists and 

other teachers starting to think about what actually is happening so that they’re taking on 

board  vocabulary lists and marking schemes, and things, so what is really important is that 

the more aware people are of what is involved in sitting a NAPLAN test  and marking a 

NAPLAN test, the more conscious they are of what they are teaching in classroom. So whereas 

they might not have focus on vocabulary and spelling in any significant way they are   now for 

getting to address those really fundamental issues. 

Researcher:  

Before the NAPLAN Reading test, do they have some changes in the classroom activities and 
schedules?  What changes do you/the teachers adapt? 
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Respondent 1: 

In the lead up to NAPLAN? In the lead of the NAPLAN, ah people buy ah books, it’s a set of I 

think its Pearson ,or  someone has got a set of books with  past examples in it, so that they 

actually  teach children how to do ahh Reading tests.  

Researcher:  

Do they do this, use this in their regular class?  

Respondent 1: 

Yes, yes, they do.   

Researcher:  

Instructions, teaching methods are also adapted for this purpose? 

Respondent 1: 

Yes, it’s the, the NAPLAN processes are reflected in the classroom work in the lead up to 

NAPLAN testing. 

Researcher:  

How about the assessment?  

Respondent 1: 

No, not so much the assessment. Not so much the assessment. The other thing I’ve seen 

teachers do is and we deliberately, as a school do this, we addressed when writing changed to 

narrative to persuasive. We changed our  programs, so  that in Term 1 and Term 2  students 

who are  working on writing persuasive arguments, writing  letters to the editor, debating,  and  

preparing  arguments... so  and we actually consciously changed the order of our  program so 

that  persuasive writing was addressed in Term 1 and Term 2.  

Researcher: 

It’s more on the scheduling of the mostly needed skill to be reflected on the test? 

Respondent 1: 

Yes, we thought it was important to ensure that our students won’t frightened by the new test, 

cause everyone was so used to the narrative and  element of yeah. 

Researcher:  

What are the main reasons or factors which made you or the teachers do the changes or 
adaptations in your curriculum and instructions? Would the pressure or the motivation be from 
the school heads, personal, or parents? 

155



Respondent 1: 

No, no, no...I’ve been only here just little over a year and one of the first tasks that landed on 

my desk that had a whole school significance was NAPLAN, the change of narrative to 

persuasive writing. So, the school asked me to present ah, once a week, we have a Professional 

Development Day called, “Consultancy”.  And the school asked me to present a series of seven 

lessons to teachers about the persuasive writing genre and how they could use it in their 

classrooms ah orally and in written text. So school directed me to do that,  I followed it up  

with building a file of information on our teacher website so that if people wanted to look at 

ways others schools were approaching persuasive writing in their classroom,  they will be able 

to do that,  they could go and have a look. We also went to the Department of Education 

training sessions where we looked at persuasive writing as a genre from year 3 to year 9, so 

that was  partly directed by the school, but the other thing I think that  motivated us to overtly 

address issues around NAPLAN was the fact that we want to be sure that we give ours students 

the best possible advantage, in terms of taking the NAPLAN test, we want them to feel 

comfortable with the process and it’s not  for us it’s not really teaching them how to do 

NAPLAN  buts it’s about giving them the confidence to just to take a  NAPLAN test, so that 

they can genuinely show what they capable of. Because some of our students  can  be very  

easily  disrupted by new material and if they’ve  never heard the word before or never tried to 

write an argument before then they may have gone in there and become afraid and not been 

able to do anything, you know, writers block sets in. So it’s actually about making sure that our 

kids are comfortable in NAPLAN process and as well as making sure that,  you know,  we 

advantage them in life, we want them to learn as much as they can here in middle school so 

that when  they take the next step, they’re feeling better about it. 

Researcher:  

Do you explicitly teach reading skills? 

Respondent 1: 

Yes, we do, we do reading and comprehension that’s a part of our planning.  It’s really 

important that students have that practice, that they learn to look for the real meaning in 

passages, so the meanings of  words, the meanings of phrases, clauses, and entire text is 

something that we focus on in terms of comprehension. 

Researcher:  

Which among these skills do you or the teachers spend a lot of time before the NAPLAN test? 
Is it in the comprehension or the writing one? 

Respondent 1: 

Equally.  
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Researcher:  

How do the teachers prepare students to master or get oriented with these skills? 

Respondent 1: 

These are language skills that we teach all the time, you know, in English at (name of their 

school). Students have listening and speaking, reading and writing as their main outcomes. So 

it, in a sense it’s not really special but it is a focal point. So that we can be sure, you cannot  sit 

in every a classroom know what’s happening all the time,  so you need to write  programs that 

direct teachers towards these, and  around NAPLAN testing we just insist that they do a little 

bit more, so that the kids are comfortable. 

Researcher:  

Do you think that the teachers are aware that they have the potential to facilitate positive or 
negative effects of this testing? 

Respondent 1: 

I think so, I think so. Yes, they hate it, they hate, they hate stopping what they doing, and 

pulling children into their classrooms, they hate the disruption to their programs but they still 

value, they still want to support the students and value it. 

Researcher:  

Do you think that the demand for accountability or the use of this national testing leads to 
better teaching and learning? 

Respondent 1: 

Ahh... in terms of explicitly teaching fundamental ...yes.  

Researcher:  

How about for the learning issues on the part of the students, do they gain something... else 
rather than...? 

Respondent 1: 

I think they do. 

Researcher:  

Do you think the effect of NAPLAN Reading test in your instructional decisions and classroom 
practices help your students learn the subject well/or help your students learn for the NAPLAN 
testing only? 
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Respondent 1: 

No, it’s for the subject to know, ah, it’s for their understanding of the English language in 

spoken and written forms. It helps them understand the spoken word, it helps them read, and it 

helps them write. So it’s, it  might seem like we’re trying to teach them how to do  NAPLAN if 

you look at it out of context, but in the context of the classroom,  it’s about...its about  being 

better communicator using English language. But it is really important for kids whom English 

is not their first language. 

Researcher:  

Are there other things  that you would like to say about NAPLAN? 

Respondent 1: 

Ah, just to reinforced what I’d  said before, about after NAPLAN, we get results back, we know 

how individuals have scored in relation to the rest of the country, we know where students have 

performed well and where they not performed not so well, but we don’t actually, and we know 

that some schools are using their NAPLAN results to target students and  helped individual 

students to develop in areas where they didn’t perform well on NAPLAN.   I’d like to see some 

case studies, I’d like to know how they are doing that and I’d like to know how we could do it 

here because I think you know, this is not about performing at particular level and staying in 

that level forever, this is not about only about performing at particular level and being rank 

among the other students and if we going to do this test, let’s take the next step, and let 

someone do some really good research on  how to analyse the  results and assist individual 

students. 

Researcher:  

....are the voice of the teachers is being heard enough? 

Respondent 1: 

If you talk to English teachers and teachers, Science teachers, and teachers whose subjects are 

language rich I think you’ll get a very different view to teacher whose focus is on  Physical 

Education or  technical capacities or  making Art or whatever,  so it depends on the faculty 

area that the teacher comes from. I think if you talk to almost all English and Science teachers, 

to them it’s really important to do the testing...it’s really important to do the testing. But 

perhaps there are other staff members here who just say that it’s just a minor irritation and 

they have to stop their schedule, they have to leave their students, they have to go and sit in a 

boring room and watching  people do boring test... so it depends on... 

Researcher:  

...would it be good to consider these views? 

 

158



Respondent 1: 

Absolutely. Yes, so what the teachers really think and how can they  input into the process for a 

lot of teachers this is something that is  imposed on them from high, okay, this is an imposition, 

they didn’t ask for it but they’ve got to do it.  

Researcher:  

So do you think that’s a negative thing? 

Respondent 1: 

That’s a negative thing that some teachers do express about NAPLAN. And I think you know if 

we need to if we could involve teachers more directly and if you’ve got teachers in shops and 

technical areas who feel that it is not relevant to their teaching areas or their students or 

whatever then you know...that’s the group of teachers that you work on to produce the 

materials for subsequently so that the kids and trades areas can actually discover some 

contents that’s relevant to them. I think it is really important to listen to teachers, because if 

teachers don’t own it, you cannot get their support. 

INTERVIEW 2 

Researcher:  

What do you think of NAPLAN Reading Test? 

Are there ideas/points which you would like to share regarding NAPLAN Reading test? 

Respondent 2: 

Well, I’m struggling a little bit to remember the NAPLAN Reading test, the details of it. Ah, I 

do think  that  it is a  really worthwhile opportunity to have to for kids  to be ahh   tested for 

reading,  I think of  all the things that we do at school probably reading is the thing in  

secondary school particularly and particularly  in  middle secondary school,  it’s  the thing 

that we perhaps test the least and  so I really value the opportunity to have something that tests 

reading,  I guess ahh  and that it seems  to me that there was  pretty  wide scope of ability 

covered for and we had explained  to our students that all of them would  feel some more under  

pressure  and that the  because the reading test was  set up for a huge  spectrum of people. 

That there’s going to be no way that they would feel like they could do everything. And so and I 

think that was  the  experience of my students, my kids,  so generally speaking I’m pretty 

positive about it. 

Researcher:  

So can you add any other   positive aspects of NAPLAN test? 
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Respondent 2: 

Ahh, I think it is always good for kids to have a settled reading environment, I think 

particularly in a place as isolated as Darwin, it’s good for kids to recognize that they are part 

of a much larger cohort. Ahh and I think our students ahh  you know find it really  hard to 

imagine  what’s happening in the rest of Australia, so  I think  it’s good for them to know that 

the things that we prioritize in the education that  we  give them  are the same things  that the 

government supports as enduring and clearly are the same things happening elsewhere  in the 

nation. I think it does give a focus to learning and I think it forces us to be accountable and I 

think this accountability is always really a positive attribute in schools, ahh, yeah... 

Researcher:  

How about some negative aspects that goes with the NAPLAN Reading test? Can you cite 
some? 

Respondent 2: 

Our indigenous kids, ahh are  barely able to begin or do the test at all, so I guess it continues 

to confirm to them... ahh...  well,  I guess it  the message they get is that literacy  in a  ( )  itself 

is a  measure of a  person’s worth and  that’s  not a message  we want to  give our students 

here. And I think  in that sense, it’s unfair because most of our secondary students are students 

who have not had much primary schooling, if any primary schooling  or certainly, not  an 

uninterrupted  primary schooling, so we feel ahh that what we’re wanting  to do  is always  

measure their success against their own  ahh sort of  set  goals rather than  against national 

goals and I guess because the way in which  the schools are organized it means  that for us 

with an  Indigenous intake we end up with scores that are pretty low,  our aggregate gets 

brought down by the fact that we’ve  got such a high  Indigenous components. 

Researcher:  

So to what extent do you perceive the impact of NAPLAN Reading test has on your 
classroom? Do you feel that there’s an impact or effect of the test in the classroom? 

Respondent 2:  

Probably, only before the test is taken, ahh in there, I guess  it gives the  focus to our learning 

and a sense of,  I guess, we, as the  years have gone on,   I feel I  have made more and more 

reference to it and I’ve  used it  to shape my pre- NAPLAN testing  phase of teaching  more and 

more but  I’d  say Reading was  the  area where  that was  least the case, ahh... because in a 

sense, ahh,   we, I mean, we... our English class is tend to be  fairly  text based anyway and 

tend, we tend  to obviously not... the goals of NAPLAN which is for  kids to be able to read and 

to comprehend what they are reading and to understand it  and to better  engaged with it are 

the same, ah  goals  we would  have on our homeroom reading curriculum  anyway. 
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Researcher:  

...so are these more on the positive impact on the classroom? 

Respondent 2:  

I think so, yeah... 

Researcher:  

You have mentioned that you have been doing some changes, especially before the NAPLAN 
testing, you mentioned that you have changed some of your classroom activities... What kinds 
of materials then do you use or present during the   pre-NAPLAN session? 

Respondent 2:  

I guess,  probably, amm,  I guess, we try, I try mimic some of the ways in which NAPLAN tests 

so the kids are not just  familiar with the concepts that  NAPLAN is testing but also the way in 

which  NAPLAN goes about testing I try and  simulate that,  with  some comprehension 

activities and  some clause activities, and  some shorter passages of reading and so that we 

don’t just do everything  text based   and with ...   to try and vary  and introduce kids to 

concepts such as genre  and  types  of writing to get them use to the fact that the  NAPLAN 

could, will throw  some instructional writings, some persuasive writings, some narrative  

writings. 

Researcher:  

So how about your instructional method, teaching method? Do you have ahh special groupings 
or is it just ordinary classroom session? 

Researcher:  

Yea, that’s a good question. Probably not, no, probably not a special grouping, 

ahh...no...That’s not a bad idea. 

Researcher:  

So it will just be a regular English class? Then you just do some enrichment? 

Respondent 2:  

Ahh, yes, we try, try and  I mean and incorporate the differentiated curriculum, but probably 

some of the NAPLAN now that you mentioned that some of the NAPLAN preparation stuff 

probably is less differentiated than most other curriculum. Yeah.  ‘cause in the sense the test 

itself is like that it’s the same as given to every child. 
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Researcher:  

How about the content of your English course, would is it still the same? Are you using the 
curriculum of your school?  

Respondent 2:  

Yes, pretty much. Yes, yeah.  

Researcher:  

Do you stick with this curriculum? 

Respondent 2:  

 I can tailor it a little bit, and I guess  as I’ve reshaped it  myself. And because we have a such 

a high transition of staff in the Northern Territory, when I came here the curriculum was not 

setting stone and so there’s  plenty of  opportunity for me  to plow with it  and  tailor. And  I 

guess   my perception has been  are more and more people are  making NAPLAN the focus of 

that  first term of teaching and  particularly bit  persuasive writing coming in the writing test, it 

meant  that we were moving towards a lot of that,  anyway, and  that stuff that I would  

normally  have in the curriculum, perhaps  later in the year but  I have  moved  things around, 

so it’s probably more of  matter of moving  information rather than necessarily  changing 

things. Yeah. 

Researcher:  

Is it more on the scheduling? 

Respondent 2:  

Yes, the order of which things are done...  

Researcher:  

How about the way you assess your student during the pre-NAPLAN testing? 

Respondent 2:  

That would’ve not change before that we had NAPLAN. 

Researcher:  

What are the main reasons or factors which made you or the teachers do the changes, few 
variations in your regular schedule, classroom activities?  Can you consider something like the 
issues about the “high-stake test ness” of the test, expectations of the parents, or the school or 
simply part of your personal commitment? 
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Respondent 2:  

Ahh, yeah, probably part of my professional commitment. There’s certainly no pressure from 

the school really. I think if anything we’re because we recognize that we’ll never gonna do  any 

well in NAPLAN because of our Indigenous intake, we want to... I guess,   it’s really  part of  

good stewardship,  we want to cooperate with the government in what it’s trying to do and 

that’s the message that’s been  got  through the  school, even though  we got some  to our 

school, some misgivings maybe about  how the information is used,  it would none the less true  

that the message  sent to staff is very clearly one of that we want you to cooperate, we’d like 

the kids to do the best they can do, we’d like you to  give them every opportunity to do the best 

that they can do. But it’s not a matter of because we are scared of the published results or 

because we want parents to be impressed by a result, or any of that, it’s none of that. So it’s 

not a much there’s I don’t think that there’s much top – down pressure. It’ really  just that we 

have the commitment to cooperate  with government and what it’s trying to do and we will do 

the best to do it and we obviously want our kids to maximize, it is a pretty rare opportunity to  

be tested among your  whole cohort  so we want our kids to have to get some optimum benefit 

really from that experience.  

Researcher:  

How about on the reading skills? Do you explicitly teach these reading skills on a regular 
basis? 

Respondent 2:  

No, Reading... 

Researcher:  

So how do you usually have reading session? 

Respondent 2:  

We have some set text, reading set texts. We try and try and make them choices that will  

encourage kids to read and we try to make them accessible to all students and I guess 

probably, increasingly I’m reading most of the text in my class so that I know that every  kids 

at least has some opportunity to understand what the text is about and to make it come to   life 

having said that  I’m well aware that there are some students in my class who can ably  by 

themselves  and there are other students at the end of the spectrum who would be unable to 

read a couple of pages or would not be able to read a couple of pages successfully, in addition,  

to that we have a  individual reading problem where students can choose texts that suit  them 

that ...  that doesn’t ... I don’t think that works, it is not very a  structured  program, and the 

students who are    reluctant readers remain  more reluctant readers in my experience. 
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Researcher:  

When NAPLAN is about to commence do you teach some skills which is not in a way taken 
care of in the regular session? 

Respondent 2:  

Ahh, I guess there’s a  sort of meta-language that we try and get kids to be familiar with,  so 

you know  concept of narration, whether it’s ...you know  in first person like  pronouns help us 

understand that  first person  etc. Getting kids to recognize that context can help understand 

the meaning of words, things like we  read in  context , ahh ...  

Researcher:  

How about comprehension? 

Respondent 2:  

Yes, in terms of comprehension, getting kids to understand the that one of the techniques that  

authors  use, is the technique  of  show don’t tell,  so that  they would not often say out right  is 

happening but   illustrate what’s  happening about how speak about it say about it  but again 

even though they are covered in NAPLAN and help the kid to comprehend NAPLAN  they are 

valuable things to teach  in their own right and I we  would ’ve teaching them in the last twenty 

five years and we are not teaching it because of NAPLAN, again it will just be because  we are 

aware that NAPLAN is  coming up and so we get up. We use a lot of toolbox  type  language, 

so what’s in your persuasive toolbox, what’s in your reading  comprehension tool box, and  so 

we are adding tools to tool  box in terms of how our kids are taught,  to be  honest I’d have to 

say, Reading test  is probably the one we do  least preparation  for. 

Researcher:  

Is the demand for accountability leading to better teaching and learning? 

 Respondent 2:  

I think so. Yeah, I think, my experiences have been the results are barely rarely a shock to us, 

of any individual students. They seem to confirm what we already say, in so many ways I find 

that very encouraging because it  continuously affirm to us that we  are using the correct 

assessment tool, and that our assessment is spot on, ahh... so that is positive, and  I think ahh it 

also highlights where we’ve got kids with perhaps  critical issues who by Year 9 have worked 

out how to master issues very well, one of the tricks sometimes is particularly,  if you got a 

high transition population  and  you haven’t necessary got children and you don’t  have  

students that you don’t have long period of time in the school sometimes it can  take a little 

while to discover kids with issues and its quite in year 9 the  alarm bell go off with  NAPLAN 

and for us to then recognize that kids in trouble  and it’s quite that bad, or you know  cause 

sometimes, behaviour, and behaviour is such a key  in middle school, behaviour management it 
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gets sometimes  harder and harder to actually discern which kid is actually  learning and not 

learning. 

Researcher:  

Does accountability lead to a better learning? 

Respondent 2:  

Absolutely, yeah. 

Researcher:  

Do you think the effect of NAPLAN Reading test in your instructional decisions and classroom 
practices help your students learn the subject well/ or help your students learn for the NAPLAN 
testing? 

Respondent 2:  

I think they help my students learn well, learn the subject well. 

Researcher:  

Do you help your students learn for the NAPLAN testing? 

Respondent 2:  

 It’s the by-product, is that they do well in NAPLAN and then that’s great. But the focus is very 

much on that we recognize the skills that have been tested are  worthwhile skill  in their   own   

right  and so  we don’t just teach them for NAPLAN. Yeah.  

Researcher:  

Do you think that the teachers are aware that they have the potential to facilitate both positive 
and negative effects from testing? 

Respondent 2:  

Ahh, yes, I’m very aware of that, I think because we are at the chalk face and we’re   the ones 

who the kids are engaged with. Having said that I would also have to say that I feel like we are 

up against a lot of other voices to the student so particularly in the media, and their parents, 

and perhaps their experiences in by Year 9, some of these kids have now done testing in grade 

3,5 and 7 and so  they will come in  with some  pre-conceived ideas about NAPLAN. My 

experiences that  in the  primary school, colleagues like had  in primary school  tend to  get a 

bit obsessive about NAPLAN and that’s it’s  almost like  kids have to unlearn a little bit  in  

high school we’re we sort say to them that it’s not all to be and end all ,   it’s   the  tool that the 

government use  to assist us and yeah  so I guess it’s about a sort of  unlearning I guess I’m 

saying that I think have a voice but it’s not the only voice that the students are hearing and 

taking notice of. 
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Researcher:  

Any other comment that you would like to say? 

Respondent 2:  

I guess,  I think this year, the witting test was  has   really an excellent in-service support, 

because it was a persuasive writing test and because they changed it, and   I would value 

having some really good  in-servicing in  the teaching of reading, I’ve  just recently done  an 

accelerated literacy course  and I’ve been English  teacher  for twenty five years and this is the 

first time,  people have  actually  sat down with me and said this is how a  student learns to 

read. That’s because I came through a  system where literacy was assumed and you were 

taught  how teach literature to students and I  thinking increasingly were recognizing  that 

many of our students in even in  Year 9 are not literate and yet many secondary teachers don’t 

actually  have the  understanding to actually know  how to go about it because we have come 

through  educational experiences and then  from most of my teaching life any kid with any 

struggle with literacy are sent to a special Ed department to dealt with that issue.. ahh so  I 

think it will really be great for NAPLAN to do to use the opportunity to in-service staff about 

how to how to really  teach reading and what would be  some effective ways to actually  

prepare students for the reading test, and probably that’s why  I got lost this year because of 

the   persuasive writing thing. 
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Read Marathon man to trade Kununurra for Big Apple on page 2 of the 
magazine and answer questions 1 to 6.

 1 
Joseph Davies is excited about running a marathon in 

Canberra.

New York.

Kununurra.

Alice Springs.

 2 
What is the purpose of beginning this text with a comment 

about the weather?

to encourage readers to feel admiration for Joseph Davies

to suggest to readers that Joseph Davies is unhappy

to persuade readers that anyone can run a marathon

to warn readers of the dangers of running a marathon

 3 
What is Robert de Castella’s main reason for establishing the running squad?

He wants an Australian to win a gold medal at the next Olympics.

He wants to stage sporting events in Indigenous communities.

He wants to improve the fi tness of Australian schoolchildren.

He wants to provide opportunities for Indigenous athletes.

 4 
For Robert de Castella, the marathon in November will be

one stage in a larger plan.

the climax to a successful sporting career.

one of the most diffi cult challenges of his life.

a way of deciding who joins his SmartStart squad.
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 5 
In this text, Joseph Davies is best described as a person who is

playful.

carefree.

determined.

overconfi dent.

 6 
To understand the newspaper headline, a reader needs to know that

Kununurra is in Western Australia.

a marathon is a race run over 42.2 km.

New York is known as ‘The Big Apple’.
apples are common in an athlete’s diet.

Read The first day on page 3 of the magazine and answer 
questions 7 to 12.

 7 
Why is Michael in the Principal’s offi ce?

He is meeting the Principal because it is his fi rst day.

He has something to deliver to the Principal.

A teacher is not happy with his behaviour.

His parents have left a message for him.

 8 
‘Maybe we could just chalk it up to experience,’ (paragraph 4)

In this sentence, chalk it up to experience means to

learn from a negative experience.

keep a record of recent experiences.

encourage more positive experiences.

refuse to acknowledge a recent experience.
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 9 
‘Were you pleased your family decided to move here, Michael?’ (paragraph 5)

Why does the Principal ask this question?

to encourage Michael to feel more at ease

to acknowledge Michael is new to the school

to show Michael how much he has embarrassed his family

to suggest that Michael’s feelings may be infl uencing his behaviour

 10 
The conversation ends with Michael feeling

defeated.

uncertain.

miserable.

disappointed.

 11 
Michael’s approach to the Principal suggests that he is trying to

annoy her.

charm her.

challenge her.

get to know her.

 12 
Readers mainly learn about Michael’s character through 

his facial expressions.

what he thinks to himself.

what he says to the Principal.

what the Principal says about him.
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Read No one is a loser on page 4 of the magazine
and answer questions 13 to 17.

 13 
The world, from now on,
Will be made through the mind. 
Through great dreaming, great loving
And masterly application.

These lines suggest that

thought without action is meaningless.

the ability to change comes from within.

when we label others we also label ourselves.

people cannot affect the world through actions.

 14 
Embrace our marginalisation is best interpreted as

see ourselves as having purpose.

love is the key to overcoming problems.

see negatives as a genuine source of strength.

accept and be challenged by what seems unimportant.

 15 
When the poet uses the word our, he

blames others for society’s faults.

appeals to a collective sense of power.

excludes some people from this discussion.

considers some groups of people as outsiders.
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 16 
What feelings are created by this poem?

invisibility and denial

optimism and acceptance

powerlessness and limitations

anticipation and enlightenment

 17 
Which statement best describes the ideas expressed in this poem?

A sense of service to others is the key to a fulfi lling life.

The worst thing that can happen is to have little to think about.

Despite your best efforts, society will ultimately bring you down.

 Believe in yourself; the greatest triumph comes from overcoming adversity.

Read Salinity on page 5 of the magazine and answer 
questions 18 to 25.

 18 
The text suggests that Australia’s salinity problem

is a process that cannot be reversed.

would have occurred regardless of human infl uence.

was deliberately caused by farmers and land developers.

may have been averted had the right knowledge been available.

 19 
In a day, over 700 litres of water may pass through the leaves of a fully grown river 
red gum. (paragraph 2)

This information in the text shows that trees

are the only things preventing underground salt rising to the surface.

play a vital role in preventing the watertable from rising.

are able to access and utilise water in order to grow.

contribute to the salinity problem.
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 20 
In the section called Costs, it is implied that salinity affects

mainly the city of Wagga Wagga and the Murray River.

an unimportant part of society and the environment.

numerous aspects of society and the environment.

mainly farmers and their equipment.

 21 
In the section called Costs, the city of Wagga Wagga is mentioned to

describe how rural towns are responding to the salinity crisis.

give a real-world example of the high costs associated with salinity.

show that the costs of salinity are trivial when distributed across the 

country.

show that the costs of salinity are restricted to rural areas and country 

towns.

 22 
The section called Slow change suggests that Australian society

is as ignorant about salinity as it has always been.

may be about to cause another environmental emergency.

needs to act now if salinity is to be prevented in the future.

will be unable to predict the consequences of preventing salinity.

 23 
Figure 1 shows

a rising watertable.

a stable environment.

a damaged environment.

the early stages of salinity.
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 24 
Figure 2 shows that, besides rain, the watertable is affected by

stormwater.

irrigation.

soil.

salt.

 25 
The intended audience of this text is people who

are experts in salinity.

do not know much about salinity.

are replanting salt-damaged land.

are measuring the fi nancial costs of salinity.

Read The double life of a slippery axolotl on page 6 of the magazine
and answer questions 26 to 30.

 26 
Up until the 1865 exhibition, scientists thought that

axolotls and salamanders were members of different species.

axolotls and salamanders did not live in the same natural habitat.

axolotls were an earlier stage in the development of salamanders.

axolotls were incapable of changing outside their natural environment.

 27 
The effect of using the word So at the beginning of the second paragraph is to

shift the reader’s attention to a different topic.

draw attention to a current point of view on the subject.

signal that the following information picks up from the first paragraph. 

introduce a second argument that is unrelated to the content of the first

paragraph.
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 28 
What is the environmental pressure referred to in the second paragraph?

the scarcity of food in the lakes where axolotls live  

the aridity of the land near the lakes where axolotls live

the absence of breeding sites for axolotls in the local environment

the lack of a reliable food source in the axolotl’s natural environment

 29 
What is likely to affect the amount of thyroxin released in an axolotl?

differences in its diet

variations in hours of daylight 

sudden increases in body size

differences in its physical maturity

 30 
Which of the following expressions is an example of f igurative language?

were different species

reach sexual maturity

switch off this biological signal

affects a part of the brain called the hypothalamus
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Read Where on Earth are you? on page 7 of the magazine and answer 
questions 31 to 36.

 31 
Write the numbers 1 to 4 in the boxes to show the stages of 

the commercial availability of GPS, from its origins ( 1 ) to 

its likely future ( 4 ).

limited

pervasive

common

denied

 32 
Some Internet services act like a beacon … (paragraph 2)

In context, acting like a beacon suggests

illuminating a problem area.

giving away information.

sending a greeting.

issuing a warning.

 33 
Identity theft and security breaches are mentioned to illustrate

ways the military have used GPS.

ways of controlling abuses of GPS.

offences that may arise from abuses of GPS.

offences that are more serious than abuses of GPS.
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 34 
The text presents the use of GPS by robbers and burglars as being

part of a plan by GPS companies.

a possible application of GPS capabilities.

an unrealistic fear about GPS development.

a risk worth taking for the benefi ts of GPS.

 35 
In this text, the underlying assumption is that

the risks of technology outweigh the benefi ts.

modern life relies too much on gadgets.

there is a solution to every problem.

people are entitled to privacy.

 36 
Which statement about GPS makes the argument presented in the text more urgent?

GPS is common.

GPS is electronic.

GPS is complicated.

GPS is revolutionary.

Read The living night on page 8 of the magazine and answer 
questions 37 to 42.

 37 
In paragraph 1, why are the tourists feeling pleased with themselves?

They are enjoying their holiday.

They are looking forward to a surprise.

They think they are doing something unique and adventurous.

They think they are knowledgeable about what they are about to see.
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 38 
In paragraph 3, the list of turtle species that lay their eggs on this 

coast gives an impression of

security.

excitement.

diversity.

uniformity.

 39 
Its straining face was eaten by the light of the torches. 
(third last paragraph)

This metaphor about the effect of the torchlight 

presents the tourists as intrusive and slightly predatory.

suggests that the tourists are seeing something for the fi rst time.

suggests that the turtle is frightened and distracted by the tourists.

implies that the tourists’ behaviour may prevent the turtle laying her eggs.

 40 
The description of the turtle’s fl ippers as she lays her eggs

presents her as instinctive and robotic.

implies that in nature all things are inevitable.

suggests that she does not know what she is doing.

compares her with a toy to make her seem childish.

 41 
This text is supported by the idea that

the behaviour of predators in the wild is unacceptable.

turtles would be better off if they could exist without being observed.

tourism is damaging to the environment in ways that are not understood.

the world is fi ercer and less picturesque than many like to think.
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 42 
In general, the tourists are presented as

rude.

hesitant.

enthralled.

perceptive.

Read Inventing daylight saving on page 9 of the magazine and answer 
questions 43 to 48.

 43 
Hudson’s address was a part of

an ongoing discussion of ideas.

an emotional publicity campaign.

an announcement of offi cial policy.

a debate between meteorological experts.

 44 
What is Hudson’s opinion of the idea that people should alter their habits? 

(paragraph 2)

It is just another way of expressing his scheme.

It could not be objected to by any reasonable person.

It is good in theory but could not be put into practice.

It would work well but would be expensive to implement.

 45 
When Hudson says, I am not aware that any systematic attempt has 
been made to lengthen the hours of labour in summer on this account 
(last paragraph), he is

overstating his case.

appealing to emotions.

qualifying an assertion.

contradicting his own opinion.
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 46 
What is the main idea presented in the fi nal paragraph?

 

 47 
Which statement about public opinion is consistent with the underlying 

assumption in the text?

It is too powerful to fi ght against.

It contains a lot of traditional wisdom.

It is the result of long, intelligent thinking.

It can be changed by good, rational arguments.

 48 
What method does Hudson use to deal with his opponents?

He refers to expert opinion.

He ignores their arguments.

He raises doubts about their motives.

He points out errors in their arguments.

STOP – END OF TEST
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Torrential rain and muddy roads are not 
enough to deter a young Kununurra man 
in his bid to run in one of the world’s most 
famous footraces, the New York Marathon.

Joseph Davies, who fi nished Year 12 at 
Kununurra District High School last year, 
has just returned home from selection trials 
in Alice Springs, where he was coached 
by Australian running legend Robert de 
Castella, a four-time Olympian and two-time 
Commonwealth Games gold medallist.

Davies, 18, was one of 12 hand-picked 
Indigenous hopefuls who attended the Alice 
Springs selection trials.

If selected in the fi nal six-person squad, 
he will travel to the Australian Institute of 
Sport in Canberra for more training before 

fl ying to the US to compete in the marathon 
in November.

De Castella said the squad , the brainchild of 
his not-for-profi t organisation, SmartStart, 
was the fi rst step in establishing a program 
to develop Indigenous long-distance runners 
in Australia.

Davies, who is training daily, even in wet 
season downpours, said he understood 
training for the marathon would not be easy, 
but it was a challenge he was ready for.

‘I know it’s a once in a lifetime opportunity 
and I really hope I get selected,’ he said.

The northern hemisphere cold will drive him 
to ‘just run faster’.

 
 

 

Nathan Dyer 
The West Australian
15 January 2010
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The f irst day
On his fi rst day at a new school, Michael has been sent to the Principal’s offi ce.

‘I’m Michael. I’m new here.’ I gave her my best shallow smile and hoped 

she’d take the offer. She had to have better things to be doing with her time.

‘I know who you are, Michael, and I know why you’re here.’ In other words 

shut up and let me do the talking. Fair enough too. I took the advice. She 

didn’t look all that angry though. If anything she almost seemed amused by 

me and her tone was friendly. I tried to remind myself who she was, in case 

it was some sort of trap. She took a deep breath, like I was a small part in a 

big battle she’d long since stopped trying to win, and smiled at me.

‘You’re hardly the fi rst person to change schools, Michael, and you’re 

certainly not the fi rst to try to make an impression. And just between you 

and me, you’re not the fi rst to be sent here by Mr Jensen.’ She stopped, so I 

gave a little nod and mumbled my agreement, which seemed to please her. 

‘Quite. So what do you think we should do about this?’

‘Maybe we could just chalk it up to experience,’ I tried, heartened by her 

apparent good humour. She acted as if she hadn’t heard me.

‘Were you pleased your family decided to move here, Michael?’

‘Um, not pleased exactly,’ I admitted.

‘And how have you found us?’ It was bizarre. She was beginning to sound 

like some old auntie stuck for conversation during a Christmas visit.

‘All right, I suppose.’

‘Yes, we are.’ She smiled at something I couldn’t even guess at. 

‘And you think we should just leave this here do you?’ It had to be a trap.

I nodded, not trusting myself to say anything useful.

‘Let me just tell you this then. You don’t want to cross me, Michael. You’ll 
fi nd me a very loyal person to my staff. Do you understand that?’ Again I 

nodded. ‘Of course I’ll have to ring home, to let them know things haven’t 
started too well for you, but apart from that I think you should just get back 

to class and concentrate on keeping a low profi le, don’t you?’

It didn’t feel right. She was being reasonable, no doubt about that, but I 

couldn’t quite trust her. There was something about the way she looked at 

me when she spoke, like she had some private joke going I would never 

understand. And she was an adult. There had to be something in it for her.
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Salinity is one of Australia’s greatest 
environmental problems. It occurs when too 
much salt rises from under the ground to the 
surface and ruins the soil. In 2000, there were 2.5 
million hectares of salt-affected land in Australia. 
This may increase to 17 million hectares by 2050.

Rising watertable
Land clearing is the major cause of Australia’s 
dryland salinity problem. Trees act as pumps, 
removing water from the soil and keeping 
the water level in the ground well below the 
surface. This level is called the watertable. Water 
absorbed by the roots travels through the trunk 
and out through the leaves into the air. In a day, 
over 700 litres of water may pass through the 
leaves of a fully grown river red gum.

Beneath the ground across much of Australia 
there are large deposits of salt laid down by 
ancient seas. The salt is harmless underground, 
but when it comes to the surface it does 
damage. When trees are removed the watertable 
rises, bringing the salt with it.

Costs
The cost of salinity to Australia’s farming 
production is over $250 million a year, and the 
cost is increasing. The CSIRO estimates that 
salinity will cause the extinction of 1000 species 
of Australian plants and animals. Salinity also 
damages water pipes, roads, houses and parks. 
In the city of Wagga Wagga, this type of damage 
costs over $3 million each year. The level of 
salt in the Murray River is also increasing, and 
by 2020 the water in Adelaide piped from the 
Murray may be too salty to drink.

Halting the salt
Replanting native trees is a very effective method 
of lowering the watertable. Native grasses have 
long roots that prevent water from rising to the 
surface, unlike many introduced grasses that 
have shallow roots.

Slow change
For many years, the practices that led to today’s 
salinity problems went on without anyone 
knowing the consequences. This was because 
the effects of land clearing on watertables were 
not immediately obvious. Similarly, the effects 
of changing these practices will not become 
noticeable for decades, because it will take that 
long for seedlings planted now to become trees 
and restore watertables to their natural levels.

Trees draw water from
the soil keeping the

watertable low. watertable

Rain soaks into the soil.

Water transpires (is emitted as
water vapour) through leaves.

Figure 1  Uncleared landscape

A rising watertable
brings salt towards
the surface, killing 

many plants.
Land clearing means

more water seeps
through to the

watertable.

watertable
risesRain and irrigation water

soaks into the soil.
The watertable rises.

salt

Figure 2  Cleared landscape

Salinity– an environmental emergency
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The double life of a slippery axolotl

In 1865 scientists were surprised when some of the Mexican axolotls at 
an exhibition in Paris turned into yellow-spotted, brown salamanders. Very 
surprised, in fact, because scientists had thought that the axolotl and 
salamander were different species, not different life stages of the same 
animal. What they had observed was an axolotl metamorphosing into 
a salamander. They had not seen this occur when the axolotl was in its 
natural habitat. 

So why don’t axolotls always metamorphose into salamanders? Well, 
the lakes in Mexico where axolotls are found are surrounded by barren, 
dry country which is an unsuitable environment for amphibians like 
salamanders to survive in. The lakes, however, are full of food and good 
water, the perfect place for an axolotl to survive. This environmental 
pressure has caused the axolotl to adapt and retain the aquatic, larval 
(immature) form of the salamander. At the same time it has developed 
the ability to increase in size and reach sexual maturity. This is called 
neoteny. The axolotl never has to change into the adult salamander form 
to grow and reproduce. But this does not mean it cannot do so. 

If an axolotl is taken out of water it will most probably die. But if its lake 
or pond slowly dries up it may metamorphose into a salamander. Other 
changes in environmental conditions such as temperature and day length 
can have a similar effect. The change in environment affects a part of the 
brain called the hypothalamus which controls the release of a hormone 
called thyroxin. Thyroxin is essential for metamorphosis in amphibians. In 
its natural state the axolotl has adapted to switch off this biological signal 
so it can remain in its watery paradise.

6



Where on
Earth are you?
Twenty years ago the Global 
Positioning System (GPS) 
was for the use of military 
personnel only, a network of 
orbiting satellites designed to 
guide missiles and pilotless 
drones anywhere on the 
planet to the accuracy of 
a metre. Today, it’s on car 
dashboards, virtually all new 
mobile phones and personal 
computers. Nearly a million 
satellite navigation devices 
have been sold in Australia 
alone.

In 2000, United States 
President Bill Clinton 
switched off the system’s 
‘selective’ control by the 
military, releasing it for 
commercial purposes. However, it took some time for the wider potential of 
GPS to be realised. Now it’s popping up on so many devices that privacy 
concerns are being raised. Some mobile phones can show you the nearest 
supermarket, hotel or dry cleaner. Some Internet services act like a beacon, 
showing friends – and potentially anyone else using the application – where 
you are at a particular time. Some retailers offer smart-phone applications 
that can tell users the location of their nearest store, wherever they might be 
at that time.

But that’s just the first step. Marketers are particularly excited about being 
able to target advertisements at particular consumers based on their 
geographic location. Imagine finding an advertisement on your phone from 
a retailer offering $10 off your favourite brand of T-shirt as you’re walking 
past their store. A handy service? Probably – but privacy advocates worry 
that location-based services are ripe for abuse by companies.

And then there are the risks for personal security. A robber could know 
precisely when a person is withdrawing money from a bank or a burglar 
could work out when to break into people’s homes. Those scenarios may 
seem far-fetched, but the epidemic of identity theft and security breaches 
in recent years should raise some concerns about how well marketers will 
protect location information.
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The l i v ing n igh t
A guide is taking tourists to an isolated Australian beach where turtles are laying their eggs.

The party of twelve stood around murmuring solemnly and casting shadows. The 

sky amazed them. A woman exclaimed at a shooting star. They were in awe of 

constellations and geography, impressed by the blazing night and the encircling 

silence. The tourists were pleased with themselves just being in this yawning 

nightscape, especially knowing that where they presently stood would soon be deep 

ocean.

 It was almost eleven o’clock but the moon on the white sand, the absence of 

any interfering artifi cial light – nothing along the silent breadth of land or sea or in 

the air – gave the night a stark clarity. Stars fi zzed like fi reworks. The sky was bright 

enough to read by. Grace could make out individual ghost crabs now resurfacing 

and regrouping, as well as their whorling sand patterns, as ordered and ornamental 

as Maori facial tattoos.

 Several turtle species chose to lay their eggs on this slope of coast. Green 

turtles, loggerheads, olive ridleys, leatherbacks, hawksbills, fl atbacks. The beach 

was sheltered and gently shelving, with few outcrops and obstacles to hamper the 

females’ laboured passage up from the sea.

 ‘Okay,’ she called out. ‘We’re looking for semicircular marks in the sand.’

 Almost immediately they saw tracks – the intuitive dragging scrape of the 

fl ippers. The imperative haul of the body. She handed out torches. ‘Use these if you 

need to. I’d prefer not to use the headlights. We don’t want to make the old girl’s big 

night even more uncomfortable.’

 The green turtle sprawled and gasped beside a pile of sandy, pulpy-looking 

eggs. Its straining face was eaten by the light of the torches. The front fl ippers, as 

automatic as a wind-up toy’s, constantly fl icked sand on the eggs. When the people 

came nearer, the turtle heaved a phlegmy sigh, as if something important had 

suddenly registered, and closed its eyes. It gave another shuddering sigh and two 

fi nal eggs dribbled in quick succession onto the sand. Mechanically the fl ippers 

fl icked sand on them.

 The onlookers stood reverently by. 

In its dazed convalescent state, the turtle 

ignored them and their doting cameras. 

Neither its pained expression nor the 

rhythmic fl ippers seemed to indicate 

suffi cient resistance to the large sand 

goanna that emerged then from the cliffs 

and snatched the last egg, still mucoid and 

dripping, from under it.

 ‘Oh!’ the shocked people shouted, as 

one. ‘No!’
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Inventing daylight saving

Amongst the objections which have been urged against the adoption of 
my scheme, I shall only briefl y deal with those of more serious importance. 
A number of minor objections have been raised, which have simply arisen 
through the objectors not having taken the trouble to make themselves 
conversant with the subject. For instance, it has been urged that this scheme, if 
carried out, would deprive people of their long winter evenings, those raising 
this objection evidently having overlooked the fact that, during the seven 
months of the year which include the winter, the time would remain precisely 
as it is at present.

A more reasonable objection is that regarding the alteration of the 
clocks, some contending that it would be better for us to alter our habits 
during the summer, and leave the clocks alone. The reply to this is that such 
an alteration in habits would be wholly impracticable, as it would involve 
endless adjustment throughout the whole of the society, which could never 
be carried out in all its detail. Meal times, arrivals and departures of trains, 
steamers etc, opening of places of business, theatres etc, would all have 
to be simultaneously altered, whereas, by moving the hands of the clock 
in the middle of the night, all these adjustments could be eff ected quite 
automatically, without disturbing in any way the existing state of things.

It has also been urged that by lengthening the hours of daylight at the 
end of the day shopkeepers and others might be tempted to extend the hours of 
labour for their employees. This, it may be remarked, is really a side question 
which has already been specially dealt with by legislation, and although there 
are at present nearly two hours’ daylight after closing-time in summer, I am 
not aware that any systematic attempt has been made to lengthen the hours 
of labour in summer on this account. The milkmen, and other persons who 
have to begin their work very early in the morning, would undoubtedly suff er 
under my scheme, as they would have to start their duties in the dark of early 
morning almost the entire year through. As these persons, however, constitute 
a very small minority in the social community, it is not to be expected that 
their personal comfort or convenience would be allowed to interfere with the 
adoption of the scheme if it were found to be benefi cial to the large majority.

Daylight saving involves putting clocks forward, usually 
by one hour, in summer. 

In 1895, the New Zealand naturalist and astronomer, 
G.V. Hudson, submitted a proposal for daylight saving 
(which he called ‘seasonal time’). Here, in an address 
to the Wellington Philosophical Society in 1898, he 
responds to some criticisms of his idea.

Inventing daylight saving
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Question 
number Answer key  

Question 
number Answer key   

  Y9 Q01  B 
 

Y9 Q25 B   
  Y9 Q02 A 

 
Y9 Q26 A   

  Y9 Q03 D 
 

Y9 Q27 C   
  Y9 Q04 A 

 
Y9 Q28 B   

  Y9 Q05 C 
 

Y9 Q29 B   
  Y9 Q06 C 

 
Y9 Q30 C   

  Y9 Q07 C 
 

Y9 Q31 2,4,3,1   
  Y9 Q08 A 

 
Y9 Q32 B   

  Y9 Q09 D 
 

Y9 Q33 C   
  Y9 Q10 B 

 
Y9 Q34 B   

  Y9 Q11 B 
 

Y9 Q35 D   
  Y9 Q12 B 

 
Y9 Q36 A   

  Y9 Q13 B 
 

Y9 Q37 C   
  Y9 Q14 C 

 
Y9 Q38 C   

  Y9 Q15 B 
 

Y9 Q39 A   
  Y9 Q16 B 

 
Y9 Q40 A   

  Y9 Q17 D 
 

Y9 Q41 D   
  Y9 Q18 D 

 
Y9 Q42 C   

  Y9 Q19 B 
 

Y9 Q43 A   
  Y9 Q20 C 

 
Y9 Q44 C   

  Y9 Q21 B 
 

Y9 Q45 C   

  Y9 Q22 C 
 

Y9 Q46 

Response refers to 
the relative effects 
of daylight saving 
on minority groups 
and the benefit to 
the majority   

  Y9 Q23 B 
 

Y9 Q47 D   
  Y9 Q24 B 

 
Y9 Q48 D   

 

 
*For multiple choice response answer keys: 
The first response bubble = A;   the second response bubble = B;    
the third response bubble = C;  the fourth response bubble = D  

              


