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Abstract: Most EFL schools, both government-run and private, use materials developed based on 

the curriculum developed by the Ministry of Education. The Ministry of Education in Iran started to 

update English textbooks for junior and senior high schools to enhance students’ communicative 

competence. To achieve this, there is a need for changes both in methodology and content of the 

textbooks in assessment methods. This study aimed to investigate whether teachers’ tests align with 

the changes in textbooks or assess students' knowledge of grammar and vocabulary, regardless of 

their communicative competence. A mixed-methods design was employed, combining quantitative 

data collected through questionnaires, teacher-made tests, textbooks, and qualitative interview data to 

provide a comprehensive understanding of the match. Thirty Iranian English teachers from different 

provinces participated in the study and 100 teacher-made tests were compared with the content and 

purpose of the updated textbooks. The results analyzed through chi-square test and thematic analysis 

showed no match between the theory of the tests and the textbooks and revealed that teachers' 

attitudes towards change of assessment tools contribute to the development of communicative skills. 

Keywords: Traditional Assessment, Alternative Assessment, Linguistic Competence, Communicative 

Competence. 
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Introduction 
Assessment is a very crucial factor in educational settings, particularly in the EFL context. It 

plays an important role in the process of both teaching and learning and determines the extent 

to which the goals of education have been achieved. It generally consists of two different 

types: traditional and alternative assessment. Traditional assessment merely seeks to evaluate 

whatever the students learn throughout the course of study (Nasab, 2015). However, due to 

the fact that in this type of assessment, students are passive and the focus is on the instructor 

and grammatical properties of the language, it is not a proper and effective way to evaluate 

knowledge. On the contrary, alternative assessment refers to real-world and authentic 

methods and techniques in the educational field that might be incorporated into regular 

classroom activities (Hamayan, 1995). In other words, alternative assessment refers to 

ongoing evaluation procedures that take place in or out of the classroom context at various 

times. Struyven et al. (2005) assert that there is a strong connection between students' 

approaches to learning and how they tackle homework and exams during class hours. Due to 

the fact that assessment has a significant impact on how learners approach learning, a 

paradigm shift has occurred from “testing learning of students to assessing for students 

learning” (Birenbaum & Feldman, 1998, p. 92). 

To ascertain that the learners are making momentous and perpetual progress in their 

learning process, teachers should design activities that engage each and every one of them 

(Gilani et al., 2021). For this purpose, they need to provide learners with different tasks and 

activities that engage them in producing meaningful utterances instead of just mastering the 

linguistic properties of the language (Zohrabi & Bimesl, 2022). Therefore, learners need to 

develop their communicative competence besides their linguistic competence so as to be both 

fluent and accurate speakers. This can be fulfilled through the employment of different types 

of alternative assessment methods, which focus on testing the learning capabilities of the 

learners. Therefore, teachers should design effective tests that assess students’ English 

proficiency in a communicative way and not just focus on grammar and vocabulary. 

According to the recent changes made by Iran’s Ministry of Education in English 

textbooks for junior and senior high school, the focus has shifted from learning grammar and 

vocabulary to improving learners' all four language skills. However, regardless of these 

changes, students still have difficulty developing their communicative skills and cannot 

transfer their knowledge to real-life situations. This is because teachers are still following the 

traditional way of teaching and testing with the focus of developing learners' linguistic 

competence without any effort to improve their communicative competence. In other words, 
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the content of textbooks and methodology are not adjusted in a way that they align with the 

defined educational purpose. Since teaching and testing are inseparable and teachers use tests 

mostly to check their learner’s progress or performance, every change in methodology 

requires changes in assessment methods as well. With this in mind, the present study 

investigates the extent to which the tests used by the teachers during or at the end of the 

semester, include all the skills and sub-skills that are emphasized in the updated version of 

textbooks and adhere to communicative competence testing methods. 

 

Review of the Literature  

Assessment in Education 

According to Dhindsa et al. (2007, p. 1261), assessment is "a systematic process for gathering 

data about student achievement" and is regarded as a crucial aspect of instruction. An 

important point to bear in mind is that testing and assessment should not be considered the 

same. Assessment is the process of collecting information informally on students' current 

state of knowledge through employment of a variety of methods at different times and in 

diverse circumstances and contexts (Baker, & Riches, 2018; Berry et al., 2019). On the other 

hand, testing is a formal and standardized process of evaluation, which provides results based 

on the activities students have completed. It is mostly implemented in a set time and on a 

single occasion and is the only appropriate way to gauge how well students are learning 

(Giraldo, 2020, 2021; Harding & Brunfaut, 2020). Nowadays, the fact that there is only one 

way to obtain information about students' learning is rejected by many scholars (e.g. Braun et 

al., 2019; Butler et al., 2021; Fulcher, 2020; Isbell et al., 2023;  Jiang et al., 2022; Kim et al., 

2020;  Kremmel & Harding, 2020; Lee & Butler, 2020; Lee et al., 2021; Levi, & Inbar-

Lourie, 2020; Ockey et al., 2023). As Kulieke et al. (1990) declare, testing is viewed as only 

one component of the vast concept of assessment. Since assessment has a significant impact 

on how learners approach learning, there has been a shift from “testing learning of students to 

assessing for students learning” (Birenbaum & Feldman, 1998, p. 92). Each will be briefly 

explained below. 

 

Assessment of Learning 

Being founded on behaviorist theory, this type of evaluation is most common in educational 

settings. Behaviorists such as Skinner, Watson, Thorndike, and Pavlov, believe that "learning 

is a change in observable behavior caused by external stimuli in the environment" (Skinner, 
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1974). Assessments of learning are usually summative and take place at the end of a unit or 

course of study in the form of questions derived from the content covered in the class. They 

are usually meant to attest to learning and inform students about their academic achievement. 

Typically, this is done by indicating a student's relative position in relation to other students. 

In this case, the results are typically reported to parents in the form of grades (Marzano, 

2006). 

 

Assessment for Learning 

Assessment for learning “entails an ongoing process of gauging and monitoring learners’ 

learning to find the pitfalls and to take wise steps in order to enhance their learning” 

(Nourdad, 2022, p. 69). The theoretical basis for such an assessment is constructivism, which 

examines how students construct their own knowledge. The knowledge is constructed based 

on their interaction with the world and personal experiences. Stavredes (2011) asserts that to 

internalize new knowledge and information, the learner gives it meaning based on 

previously-shaped attitudes, beliefs, and experiences. In this situation, the teacher plays the 

role of a facilitator, who actively cooperates with the students and helps them to develop this 

knowledge. Assessment for learning is incorporated into students', teachers', and peers' daily 

practice, which "seeks, reflects upon, and responds to information from dialogue, 

demonstration, and observation in ways that enhance ongoing learning” (Klenowski, 2009, p. 

264). It is indicated in a study by Oyinloye and Imenda (2019) that the performance of the 

learners following an assessment for learning instructional approach outweighs those 

following normal classroom instruction. 

 

Alternative Assessment  

Traditional assessment techniques gauge performance using objective questions with a single 

best or perfect response, usually in the form of a summative test (Brown & Abeywickrama, 

2004). They are regarded as a one-shot, standardized, speed-based, and norm-referenced 

method of evaluating a behavior or performance that lacks authenticity (Bailey, 1998). 

Additionally, they are unable to determine a learner's progress and only assess what a student 

can achieve at a given point in time. Due to the aforementioned shortcomings, traditional 

forms of assessment have been replaced by alternative assessments. According to Smith 

(1999), alternative assessment encompasses various techniques employed continuously inside 

or outside the classroom to evaluate students’ knowledge in different ways and at different 

times. These evaluations are said to eventually lead to better instruction and open the door for 
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direct assessment of students' task achievement, using adaptable techniques (Kohonen, 1997).  

De-contextualized and artificial tasks and contextualized and realistic tasks are both used in 

assessment and each occupies one end of the assessment continuum. Modern evaluation 

techniques, however, incline toward the authentic end of the assessment spectrum in order to 

get students ready for the dynamic tasks found in everyday life (Boud, 1995). Studies 

indicate that alternative assessment methods are superior to traditional ones (Ahmad et al., 

2020), and if applied properly, they can raise accomplishment since they measure the entire 

spectrum of student skills (Nasab, 2015). One main reason for this is that they seek to 

evaluate learners' communicative competence and not their decontextualized linguistic 

knowledge. 

 

Communicative Competence 

In response to Chomsky's concept of linguistic competence, American sociolinguist and 

anthropologist, Dell H. Hymes, first used the term "communicative competence" in 1967. 

According to him, communicative competence is the capacity that "allows a member of the 

community to know which code to use, when, where, and to whom, etc." (Hymes, 1967, p. 

13). The idea has evolved throughout time since then and different scholars have proposed 

several models of communicative competence. One of the models, which is dealt with in this 

study is Bachman and Palmer's (1996) model. 

Bachman (1990) proposed a model of communicative competence known as 

"Communicative language ability" (CLA). Bachman and Palmer (1996) then made minor 

modifications to this model in the mid-1990s (Bagaric & Djigunovic, 2007). Three key 

elements comprise CLA: (1) language knowledge; (2) strategic competence; and (3) 

psychophysiological mechanisms. Organizational and pragmatic knowledge are the two main 

categories of language knowledge. Organizational knowledge regulates formal language 

structures in order to create or comprehend grammatically correct utterances or phrases 

(grammatical knowledge) and to arrange these utterances or sentences into written and 

spoken texts (textual knowledge) (Zohrabi & Jafari, 2020). Functional (illocutionary 

competence) and sociolinguistic knowledge are the two categories into which Bachman and 

Palmer (1996) subdivide pragmatic knowledge. By linking "utterances or sentences and texts 

to their meanings" as well as to the intentions of the language users, functional knowledge 

aids a person in comprehension of the discourse (Bachman & Palmer, 1996, p. 69). The four 

categories of language functions that make up functional knowledge are ideational, 
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manipulative, heuristic, and imaginative functions. Strategic competence also includes 

assessment, planning, and goal setting. Figure 1 illustrates Bachman and Palmer’s (1996) 

model of communicative competence. 

 
Figure 1. Bachman and Palmer’s (1996) Model of Communicative Competence 

 

Communicative Language Testing 

The purpose of communicative language tests is to gauge language learners’ capacity for 

engaging in conversation and interaction and making use of the language in everyday 

contexts. Communicative competence is the foundation for the construction of 

communicative tests, which address the four language skills of speaking, listening, reading, 

and writing. There are five prerequisites for developing a communicative test, including 

meaningful communication, authentic situations, unpredictable language input, creative 

language output, and integrated language skills (Brown, 2005). First and foremost, the test 

should be built around meaningful communication that fulfills the requirements of the 

learners. Then, it needs to encourage and stimulate language that is beneficial to them. Using 

real-life and contextualized situations can raise the possibility of meaningful communication 

because, according to Weir (1990, p. 11), "language cannot be meaningful if it is devoid of 

context." Moreover, in order to demonstrate students’ level of language proficiency, 

communicative tests also provide them the opportunity to productively use the language in 

real-world contexts. 
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Statement of the Problem 

Despite the changes in the theories of language teaching reflected in textbooks and principles of 

language testing, research shows that language tests still do not effectively assess students’ 

communicative competence in the target language (Nguyen & Le, 2012). The test items are still 

artificial, fragmented, inauthentic, and unlikely to reflect language use in real-life situations.  

As Weir (1990) noted, “integrative tests such as cloze only tell us about a candidate’s linguistic 

competence. They do not tell us anything directly about a student’s performance ability” (p. 6). 

This situation is also evident in the context of Iran. Even though English textbooks have 

undergone changes in content and methodology by the Ministry of Education, this change 

cannot be appropriately witnessed in the content of the assessment tools. Considering this issue, 

the present study was conducted to investigate if the tests designed by the teachers reflect the 

recent changes in the updated version of textbooks or if they merely adhere to the traditional 

methods of assessing students’ knowledge of the language without considering their 

communicative competence. It seeks answers to the following research questions: 

1. To what extent do teacher-made tests match with the updated version of EFL 

textbooks in terms of content, format, and purpose? 

2. What are the teachers' attitudes and insights toward the use of assessment tools 

alongside recent changes made by the Ministry of Education in EFL textbooks? 

 

Methodology 

Participants 

Since the questionnaire was sent electronically through the Internet via different platforms 

including Telegram, WhatsApp, Eitaa, and Instagram, the sampling method employed was 

convenience sampling. Through this sampling method, individuals who were easily 

accessible voluntarily responded to the questionnaire sent to them through the mentioned 

platforms. The participants of the study were 30 (16 males and 14 females) English language 

teachers teaching tenth, eleventh, and twelfth grades at senior high schools in Iran. They were 

divided into three age groups: 20-29 (6 teachers), 30-39 (9 teachers), and 40-49 (15 teachers). 

Fourteen participants held an M.A. degree and 16 participants had a B.A. degree. Nine 

teachers had  

10-20 years of teaching experience, 10 teachers had 5-9 years, 3 teachers had less than 5 

years, and 8 teachers had more than 20 years of experience. Characteristics of the participants 

are presented in Table 1. 
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Table 1. Characteristics of the Participants 

Number of the participants 

Age range 

Gender 

Degree 

Experience 

30 

6 (20-29), 9 (30-39), 15 (40-49) 

16 male, 14 female 

14 (M.A degree), 16 (B.A degree) 

9 (10-20), 10 (5-9), 3 (less than 5 years), 8 (more than 20 years) 

Instruments 

A self-designed questionnaire was used in the present study to collect the quantitative data. It 

was adapted from related questionnaires to meet the research objectives. The questionnaire 

was prepared in English and evaluated for reliability and validity by getting help from 

English experts. A pilot study was conducted with a small group of participants to assess the 

questionnaire's clarity, comprehensibility, and internal consistency. Participants completed 

the questionnaire within a designated time frame, and their responses were analyzed using 

Cronbach's alpha. The results showed high internal consistency. Feedback from participants 

helped identify ambiguities and areas for improvement and minor modifications were made 

to enhance clarity. The successful completion of the pilot study and high internal consistency 

coefficient provide strong evidence for the questionnaire's reliability. 

The questionnaire underwent rigorous validation to ensure its content and construct 

validity as well. Content validity was verified by a panel of experts who reviewed the items, 

ensuring they met research objectives and measured desired constructs. Exploratory and 

confirmatory factor analysis were employed to examine the construct validity of the 

questionnaire. The results showed a strong alignment between the questionnaire items and the 

theoretical framework, confirming its validity. The questionnaire was developed to measure 

teachers' knowledge about assessment techniques, their perceptions about the alignment 

between EFL textbooks and assessment methods, and factors influencing their practices. 

In addition, the researchers developed a semi-structured interview protocol in order to 

gather qualitative data on the participants’ attitudes toward the use of assessment tools. In 

order to develop this protocol, first, the researchers invited three professors of English 

Language Teaching at a university in Tabriz (Iran) to attend a focus-group interview session. 

Next, they prompted these professors to discuss the teachers’ probable perspectives on the 

use of updated assessment tools and recorded the interview session. Lastly, the researchers 

transcribed the focus-group interview, used thematic analysis in order to extract its codes and 

themes, and developed the three-item semi-structured protocol of the study. 
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Materials 

Materials used for the evaluation purpose in this study were a series of Vision English for 

Schools textbooks designed for grades 10, 11, and 12, and 100 teacher-made tests. The 

purpose of using these materials was to compare the content and the focus of these textbooks 

with the content and purpose of teacher-made tests to illustrate alignment and match between 

them. 

 

Design of the Study 

This study used an explanatory sequential mixed-methods design that combines quantitative 

data collected through questionnaires teacher-made tests, and textbooks with qualitative data 

gathered using a semi-structured interview protocol to provide a comprehensive 

understanding of the match between them. 

 

Data Collection Procedures  

The study was conducted in two stages. First, a descriptive qualitative approach was used to 

compare the content and focus of the updated English textbooks with the content, purpose, 

and format of the teacher-made tests to explore whether there is a match and alignment 

between them based on Brown and Abeywickrama's (2004) communicative language testing 

(CLT) framework. To this end, the researcher collected 100 teacher-made tests used in senior 

high school and compared them with the focus and the area of emphasis of the Vision Series. 

Second, the researchers developed a questionnaire containing items that measure 

teachers' knowledge about assessment methods, their perceptions about the alignment 

between EFL textbooks and assessment methods, and the factors that influence their 

assessment practices. At first, a pilot study was conducted to see whether the collected data 

were useful and contributed to the main purpose of the present research. To this end, the 

researcher sent the questionnaire to a telegram channel whose members were English 

teachers, teaching to all three senior high school grades and asked them to participate in 

completing the questionnaire. After ten teachers completed the questionnaire, the researchers 

analyzed the collected data and found it helpful. After that, the number of answers to the 

questionnaire was increased to 30 by distributing it on different platforms like Eitaa, 

Telegram, WhatsApp, and Instagram. 

Finally, the researchers conducted semi-structured interviews of the study to gather 

qualitative data on the teachers’ assessment knowledge, perceptions of the compatibility of 
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the EFL textbooks and assessment practices, and factors in their language assessment. The 

interviews were conducted in Farsi and lasted about 30 minutes. 

 

Data Analysis 

With regard to the first research question, which aims to investigate the alignment between 

teacher-made tests and the updated EFL textbooks, the descriptive analysis was made by 

comparing the textbooks and tests based on Bachman and Palmer’s (1996) model of 

communicative competence and Brown and Abeywickrama's (2004) classification of 

traditional assessment and alternative assessment. A self-designed questionnaire and a 

researcher-developed semi-structured interview protocol were also used to answer the second 

research question. The data were gathered by distributing the questionnaire on different 

online platforms and conducting the interviews. Finally, the data were analyzed using SPSS 

and thematic analysis. The statistical methods used to analyze the data were univariate chi-

square. Moreover, the researchers transcribed the interviews and took advantage of thematic 

analysis in order to extract the codes and the themes in the interview data. 

 

Results 

Response to the First Research Question 

Research Question 1: To what extent do teacher-made tests match with the updated version 

of EFL textbooks in terms of content, format, and purpose? 

 

Descriptive Analysis: Comparison of Vision Series with Teacher-Made Tests 

It was mentioned in the introduction section of all three versions of the Vision Series that the 

focus and the area of emphasis of these textbooks are to improve students' language skills so 

that they are able to communicate effectively in real-life situations. This is based on 

communicative language teaching theory which emphasizes improving students' 

communicative skills. The implemented changes in the content and purpose of the updated 

version of Vision Series are as mentioned below: 

• Paying attention to the improvement of all four language skills simultaneously 

(listening, speaking, reading, writing); 

• Using various authentic educational activities in the process of learning a language; 

• Emphasizing learning the language through the use of language experiences; 

• Using rich, meaningful, and comprehensible content in developing educational 

content; 



 
 

The Use of Assessment for Learning Rather than Assessment of Learning in EFL Context           11 
 

               AREL 

• Providing opportunities for cooperative language learning; 

• Providing learners with a positive washback; 

• Paying attention to learners' affective factors in the process of teaching and learning. 

As was stated above, there was a shift in the focus of textbooks from improving 

students' linguistic knowledge to the theory of communicative language teaching, which 

focuses on the enhancement of learners' communicative competence through presenting 

authentic language activities. By exploring the content of each lesson, it was confirmed that 

all four language skills including speaking, reading, writing, and speaking were equally 

emphasized through different tasks and exercises which encouraged learners to cooperate 

with each other and construct meaning jointly. However, regardless of these areas of 

emphasis in the textbooks, tests used by teachers dominantly relied on traditional ways of 

assessing students' language abilities and focused on test techniques such as multiple-choice 

questions, fill-in-the-blanks, true-false, matching, and essays. These testing techniques, 

according to Brown and Abeywickrama's (2004) classification of traditional and alternative 

assessment illustrated in Table 2, are regarded as traditional assessment methods, which 

focus on a definite “right” answer and cannot be used to assess students’ interactive 

performance and therefore are not in line with the purpose of the updated English textbooks. 
 

Table 2. Brown's classification of Traditional and Alternative Assessment 

Traditional assessment Alternative assessment 

One-shot, standardized exams 

Timed, multiple-choice format 

Decontextualized test items 

Scores suffice for feedback 

Norm-referenced scores 

Focus on the “right” answer 

Summative 

Oriented to product 

Non-interactive performance 

Fosters extrinsic motivation 

Continuous long-term assessment 

Untimed, free-response format 

Contextualized communicative tasks 

Individualized feedback & washback 

Criterion-referenced 

Open-ended, creative answers 

Formative 

Oriented to process 

Interactive performance 

Fosters intrinsic motivation 

Note: Adapted from Armstrong (1994) and Bailey (1998, p. 207) 

 

The tests were also analyzed based on Bachman and Palmer’s (1996) model of 

communicative competence. The components of language competence in this model are 

illustrated in Table 3. It is composed of two components: pragmatic and organizational 
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competence, which are further broken down into grammatical and textual competence and 

illocutionary and sociolinguistic competence, respectively. It was observed that test items are 

not designed in a way that they assess these competencies, except for grammatical ones. It is 

necessary to incorporate all aspects of the model, particularly pragmatic and strategic 

competence, into the constructions of language tests as well as the actual performance 

expected of the test-takers. In general, it can be said that implementing traditional assessment 

methods alongside the use of newly-developed textbooks, the aim of which is to teach a 

communicative way of learning a language and improve students' communicative skills, does 

not lead to a consistent way of teaching a language. 

Table 3. Bachman and Palmer’s (1996) Model of Communicative Competence 

Components of language competence 

A, Organizational Competence 

1. Grammatical (including lexicon, morphology, and phonology) 

2. Textual (discourse) 

B. Pragmatic Competence 

1. Illocutionary (functions of language) 

2. Sociolinguistic (including culture, context, pragmatics, and purpose) 

Note: Adapted from Bachman (1990, p. 87) 
 

Frequency Analysis 
The frequency of opinions related to the rate of match of the tests and frequency of the 

opinions related to the mismatch of the tests were also examined through Chi-square. The 

results are presented in the following table: 
 

Table 4. Results of Chi-square Test to Examine Frequency Differences 

Question Component Observed 
N 

Expected 
N 

Residual Chi-
Square 

df Sig. 

Is there a match between the theory 
of your tests and the theory that the 
new version textbooks are based 
on? 

Yes 9 15.0 -6.0 

4.800a 1 .028 No 21 15.0 6.0 

Total 30   

There is a need to change 
assessment methods alongside the 
changes in methodology and 
textbooks. 

Strongly 
disagree 

1 10.0 -9.0 

16.20 2 0.001 Agree 10 10.0 .0 
Strongly 

agree 
19 10.0 9.0 

Teaching and testing are 
inseparable, so every change in 

Strongly 
disagree 1 7.5 -6.5 32.13 3 0.001 
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methodology requires changes in 
assessment methods too. 

disagree 1 7.5 -6.5 
Agree 8 7.5 .5 

Strongly 
agree 

20 7.5 12.5 

Total 30   

The tests that we use in our classes 
violate the purpose and focus of 
new version textbooks. 

Strongly 
disagree 

1 7.5 -6.5 

8.93 3 0.030 
disagree 7 7.5 -.5 
Agree 11 7.5 3.5 

Strongly 
agree 11 7.5 3.5 

Total 30   
The results of the chi-square test in the above table show that there is a significant 

difference between the frequency of the teachers' opinions, who believe that there is no match 

between the theory of their tests and the theory that the new version of textbooks is based on, 

with the frequency of the teachers' opinions who believe otherwise. The value of the chi-

square test is 4.80 and its level of significance is 0.028 (<0.05). Therefore, it could be 

indicated that there is no match between the theory of teacher-made tests and that of the 

textbooks. 

In the second item, the value of the chi-square test is 16.20 and its level of significance 

is 0.01 (< 0.05), which indicates that the teachers believe that besides the existing changes in 

methodology and textbooks, there should also be changes in the assessment principles. 

Furthermore, regarding the third item, the value of the chi-square test is significant and the 

participants believe that alongside changes in methodology, change in assessment methods is 

necessary and there should be a match between them. In item four, the value of the chi-square 

test is significant at the level of 0.05 and it demonstrates that most of the teachers believe that 

the tests they use in their classes, do not match the objectives of the new textbooks. 

 

Response to the Second Research Question 

Research Question 2: What are the teachers' attitudes and insights toward the use of 

assessment tools alongside recent changes made by the Ministry of Education in EFL 

textbooks? 

 

Quantitative Analysis 
To answer this question, the univariate chi-square test was employed and the observed 

frequencies in several ranks with the expected frequencies were examined. In the following 

table, results of the chi-square test examining the differences of the observed frequencies 
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with regard to the rate of teachers' knowledge of the components of the test are presented. 

The answers for the following three questions were classified as 'not at all' with code 0, 

'overview or introduction to topic' with code 1, and 'it was an area of emphasis' with code 2. 

 

Table 5. Results of Chi-square Test to Answer Related Questions to the Rate of Teachers' 

Study toward the Test Aspects 

As part of your formal education and/or training, to what extent did you study the following 

areas? 

  
Observed 

N 

Expected 

N 
Residual 

Chi-

Square 
df 

Sig.  

(2-tailed) 

Test language 

0 2 10.0 -8.0 

12.80 2 0.002 
1 18 10.0 8.0 

2 10 10.0 .0 

Total 30   

Pedagogy/Teaching 

0 1 10.0 -9.0 

16.20 2 0.001 
1 10 10.0 .0 

2 19 10.0 9.0 

Total 30   

Theoretical models and 

processes of testing 

0 2 10.0 -8.0 

19.40 2 0.001 
1 21 10.0 11.0 

2 7 10.0 -3.0 

Total 30   

 

The results of the above table indicate that the frequency of teachers' responses 

regarding the three areas of 'test language', 'pedagogy/teaching', and 'theoretical models and 

processes of testing', is statistically significant. A comparison of the frequencies also shows 

that the frequencies of response options 1 and 2 are higher than option 0. 

In the following table, the results of the chi-square test examining the frequencies of the 

teachers' attitudes toward the effect of changes on four language skills are demonstrated. The 

answers are represented in a four-point Likert scale including 'very improved', 'improved', 

'somewhat improved', and 'neutral', ranging from 0 to 3, respectively. 
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Table 6. The Results of Chi-square for the Items Related to Teachers' Attitude toward the 

Effect of Changes on Fourfold Language Skills 

To what extent do the changes in the content of textbooks and methodology improve students' 

language skills, including 

  Observed N Expected N Residual Chi-Square Df 
Sig.  

(2-tailed) 

Speaking? 

0 1 7.5 -6.5 

33.200a 3 .000 

1 4 7.5 -3.5 

2 4 7.5 -3.5 

3 21 7.5 13.5 

Total 30   

Listening? 

0 2 7.5 -5.5 

16.133a 3 .001 

1 2 7.5 -5.5 

2 13 7.5 5.5 

3 13 7.5 5.5 

Total 30   

Reading? 

0 2 7.5 -5.5 

21.467a 3 .000 

1 18 7.5 10.5 

2 7 7.5 -.5 

3 3 7.5 -4.5 

Total 30   

Writing? 

0 1 7.5 -6.5 

7.867a 3 .049 

1 11 7.5 3.5 

2 9 7.5 1.5 

3 9 7.5 1.5 

Total 30   

 

Based on the results, it is observed that according to the teachers' opinions, changes in 

the textbooks' content will not lead to improved speaking, listening, and writing skills. 

However, with regard to reading, 18 teachers believed that changing the content of the 

textbooks, to some extent would lead to the improvement of the students' reading skills. 

Table 7 shows the frequency and the results of the chi-square test related to the 

teachers' attitudes toward assessment. The answers are represented in a four-point Likert 
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scale, including 'strongly disagree', 'disagree', 'agree', and 'strongly agree', ranging from 0 to 

3, respectively. 

Table 7. The Results of Chi-square for the Items Related to the Teachers' Attitudes toward 
Assessment 

How much do you agree with the following statements? 

  
Observed 

N 

Expected 

N 
Residual 

Chi-

Square 
Df 

Sig. (2-

tailed) 

There is a need to change assessment 

methods alongside The changes in 

methodology and textbooks. 

0 1 10.0 -9.0 

16.200a 2 .000 

1 0 0 0 

2 10 10.0 .0 

3 19 10.0 9.0 

Total 30   

Teaching and testing are inseparable, 

so every change in methodology 

requires changes in assessment 

methods too. 

1 7.5 -6.5  

32.133b 3 .000 

1 7.5 -6.5  

8 7.5 .5  

20 7.5 12.5  

30    

The tests that we use in our classes 
violate the purpose and focus of new 

version textbooks. 

0 1 7.5 -6.5 

8.933b 3 .030 

1 7 7.5 -.5 

2 11 7.5 3.5 

3 11 7.5 3.5 

Total 30   

The tests that we use assess only 

what students have learned (their 

linguistic knowledge including 

grammar, vocabulary, …) 

0 0 0 0 

7.400a 2 .025 

1 3 10.0 -7.0 

2 13 10.0 3.0 

3 14 10.0 4.0 

Total 30   

Tests must be designed in a way that 

not only evaluate students' linguistic 

knowledge but also evaluate their 

communicative skills and at the same 

time enhance their learning and make 

them ready to communicate 

effectively in real life. 

- - - - 

4.800c 1 .028 

- - - - 

2 9 15.0 -6.0 

3 21 15.0 6.0 

Total 30   

The tests that we use are in line with 

the purpose of new textbooks and 
these tests enhance students' learning 

0 9 7.5 1.5 

4.667b 3 .198 1 11 7.5 3.5 

2 7 7.5 -.5 
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and make them ready to transfer their 

knowledge to real life. 

3 3 7.5 -4.5 

Total 30   

According to the results, except for the last item, in the remaining items, there is no 

significant difference in the observed frequencies, and the results of the chi-square test are 

significant and the two options of 'agree' and 'strongly agree' are more frequently used. 

The following table indicates the frequency of the teachers' responses regarding the role 

of assessment in improving communicative skills. The responses are represented in a four-

point Likert scale, including 'not important', 'somewhat important', 'important', and 'very 

important', ranging from 0 to 3, respectively. 

 

Table 8. The Results of Chi-square for the Items Related to the Teachers' Attitude toward the 

Role of Assessment in Improved Communicational Skills 

  
Observed 

N 

Expected 

N 
Residual 

Chi-

Square 
df 

Sig. (2-

tailed) 

How important do you consider the 

role of changing assessment tools 

and using alternative assessments 

instead of traditional assessments, 

alongside the changes in textbooks 

and methodology in improving 

students' communicative skills? 

0 1 7.5 -6.5 

17.467a 3 .001 

1 3 7.5 -4.5 

2 11 7.5 3.5 

3 15 7.5 7.5 

Total 30   

 

Results indicate that the value of the chi-square test is significant at the level of 0.001 

and options 'important' and 'very important' are used more frequently. Therefore, teachers 

perceive changing assessment tools as important and believe it to be necessary in developing 

students’ communicative skills. 

The table below shows the frequencies of the teachers' responses about how much 

satisfied they are with their knowledge about several fields of assessment. The answers are 

represented in a four-point Likert scale, including 'very dissatisfied', 'dissatisfied', 'satisfied', 

and 'very satisfied', ranging from 0 to 3, respectively. 

 

 

 

 



 
 

18  Applied Research on English Language, V. 13 N. 2 2024 
 

AREL         

Table 9. The Results of Chi-square for the Items Related to Teachers' Attitude toward 

Satisfaction of Their Knowledge about Assessment 

Please look at the following language testing and assessment-related topics, and rate your level of 
satisfaction with your knowledge of them 

  
Observed  

N 

Expected 

N 
Residual Chi-Square df Sig. (2-tailed) 

History of language 

testing 

0 2 7.5 -5.5 

13.467a 3 .004 

1 4 7.5 -3.5 

2 9 7.5 1.5 

3 15 7.5 7.5 

Total 30   

Design of language 

assessments for speaking, 

listening, reading, writing 

0 1 7.5 -6.5 

9.200a 3 .027 

1 7 7.5 -.5 

2 10 7.5 2.5 

3 12 7.5 4.5 

Total 30   

Deciding what to test, 

writing test specifications 

/writing test tasks and 

items 

- - - - 

18.600b 2 .000 

1 3 10.0 -7.0 

2 6 10.0 -4.0 

3 21 10.0 11.0 

Total 30   

Interpreting and analyzing 

test scores 

- - - - 

16.800b 2 .000 

1 2 10.0 -8.0 

2 8 10.0 -2.0 

3 20 10.0 10.0 

Total 30   

Reliability of tests 

/validity of tests 

0 1 7.5 -6.5 

16.667a 3 .001 

1 3 7.5 -4.5 

2 14 7.5 6.5 

3 12 7.5 4.5 

Total 30   

Authenticity in language 

assessment real-life tasks 

communicative language 

testing (CLT) task-based 

assessment (TBA) 

0 2 7.5 -5.5 

9.200a 3 .027 

1 12 7.5 4.5 

2 5 7.5 -2.5 

3 11 7.5 3.5 

Total 30   
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Scoring closed-response 

items scoring open-

response test tasks 

- - - - 

9.600b 2 .008 

1 2 10.0 -8.0 

2 14 10.0 4.0 

3 14 10.0 4.0 

Total 30   

Test-taking skills or 

strategies /test 

administration and 

accommodation 

0 1 7.5 -6.5 

10.800a 3 .013 

1 6 7.5 -1.5 

2 13 7.5 5.5 

3 10 7.5 2.5 

Total 30   

The use of tests in the 

society 

0 3 7.5 -4.5 

3.867a 3 .276 

1 9 7.5 1.5 

2 10 7.5 2.5 

3 8 7.5 .5 

Total 30   

Norm-referenced vs. 

criterion-referenced 

testing 

0 1 7.5 -6.5 

12.133a 3 .007 
1 5 7.5 -2.5 

2 13 7.5 5.5 

3 11 7.5 3.5 

Total 30      

Washback on the 

classroom 

1 1 10.0 -9.0 

23.400b 2 .000 
2 7 10.0 -3.0 

3 22 10.0 12.0 

Total 30   

 

Based on the results, except for item "the use of tests in society", there is a significant 

difference in the observed frequencies of the responses, and options 2 and 3 were mostly 

frequent, indicating that the rate of teachers' satisfaction with their own knowledge about 

assessment is optimal. 

 Frequencies of the teachers' responses about general perception of their own 

knowledge about assessment are represented in the following table. The responses to this 

item are represented in a four-point Likert scale, including 'very prepared', 'somewhat 

prepared', 'somewhat unprepared', and 'very unprepared', ranging from 0 to 3, respectively. 
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Table 10. The Results of Chi-square for the Items Related to the Teachers' Attitude toward 

the General Perception of their own Knowledge about Assessment 

  Observed N Expected N Residual Chi-Square df Sig. (2-tailed) 

Which of the following 

best describes your 

perception of your 

overall knowledge and    

understanding of 

language assessment? 

0 4 7.5 -3.5 

13.200a 3 .004 

1 16 7.5 8.5 

2 6 7.5 -1.5 

3 4 7.5 -3.5 

Total 30   

 

According to the results, the value of the chi-square test is significant and it shows that 

there is a significant difference in the observed frequencies of the response options and  

16 teachers choose the option 'somewhat prepared', meaning that they generally consider 

their knowledge of language assessment somehow acceptable. 

Finally, the following table demonstrates the frequencies of the teachers' responses to 

the extent of their familiarity with several assessment approaches. The responses are 

represented in a three-point Likert scale, including 'not at all', 'somewhat familiar', and 

'familiar', ranging from 0 to 2, respectively. 
 

Table 11. The Results of Chi-square for the Items Related to the Teachers' Rate of 

Familiarity with Several Assessment Approaches 

To what extent are you familiar with different approaches of testing? 

  
Observed 

N 

Expected  

N 
Residual 

Chi-

Square 
df Sig. (2-tailed) 

Discrete-point testing 

0 3 10.0 -7.0 

11.400a 2 .003 
1 9 10.0 -1.0 

2 18 10.0 8.0 

Total 30   

Integrative testing 

0 1 10.0 -9.0 

12.600a 2 .002 
1 13 10.0 3.0 

2 16 10.0 6.0 

Total 30   

Communicative 

language testing (CLT) 

0 2 10.0 -8.0 

9.600a 2 .008 
1 14 10.0 4.0 

2 14 10.0 4.0 

Total 30   
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The results of chi-square are significant with regard to all three approaches of 

assessment and the examination of frequencies of the response options shows that most of the 

teachers believe that they are familiar with different approaches. 

 

Qualitative Analysis 
In addition to the analysis of the questionnaire data, the researchers examined the interview 

data to delve into the participants’ attitudes towards the assessment tools. The thematic 

analysis of the collected data highlighted the existence of three underlying themes. Table 12 

shows these themes along with their pertinent codes: 

 

Table 12. Codes and Themes in the Interview Data 

Codes Themes 

Studying various sources 

Watching language assessment videos 

Making an endeavor to use learning-oriented 

assessment practices 

Satisfactory assessment knowledge 

Disregarding the significance of the assessment 

of all language skills 

Developing materials without paying attention to 

the integration of language skills 

Focusing on receptive skills 

Lack of compatibility between the content of 

EFL textbooks and modern assessment 

approaches 

Emphasizing the need to revise EFL textbooks 

based on modern assessment approaches 

Highlighting the utility of alternative assessment 

techniques 

Underlining the need to integrate language 

assessment into language learning 

Openness to language-assessment-oriented 

changes 

 

As shown in Table 12, the first theme in the obtained interview data was satisfactory 

assessment knowledge. Twenty-two of the participants stated that they had adequate 

information on the diverse aspects of language assessment.  In this regard, participant 4 stated 

that: 

“I have studied most of the commercial textbooks of language assessment. In 

fact, I was interested in this area of language instruction during my university 
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studies and made an effort to translate the theory of language assessment into 

practice in my general English classes”. 

Likewise, participant 23 highlighted the fact that her interest in language assessment 

prompted her to watch numerous videos on YouTube and Instagram. As she explained: 

“Reading books and articles may not be enough. I want to emphasize the fact that 

they might not help me to develop a practical knowledge of language assessment. 

As a result, I watch language assessment videos on YouTube and some Instagram 

pages. These applications have made me aware that learning-oriented assessment 

has become the most popular language assessment approach in diverse contexts”. 

Moreover, according to Table 12, the second major theme in these participants’ data 

was the lack of compatibility between the content of EFL textbooks and modern assessment 

approaches. Nineteen of the participants stated that the EFL textbooks were developed in 

disregard of the current theoretical discussions of language assessment. For instance, 

participant 18 noted that: 

“Our textbooks follow the traditional language testing procedures. The 

examination of their content shows that they ignore the assessment of some skills 

such as writing. Moreover, they emphasize the individual assessment of skills 

without paying attention to their integration in communication”. 

Similarly, participant 26 pointed out that: 

“What are the modern language assessment approaches? Scholars talk about 

dynamic assessment and learning-oriented assessment.  What about our 

textbooks? They are developed based on the traditional language teaching 

methods and consider reading to be the most important language skill which must 

be practiced by using various exercises”. 

Lastly, as shown in Table 12, the third theme in these participants’ interview data was 

openness to language-assessment-oriented changes. Twenty-four of the participants 

underlined the usefulness of innovations in the field of language assessment. In this regard, 

participant 11 noted that: 

“It is necessary to change these textbooks thoroughly. Their content reminds me 

of the Grammar Translation Method. We must use new assessment approaches 

such as portfolio assessment which focus on the process of language learning and 

provide a better understanding of the learners’ strengths and weaknesses”. 

Likewise, participant 29 underlined the importance of learning-oriented assessment in 

language classes. As he explained: 
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“It has become clear that assessment constitutes a major aspect of learning the 

language. That is, it cannot be distinguished from the process of learning. As a 

result, we need to revise our textbooks to take advantage of assessment for 

improving the learners’ acquisition of the target language”. 

 

Discussion 
The present research was carried out in a quantitative phase and a qualitative phase.  

The quantitative phase was conducted to compare the purpose and the theory behind EFL 

textbooks (here Vision series) and teacher-made tests based on Bachman and Palmer’s (1996) 

model of communicative competence and Brown and Abeywickrama's (2004) classification 

of traditional assessment and alternative assessment. The results indicated that even though 

there was a shift away from emphasis on improving learners' linguistic competence, and 

toward enhancing their communicative skills in the newly-designed textbooks, this was not 

reflected in the theory and content of teacher-made tests. In other words, the tests were not 

designed by teachers in a way that they elicit the competencies that were intended to be 

enhanced by EFL textbooks. 

Moreover, the quantitative phase was conducted through questionnaires to provide 

answers to the two research questions. First, the results regarding the first research question, 

which was posed to explore the extent to which teachers believe that the content and 

objective of their designed tests align with the content and objectives determined for the 

newly-developed EFL textbooks, indicate that they don't perceive any match between the 

theory of their tests and the theory on which the newly-designed EFL textbooks are based. 

This finding is somehow consistent with Riazi and Mosalanejad's (2010) declaration that 

textbooks are unable to meet the different needs and demands of those who use them and are 

inherently shallow and reductionist. In addition, Fidian and Supriani (2018) also 

demonstrated in their study that the syllabus's fundamental competencies are not met by the 

content found in the textbooks. Their investigation also revealed that the content of textbooks 

mostly does not adhere to the core competencies listed in the English Curriculum 2013. 

Besides, some of the books do not satisfy the demands and desires of the students either. 

Furthermore, the results showed that according to teachers' opinions, the change in language 

pedagogy not only should take place in methodology but also should be evident in methods 

of assessment. In other words, emphasizing the development of communicative competence 

in teaching calls for assessment focusing on evaluating this competence as well. 
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The second research question was posed to unveil teachers' attitudes and opinions 

toward the use of assessment tools and techniques that conform to the recent changes made 

by the Ministry of Education in EFL textbooks. First of all, the results of the chi-square 

showed that the teachers' study rate of different aspects of testing was at a satisfactory level. 

It was also demonstrated that according to teachers' opinion, changes in the content of 

textbooks will not lead to improvement of speaking, listening, and writing skills, but improve 

reading skills to some extent. This might be due to the fact EFL textbooks mostly include 

passages that are designed for developing students' reading comprehension and other 

supplementary activities might not suffice for the improvement of other skills. They also 

perceived changing assessment tools and altering new ones as crucial and believed that these 

assessment tools are necessary for developing students' communicative skills. 

Moreover, results concerning the teachers' perception of their knowledge about 

language testing and assessment-related topics indicated that they believed their knowledge 

to be at a satisfactory and optimal level, except for the use of tests in society. In addition, 

teachers were also demonstrated to be familiar with most of the approaches of testing and 

considered their knowledge of this field acceptable. Lastly, the qualitative phase examined 

the participants’ attitudes towards assessment tools using a semi-structured interview 

protocol. The findings of qualitative thematic analysis in this phase of data collection 

corroborated the quantitative frequency analysis. More specifically, they showed that 

language teachers had adequate knowledge about language assessment, were not satisfied 

with the content of the EFL textbooks in terms of their assessment practices, and were open 

to language-assessment-based changes in their field. 

 

Conclusion 
The focus of language teaching has long shifted from the development of grammar and 

vocabulary to improving learners' all four language skills, to help them transfer their 

knowledge of language to real-life situations. This change has also been reflected in EFL 

textbooks. Foreign language textbooks can help students enhance their language proficiency 

and intercultural communication skills by not only providing target forms and meanings as 

language input but also by providing cultural and ideological inputs and perhaps modeling 

learning practices (Xiang & Yenika-Agbaw, 2021). Iranian schools use resources and 

materials created in accordance with the curriculum and syllabuses developed by the Ministry 

of Education. After nearly a quarter of a century, the Ministry of Education in Iran began to 

alter the junior and senior high school English textbooks since these materials have always 
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been the focus of intense discussion and criticism regarding their overall content, technical 

excellence, and applicability. A frequently asked question is why after seven years of English 

instruction in our schools, graduated students can't still communicate in English properly and 

convey simple messages. One answer to this question is that for developing students' 

communicative competence, changes in the content of textbooks and methodology do not 

suffice, and assessment methods need to be improved as well. 

The current conditions in Iranian secondary schools also highlight the need for 

administering changes not only in methodology and teaching but also in methods of 

evaluation because teaching and testing are two integrated processes. Hence, using alternative 

assessment tools that are in line with the focus and purpose of the updated version of 

textbooks to satisfy the needs and requirements of language programs is of paramount 

importance. Considering this issue, an attempt was made in the present study to demonstrate 

whether teachers have changed their assessment methods alongside the recent changes in 

textbooks or they solely rely on traditional ways of assessing students’ knowledge using 

paper and pencil tests which emphasize their linguistic competence regardless of their 

communicative capacity (Zohrabi & Tahmasebi, 2020). The results showed that teachers do 

not believe that there is a match between the theory of their tests and that of the newly-

designed EFL textbooks, and confirmed that in order to develop students' communicative 

skills, changing assessment tools and altering new ones are crucial. 

The findings of the present study might have some important pedagogical implications 

both for teachers and students, urging them to redefine their responsibilities. In a broad sense, 

this study can help teachers to remember that changes in the content of textbooks and 

methodology are not enough to improve students' communicative skills and they should 

implement some changes in assessment methods as well as design tests that elicit behaviors 

required in authentic situations. Moreover, the results may have two practical implications for 

the syllabus designers. First, syllabus designers have to revise the content of the current EFL 

textbooks in light of the modern approaches to language assessment including learning-

oriented assessment. The inclusion of the learning-oriented assessment tasks in these 

textbooks may enable language teachers to use the assessment procedures for improving the 

learners’ acquisition of the diverse aspects of the target language. Second, the syllabus 

designers need to revise the teacher manuals. More specifically, they need to include a 

specific section in these manuals which provides the teachers with adequate information 
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about the modern language assessment approaches and empowers them to translate their 

theory into practice in the context of the classroom. 

As with any research, the current study fell prey to several limitations as well. First of 

all, the instrument used was only a questionnaire, and the data were gathered online, so the 

number of participants was not high enough to make valid generalizations about the findings. 

Furthermore, the participants of the study were only teachers, and involving students as 

important actors is crucial for obtaining more valid and reliable results. 
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