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Abstract

High stakes exams might have an impact on test takers' learning objectives. It is unclear how the
high-stakes English exams have affected students' evaluations of EFL teachers' teaching qualities, given
their diverse academic backgrounds. Thus, the goal of this study was to bridge the knowledge gap by
employing a mixed method of embedded research design and collecting data via questionnaire, Focused
Group Discussion (FGD), and document analysis. The questionnaire was administered to a stratified
random sample of 382, 12th grade students. The students with their one-semester academic achievements
were selected from eight secondary schools (Arjo Gudetu, Biftu Gimbi, Biftu Nekemte, Darge, Gimbi,
Guliso, Sena Gimbi and Sire) found in East and West Wollega zones, Oromia Regional State, Ethiopia.
Data analysis involved descriptive statistics, multivariate and one-way ANOVA. The data gathered
through document analysis and FGD were to substantiate the questionnaire. The contents of the five
consecutive years of past Ethiopian Secondary School Leaving Certificate English Examination
(ESSLCEE) questions were analyzed quantitatively. The qualitative method was used to conduct FGD
with the selected student participants of different academic achievement levels from each school. The
recorded data was subsequently transcribed, translated, analyzed, and discussed thematically. From the
study, it is noteworthy that students with varying academic backgrounds exhibit washback variability.
Although there are variations in mean scores between students with varying levels of academic
achievement, these differences are not statistically significant when it comes to the students' perceptions
of teachers’ teaching qualities. That is, the high-stakes ESSLCEE has a greater detrimental impact on the
low-achieving groups than it does on the high-achieving ones.The findings imply that there are disparities
in students' views about their EFL teachers teaching qualities because of the washback of the high-stakes
English examination. The study's conclusions have led to the forwarding of recommendations, and the
findings have implications for test takers, educators, testers, curriculum designers and policy makers in
Ethiopia and elsewhere.

Keywords: High-Stakes English Examination; Students’ Perceptions; EFL Teachers’ Teaching
Qualities; Students’ Academic Achievements
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1. Introduction

Assessment evolved as the shining star of education, surpassing both teaching and learning.
When assessments are used in the teaching and learning process, curriculum designers may receive useful
information, educators receive feedback, and learners are differentiated. It is practically hard to discuss
teaching and learning in the context of education without assessment or testing (Resnick & Schantz,
2017). As a result, education, learning, and evaluations are trustworthy and integral processes.

Several assessment methods have been used in language instruction, including oral questions,
portfolios, paper and pencil assessments, and observation. Even though it is challenging to pinpoint the
exact origin of these language assessment tools, the Bible's observation regarding oral pronunciation
serves as a superb illustration of one of the first recorded records pertaining to language assessment.
According to the Old Testament (Judges 12:5-6) and as demonstrated by Hopkins et al. (1990), the
Gileadite army gave the Ephraimites an oral test. The term "shibboleth" is one that the Gileadites required
the Ephraimites to speak correctly in order to be rescued, or incorrectly in order to be murdered. These
days, testing is one of the primary methods for language assessment that is utilized to

In language education environments, language testing is essential. Language education and
learning revolve around it (Islam et al., 2021; Salehi & Yunus, 2012). According to Heaton (1990),
working in one of the three areas—teaching, learning, and testing—without being continuously aware of
the other is nearly difficult due to the close relationships between them. Language testing is used for a
number of purposes, including evaluating educational quality (Cheng, 2005), controlling nepotism in the
distribution of limited opportunities (Beikmahdavi, 2016), providing quantifiable figures about the
language ability of learners (Cheng & Curtis, 2004), and serving as a criterion for student admission in
higher education (Manjarres, 2005).

Language scholars were motivated to conduct research in this field by the idea that testing has a
significant impact on teaching and learning, which has been studied since the 19th century (Brown &
Bailey, 2008). The name "washback" was coined to describe the phenomena, and it was first made public
in 1993 by researchers Alderson and Wall. When comparing the parties involved in high-stakes exams
(parents, test makers, teachers, and students), the extent of their effect varies. Compared to other exam
stakeholders, the impact on test takers is greater. According to academics, tests and their outcomes have a
significant impact on the lives of students who take them directly (Taylor, 2005; Stoneman, 2006;
Manjarres, 2005). Furthermore, a number of research have documented the impact of high-stakes public
examinations on students' learning (Friska & Setiawan, 20018; Nahdia & Trisanti, 2019; Kutlu et al.,
2020; Rahman et al., 2021). Nevertheless, it was forgotten how the high-stakes exam affected the test-
takers' views towards their EFL teachers’ teaching qualities (Buyukkeles, 2016). Furthermore, the impact
of high-stakes public exams remains unexplored, as they may have unequal effects on participants from
different backgrounds (Cheng, 2005; Pan, 2014). There hasn't been any research done on the dual
problems in relation to the current Ethiopian Secondary School Leaving Certificate English Examination
(ESSLCEE) setting (Gashaye, 2021 & 2020; Leta, 1990; Negede, 2002). Therefore, the current study
looks into how ESSLCEE affects students' perceptions of EFL teachers' instructional styles as well as
how different exam results affect applicants based on their academic standing. The following research
questions are developed to close the indicated gap:

1.To explore the extent of the influence of ESSLCEE on students’ perceptions of effective English
teachers’ teaching qualitiess.

2.To determine if there is statistically significant difference in the students’ perceptions about
effective English teachers’ teaching qualities because of their academic achievements.
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2. Literature Review
2.1 Language Teaching-Learning, Testing and Washback

Testing has an impact on the process of teaching and learning. It is a powerful instrument that
looks at the lessons that teachers are giving their pupils (Tayeb et al., 2014). Testing is viewed as the
primary instrument to gauge the achievement of the desired goal, with learning being regarded as the
essential goal of instruction (Saif, 2006). Consequently, testing has an unavoidable and consequential
impact on the teaching and learning process since teaching, learning, and testing are interdependent
components (Shih, 2006). High-stakes public exams, in particular, have an impact on how teaching and
learning are implemented in classrooms (Spratt, 2005; Rea-Dickins & Scott, 2007; Al-Hinai & Al-
Jardani, 2020). For instance, Spratt (2005), in his study, revealed that tests impacted teaching-learning
narrowing the curriculum by more focusing on the examinable areas, but skipping the remaining course
contents. The term "washback" refers to the overall impact of testing on education (Alderson & Wall,
1993; Bailey, 1996). For example, Spratt's (2005) study found that exams had an impact on teaching and
learning by making the curriculum more narrowly focused by emphasizing the parts that could be tested
and ignoring the other course material. The term "washback" refers to the overall impact of testing on
education (Alderson & Wall, 1993; Bailey, 1996).

Testing has a positive or bad impact on teaching and learning. Considerable care must be used in
determining how it might help or impede the achievement of teaching-learning objectives. Positive
washback of a given test occurs when teaching and learning are limited to their intended purposes, which
are the same as preparing for that test (Taylor, 2005). On the other hand, a test is considered to have
negative washback if there is a mismatch between the intended teaching-learning purposes and the
participants' focus during the test, leading them to disregard the course's intended purposes in favor of the
test format (Brown & Bailey, 2008).

Washback research is becoming more complicated and dynamic in nature since it incorporates a
range of intervening variables, such as testing, and its stakeholders (parents, teachers, school
administrators, and curriculum designers) (Alderson & Wall, 1993; Cheng, 2008; Green, 2007). It was
unable to draw a clear distinction between the impacts of examinations on instructional strategies in the
classroom (Alderson & Wall, 1993). It is mediated by cumulative influences and can be characterized by
a range of attributes. There are several factors that work together to potentially influence how testing
affects teaching and learning (Green, 2007). The scenario makes the effect complex because there are
several factors that contribute to the occurrence of the washback effect of testing on the teaching-learning
process.

It is undeniable that high-stakes tests have an impact on test-takers' learning behaviors
(Washback, 2013). The problem has a special relationship to students among those involved in the impact
of testing on teaching and learning (Taylor, 2005; Stoneman, 2006; Manjarres, 2005). The influence of
high-stakes exams is primarily beneficial to test takers. Given that tests have a direct impact on students'
lives, it is agreed that testing has the capacity to generally have an impact on those lives (Cheng, 2008;
Spratt, 2005). Accordingly, even if a number of research (Alderson & Wall, 1993; Bachman & Palmer,
2010; Bailey, 1996; Cheng, 2005; Green, 2007; McNamara, 2000) were carried out, it is believed that
they were less in number than other significant participants, teachers. However, more research is still
required to determine how the high-stakes ESSLCEE affects students' opinions of EFL teachers'
instructional styles and to characterize any disparities that may exist amongst students based on their
academic standing.

Comparative Analysis of the Effects of High-Stakes English Exams on Students' Views of Teachers' Teaching Qualities 232



International Journal of Multicultural and Multireligious Understanding (IJMMU) Vol. 12, No. 9, September 2025

2.2 Context of the Present Study: Historical Background

Ethiopia has been doing national exams for a very long time. The London General Certificate of
Education test was the name of the first national test for secondary schools (Gashaw, 1982; Leta, 1990).
The test was created in the United Kingdom and brought to Ethiopia to be administered to grade 12
pupils. Addis Ababa University started administering the "Ethiopian School Leaving Certificate
Examination (ESLCE)" in Ethiopia in 1950 (Gashaw, 1982). Students who had finished grade ten were
given the opportunity to take the Ethiopian General Secondary Education Certificate Examination
(EGSECE), a new national examination program that was implemented in 2001 (Mulu et al., 2009). The
test was used to filter applicants before they were accepted into colleges or preparatory institutions for
vocational training. In 2003, the Ethiopian Higher Education Entrance Examination (EHEEE) took the
place of the ESLCE, which had been superseded by grade ten national examinations. Later, starting in
2019, the Ethiopian Secondary School Leaving Certificate Examination (ESSLCE) replaced the Ethiopian
Higher Education Examination (EHEEE), which had been eliminated from the educational system (Mulu
et al., 2009). The Ethiopian National Educational Assessment and Examination Agency is currently in
charge of overseeing the preparation of the ESSLCE (ENEAEA).

In Ethiopia, teaching English as a foreign language is required beginning in primary school
(grades 1-8) and continuing through secondary school (grades 9-12) and higher education (FDRGE,
1994; Gerenchea, 2019). Students take the national exam after completing their schooling up to grade 12.
The candidates' potential national examination score is very important for their future careers and higher
education. English is one of the subjects that students take on the national test in addition to other
disciplines. Since the English subject's score on the national exam, together with the scores of the other
subjects, has the potential to significantly impact students' future lives, it can be considered a high-stakes
exam (Stoneman, 2006; Manjarres, 2005).

2.3 Emprical Studies

Testing's impact on teaching and learning, or WASCHCK, is intricate and multifaceted. It is
difficult to define exactly what washback is these days, having begun with the 1990s when it was declared
to exist (Alderson & Wall, 1993). The possible lack of a linear relationship between assessments and the
teaching-learning processes is the cause (Shih, 2006). Through the use of models, researchers have
attempted to reveal the intricate nature of the washback (Alderson & Wall, 1993; Hughes, 2003; Rea-
Dickins & Scott, 2007). According to Hughes (2003), an exam can have a beneficial or bad effect on the
teaching and learning processes of its participants, including teachers, students, and material designers.

It is imperative that significant attention be paid to students, who are among the main players in
the influence of testing. According to certain research, it's crucial to look into how EFL students learn and
how high-stakes tests affect them (Alderson & Wall, 1993; Brown & Bailey, 2008; Green, 2007;
McNamara, 2000; Gashaw, 1982). Examined in the context of grade 12 ESSLCEE is the impact of testing
on students' learning, which has received special emphasis in this study.

According to a review of the relevant evidence, high-stakes exams can either positively or
negatively affect EFL students' learning (Taylor, 2005; Brown & Bailey, 2008). Conversely, due to
individual variances in test-taking, applicants may experience differing washback effects (Alderson &
Wall, 1993; Stoneman, 2006; Pan, 2014). For instance, Alderson and Wall (1993) suggested in their
theory that different learners may have distinct washback from a test. In a similar vein, it is noted that test
washback variance is seen among various learner groups based on their study years, competence levels,
and test perceptions (Pan, 2014).

Studies on high-stakes exams and their impact on students' learning tendencies have been
conducted, but less attention is paid to how the testing affected the participants' EFL teachers' abilities as
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teachers. Furthermore, in the current study's context, the impact of EFL testing on students' individual
differences—for example, due to differences in their academic achievement—remains unaddressed.
Therefore, the study's main focus is on how high-stakes public exams affect test-takers' perceptions of
EFL teachers' instructional styles and how their perspectives alter based on academic performance.

3. Research Method

A mixed-method causal comparative design was used to ask the aforementioned research
guestions. Such a design is thought to aid in the comparative description of the attitudes, beliefs, and traits
of the sample population (Creswell & Creswell, 2018). It is primarily selected to ascertain the opinions of
individual students concerning the impact of ESSLCEE on students' perceptions of their own learning.
The study prioritized the research issues to be addressed sequentially using both quantitative and
gualitative methodologies. Eight public secondary schools located in the East and West Wollega zones—
Arjo Gudetu, Biftu Gimbi, Biftu Nekemte, Darge Nekemte, Gimbi, Gulliso, Sena Gimbi, and Sire—are
the study sites. A random selection of 382 grade 12 students who were enrolled in classes at both
institutions during the data collecting period made up the sample for the questionnaire. Six students from
each school took part in the focus groups. Students who were willing to share their rich and varied
perspectives into the issue under inquiry, as well as their differences in academic achievement, were taken
into consideration when choosing the discussant students (Doérnyei, 2007).

One method used to collect data and draw conclusions regarding respondents' self-reported
practices was the questionnaire (Punch, 2005; Bryman, 2008). FGDs with students and papers (the last
five years' worth of ESSLCEE questions) were examined in order to support the information gathered via
the questionnaire. Prior to the first round of data collecting in November 2022, the study sites were visited
in order to secure administrative body permission. Following that, the data collecting was done in a
methodical manner. First, a survey was sent out in March 2022, and in April 2022, focus group
discussions took place. Finally, in June 2022, examples of previous ESSLCEE questions as well as the
academic standing of the students were gathered from the chosen institutions.

Following the collecting of data, the research questions guided the organization of the findings'
presentation and conversations. While the results from the focus group discussions (FGD) were examined
subjectively, the data from the questionnaire and samples of previous ESSLCEE publications were
studied objectively. In order to address the first research question, the analyses and conclusions from the
student questionnaire, along with the FGD and previous ESSLCEE questions, were presented
concurrently. Data from the questionnaire was triangulated with information from the students' FGD and
the document analysis of previous ESSLCEE questions. Students' academic success records and self-
report data were used in a one-way ANOVA to address research question number two, one of the
inferential statistics. Subsequently, the outcomes derived from both quantitative and qualitative data were
discussed, summarized, and concluded.

Reviewers, who possess PhDs in linguistics and TEFL, verified the validity of the items in the
FGD and student guestionnaire. Cronbach's alpha was used to assess the reliability of the items' internal
consistency. Accordingly, students' judgments of teachers' instructional qualities in relation to their EFL
perspectives have a satisfactory items reliability of 0.812 (Pallant, 2020).
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4., Results
4.1 General Overview

In this first section of the report, the impact of high-stakes ESSLCEE on the students' perceptions
of effective English teachers’ teaching qualities is analyzed using group comparisons. The items used for
data collection were modified from the questionnaires used in the past studies of the qualities of effective
English teachers as perceived by learners (Park and Lee, 2006; Zurrahmi and Triastuti, 2022). During the
analysis, the data collected using the questionnaire was categorized into two: those linked to the
ESSLCEE and those not related to the ESSLCEE. The understanding constructed from a comparative
analysis of the two data types was made to address the research question. Figure 1 below summarizes the
data obtained from the ESSLCEE- related items.

4.2 The Influence of the ESSLCEE on Students’ Perceptions of Effective English Teachers’
Teaching Qualities

4.2.1 ESSLCEE-Related Items

An effective English teacher | - —um— sl — sl — -

i i . oy Satisfactory| Very Good| Excellent
is the one who: Fair (50-59) (60-79) | (80-89) | (90-100) Total
m 1. Teaches providing
commercial books which are 4.55 4.56 4.58 4.67 457
related to ESSLCEE-contents.
B 2. Teaches from past ESSLCEE
questions. 4.61 4.54 4.6 4.63 4.57
| 3. Teaches skipping contents of
textbook that have no relevance 4.29 4.38 3.64 3.54 4,17
with ESSLCEE.
W 4. Prepares tests which have
similarity with ESSLCEE. 384 3.93 482 483 412
B 5. Arouses students’ motivation
to read for the coming 4.44 4.41 4.48 4.46 4.43
ESSLCEE.
B 6. Helps students”’ self-
confidence in succeeding the 4.47 4.43 4.39 4.42 4.43
coming ESSLCEE.

Figure 1. Responses to influence of ESSLCEE on students’ perceptions of effective English teachers’
teaching qualities (ESSLCEE-related items)

A comparison of the total mean scores registered in terms of the six ESSLCEE-related items, as
shown in Figure 1, reveals that M = 4.57 is the highest mean score documented in the displayed data. This
mean score was obtained in response to the 2™ item in Figure 1. The item was designed to know the
students’ opinion of an English teacher who teaches them from the ESSLCEE-related commercial books
and the past ESSLCEE questions. The students’ academic achievement level has not been observed
influencing the students’ perceptions.
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On the other hand, the total mean score M = 4.12; SD = 0.623 is the lowest mean score
documented in Figure 1. This low mean score was obtained in response to the 30" item in Figure 1. The
item asked the respondents about their opinion of a teacher who prepares tests which are similar with the
ESSLCEE questions. In connection with the students’ responses to item 3 - a teacher who skips non-
ESSLCEE-related textbook contents - and item 4 - a teacher who prepares classroom tests that are similar
with the ESSLCEE questions, noticeable mean differences have been documented among the achieving
groups. For example, regarding item 30, i.e., the Fair achievers registered a mean value of M = 3.84; SD
= 0.479. The Very Good achievers registered the mean value of M = 4.88; SD = 0.327. Similarly,
Satisfactory achievers registered a mean value of M = 4.38; SD = 0.661 in response to item 3, the
Excellent achieving students, on their part, registered the mean value of M = 3.54; SD = 0.509. This
shows differences in the perceptions among different achieving groups. The data shows that an English
teacher who skips teaching non-ESSLCEE-related contents from the textbook (item 3) is preferred by
Fair and Satisfactory achieving groups. Both are low achieving groups. More students from the Very
Good and Excellent achieving groups chose a teacher who prepares classroom tests which have similarity
with the ESSLCEE questions than did the students from the Fair and Satisfactory groups.

The FGD data confirms the questionnaire data collected in this regard. For example, one of the
Very Good achieving students explained his views about the qualities that distinguish effective English
teachers from those who are not as follows:

In my understanding, a teacher who teaches from the commercial books that have relevance with
the ESSLCEE questions is a clever teacher. This year, | am interested in my English teacher because of
this.

Another participant from the Fair achieving group expressed his view which has a connection
with the data generated through item 4.

In my opinion, an effective English teacher is not one who prepares classroom tests which appear
on the ESSLCE examination, but the one who explains the questions and let the students prepare for the
examination. The inclusion of questions which may appear in the ESSLCEE in classroom tests reduces
the students’ score on their transcript, the student added.

One of the Satisfactory achievers reported his responses to items 2 and 3 saying that a teacher
who restricts himself to using the textbook contents and who does not bring the past ESSLCEE questions
to the classroom for teaching is not the right teacher.

Among the Excellent achievers, a participant in the FGD characterized an effective teacher of
English as follows:

I think an effective English teacher is not the teacher teaches ignoring the textbook’s contents
which did not appear in the past ESSLCEE questions. For me, effective English teacher is the teacher
who teaches all the lessons in the textbook to improve the students’ communicative skills. Such a teacher
relates the past ESSLCEE questions with the textbooks’ contents. I am happy with what our current
English teacher is teaching us. The reason is that he engages us in the practice activities in the textbook
and in other materials. He also teaches us from the past ESSLCEE questions, relating them with the
textbook contents. He also prepares classroom tests that are similar to the ESSLCEE questions. So, | am
interested in the type of a teacher who restricts himself to textbook contents and does not bring past
ESSLCEE questions to class for teaching.
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The analysis of the FGD data and that of the quantitative data suggests the existence of variations
in the students' perceptions of their English teachers' qualities of instruction. With the exception of the
data obtained in reply to items 27 and 30, replies to all the other ESSLCEE-related items (See Figure 1)
have high total mean scores. This is true regardless of the respondents' academic attainment levels,
compared to the data obtained in response to the non-ESSLCEE-related questions (Figure 2). The
observed mean differences between the items connected to the ESSLCEE and those not related to the
ESSLCEE have implications for how the high stakes ESSLCE examination will affect the students’
perception of the instructional qualities of effective English teachers.

4.2.2 Non-ESSLCEE-Related Items

The basic purpose of incorporating non-ESSLCEE-related items into the questionnaire is to
examine the extent to which the students prefer the items, compared against the ESSLCEE-related items.
The result may help to draw conclusions about the students’ perceptions of the influence of high-stakes
ESSLCEE on the quality of English teachers’ teaching.

The non-ESSLCEE-related items used in this study were adapted from Park and Lee (2006) and
Zurrahmi and Triastuti (2022). As shown in Figure 12, the non-ESSLCEE-related items fall into three
categories: socio-affective skills (items 15, 16, 17; pedagogical skills (items 10, 11, 12, 13, and 14 and
subject matter knowledge (items 7-9).

The items on the socio-affective skills achieved the greatest mean score of all the groups. This
happened regardless of the students' academic achievement levels. Responses to the pedagogical skills
items, on the other hand, had the lowest mean scores. In addition, there is a considerable variation in
mean scores across the four achieving groups for the pedagogical skill items when compared to the mean
scores registered for subject matter knowledge and socio-affective skills. For instance, in response to a
teacher who teaches English in English, the Very Good and the Excellent achieving groups recorded M =
3.27; SD = 0.880 and M = 3.25; SD = 0.897 respectively, while the Fair and the Satisfactory achieving
groups recorded M = 2.59; SD = 0.494 and M = 2.69; SD = 0.771. The data manifests notable mean
differences between the two categories of the four achieving groups: Fair and Satisfactory achieving
groups in one category and Very Good and Excellent achieving groups in the other category. Figure 2
below summarizes the data on the influence of the ESSLCEE on the students’ perceptions of effective
teachers’ teaching qualities.
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An effective English teacher hH-H -THH .—H-m .-H-m -TH—H
: . . Satisfactory| Very Good | Excellent
is the one who: - Ve
Fair (30-39)1 ™ 5079y " | (80-89) | (90-100) | Lo
B 7. Speaks English fluently. 4.16 4.22 4.33 4.38 4.23
m8. Resourceful with English 3.75 3.94 3.99 413 3.91
vocabularies.
m 9. Knowledgeable with English 127 103 136 433 418
grammar.
B 10. Teaches English in English. 2.59 2.69 3.27 3.25 2.8
@ 11. Teaches all language
components prescribed in 2.9 2.86 3.84 3.88 3.1
textbooks.
@ 12. Provides opportunities to all
students to use English through 2.82 2.97 3.81 4.04 3.14
practicing in pairs and groups.
@ 13. Teaches providing authentic
materials for improvement of 2.79 2.71 3.85 3.96 3.01
students' communicative skills.
m14. Pr;pares_test_s addressu_lg all 275 276 337 4 303
learning objectives of subject.
=} 15. Arouses students’
motivation for learning English. 417 4.28 4.28 4.33 4.25
@16. Listens to students 431 136 439 437 4353
opinions.
@17. Treates all students fairly 439 434 437 437 436
with no discrimination.

Figure 2. Responses to influence of ESSLCEE on students’ perceptions of teachers’ teaching qualities
(non-ESSLCEE-related items)

The high achieving groups, i.e., Very Good and Excellent achieving groups, acknowledged an
English teacher who teaches English in English, teaches all the language components presented in the
textbooks, engages students in meaningful classroom interactions in pairs and groups, provides authentic
materials to improve the students’ communicative skills, prepares classroom tests targeting the attainment
of the objectives of the subject more than did the low achieving groups, i.e., Fair and Satisfactory
achieving groups. However, regarding the mean scores across the four achieving groups for subject matter
knowledge and socio-affective skills, high and closer mean scores are registered. For example, in
response to a teacher who arouses students’ motivation for learning English Very Good and Excellent
achieving groups documented M = 4.28; SD = 0.454 and M = 4.33; SD = 0.482 respectively, while the
Fair and Satisfactory achieving groups recorded M = 4.17; SD = 0.425 and M =4.28; SD = 0.561. Thus,
the variations of mean scores which exist among the four achieving groups are not notably observed as
that of the mean scores of the items under the category of the pedagogical skills. The reports from FGDs
corroborate with the data from the questionnaire.

In connection with the issues of subject matter knowledge and socio-affective skills, responses of
different achieving groups are modeled below. The responses reveal the similarities in the participants’
perceptions. Regarding the subject matter knowledge, one of the satisfactory participants mentioned that a
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teacher who teaches English should be better than his students in their knowledge of the subject. Another
respondent from the Very Good achieving group reported that an effective English language teacher is the
one who masters all the skills of the language they are teaching. Concerning the socio-affective skills, one
of the Excellent achievers held the view that ‘an English teacher, as well as teachers of the other subjects,
should not make any bias against their students based on their kinship or religion’. Similarly, a Fair
achiever stated that an English teacher should understand the feelings of their students and welcome their
students’ opinions accordingly.

The perceptual differences observed between Fair and Satisfactory, and Very Good and Excellent
achieving groups are also substantiated further by the FGD data. For instance, one of the Very Good
achiever participants explained his views about the requirements that describe an English teacher as
effective in the following way:

As 1 think, the teacher should help us to practice all the activities in the textbook and even from
additional material to enable us to use the language effectively. We are not only preparing for
examinations; we are learning the English language skills because they are the bases of our further
education. As | evaluated what and how the current English teacher is teaching us, it is not good. We are
not satisfactorily practicing the activities in the textbook.

Another member of the Excellent achieving group indicated that learning English was important
to him for reasons other than just passing the national examination. He is willing to employ the langauge
in his future scholarly work. Extending his justifications, he labeled an English teacher as a bad teacher if
they don't assist students in using English. The participant's explanation is shown below in both its
original and translated forms:

Personally, | learn English to use the language effectively. | am not learning English only to pass
entrance exam. If | am poor in English, in university, | could not score good garde in the courses | take. If
my English teacher does not engage me with activities that help me to use the language, he is not the right
teacher.

Another view which is almost opposite to the Very Good and Excellent achievers’ view is
forwarded by one of the Satisfactory achievers as such:

As to me, as we are preparing for national examination, a teacher should not attempt to teach all
activities found in the textbook. In my class, our current English teacher is teaching us considering our
interests.

In a nutshell, the impact of high-stakes ESSLCEE on students' perceptions of English teachers'
teaching qualities is visible when the data obtained from non-ESSLCEE-related and ESSLCEE-related
items are compared. The low achieving groups perceived their English teachers' teaching qualities more
negatively than did the high-achieving groups. This finding is agrees with the findings reported by Owusu
(2021), Park and Lee (2006) and Wichadee (2010).

To determine whether or not significant differences exist among the four achieving groups, the
mean scores were computed using one-way ANOVA (see Table 1).
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Table 1. Significance test results for students’ views towards EFL teachers’ teaching
Sum of df Mean F Sig.
Squares Square
Between Groups  2088.662 3 696.221 158.318 .000
Non-ESSLCEE-Related Within Groups 1662.293 378 4.398

Items (‘number 19-22, 23, Total 3750.955 381
25,28, 29, 31, 33 and34’)
ESSLCEE-Related Items Between Groups 6.163 3 2.054 .900 441
(‘number 24, 26, 27, 30,32 Within Groups 862.999 378 2.283
and 35”) Total 869.162 381

As shown in Table 1, the test result for the mean score of responses given in response to
ESSLCEE-related inquiries about students' opinions of their EFL teachers' instruction is statistically
insignificant. It shows that there were no discernible differences in how students perceived the
instructional qualities of EFL teachers that were relevant to the ESSLCEE questions among students of
various academic achievement levels. However, the test result of the students' perceptions of the non-
ESSLCEE-related items that show their EFL teachers teaching caracteristics demonstrate as a test of
statistical result is significant (p < 0.05). The specifics of the test are shown in Table 2 below.

Table 2 . Post Hoc Tests (Tukey HSD) students’ views towards EFL teachers’ teaching of non-
ESSLCEE-related items
(1) Achievemt (J) Achievement Mean D/ce Std. Sig. 95% Confidence
(1-J) Error Interval
Lower Upper
Bound Bound

Fair (50-59) Satisfactory (60-79) -.237 254 787 -.89 42
Very Good (80-89) -5.440" 325 .000 -6.28 -4.60
Excellent (90-100) -6.123" 472 .000 -7.34 -4.90
Satisfactory (60- Fair (50-59) 237 254 787 -42 .89
79) Very Good (80-89) -5.204" .300 .000 -5.98 -4.43
Excellent (90-100) -5.887" 456 .000 -7.06 -4.71
Very Good (80- Fair (50-59) 5.440" 325 .000 4.60 6.28
89) Satisfactory (60-79) 5.204" .300 .000 4.43 5.98
Excellent (90-100) -.683 499 519 -1.97 .60
Excellent  (90- Fair (50-59) 6.123" 472 .000 4.90 7.34
100) Satisfactory (60-79) 5.887" 456 .000 471 7.06
Very Good (80-89) .683 499 519 -.60 1.97

*The mean difference is significant at the 0.05 level.

From the findings shown in Table 13, it can be deduced that Fair achievers perceived non-
ESSLCEE-related items considerably differently from Very Good and Excellent achievers. The difference
between the Satisfactory achieving group and the Very Good and Excellent ones is also quite large.
However, there is little difference between the Fair and Satisfactory ratings. The Very Good and the
Excellent achieving groups show a similar lack of a statistically significant difference. The results indicate
that low achievers were less engaged with a teacher who did not focus on language skills that would help
them do well on high-stakes exams. The statistics show that high achieving groups had a more favorable
opinion of the EFL teachers' teaching qualities regarding non-ESSLCEE-related items than did the low
achieving groups, i.e., Fair and Satisfactory. The findings reported by Owusu (2021), Park and Lee
(2006), and Wichadee (2010) are somewhat relevant to the current findings.
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4., Discussion

Analysis that has been made under is about the influence of high-stakes ESSLCEE on students'
perceptions of English teachers' teaching qualities. Comparing the data obtained from non-ESSLCEE-
related and ESSLCEE-related items, the impact of high-stakes ESSLCEE on students' perceptions of
English teachers' teaching qualities is noticed. Regardless of the students’ academic achievement levels,
the results from questionnaire and FGD show that students more favored an English teachers who teach
specific contents or materials and strategies that help them to succeed in the coming ESSLCEE than
teachers those strive to help them improve the general English. The test result of students’ perceptions of
English teachers’ teaching qualities regarding the non-ESSLCEE-related items shows as statistically
significant difference is reported among students of different achieving groups. Regarding the test result
of ESSLCEE-related inquiries, however, statistically insignificant difference is reported. The results infer
that high achieving groups more acknowledged an EFL teachers who teach English in English, teach all
language components prescribed in the textbooks, engage students in meaningful classroom interactions
by involving them in pairs and groups, provide authentic materials which improves students’
communicative skills and prepare classroom tests targeting the attainment of the objectives of the subject
when compared to the low achieving groups (see Figure 1). It is examined that the impact of high-stakes
ESSLCEE on students' perceptions of EFL teachers' teaching qualities is remarkable when the data
obtained from non-ESSLCEE-related items and ESSLCEE-related items are compared. It is reported that
students of the low achieving groups perceived their English teachers' teaching qualities more negatively
as a result of the high-stakes ESSLCEE. As far as the existing literature on washback studies is reviewed,
the current finding has brought new insight about the influence of high-stakes examination on students’
perceptions of teachers’ teaching qualities. Studies conducted by Owusu (2021), Park and Lee (2006) and
Wichadee (2010) which were conducted purely on teachers’ teaching qualities as perceived by the
students have some kind of connection with the present finding. Owusu’s study revealed that students
wanted their teachers to concentrate on language areas that would only make them perform well in the
high-stakes tests. Park and Lee investigated the qualities of effective English teachers as perceived by
high school students in Korea. The result of the study shows that variables such as gender and students’
academic performance seemed to have contributed significantly in the way students ranked certain
gualities of effective English teachers. Similarly, a study conducted by Wichadee at Bangkok University,
Thailand revealed that statistically significant differences were found in the students’ perceptions among
different levels of English proficiency towards the qualities of effective English language teachers. Like
the current study, however, Owusu, Park and Lee’s and Wichadee’s studies did not give attention to the
perceptual differences may exist among students of different achieving groups because of the influence of
high-stakes English tests on students’ perceptions of English teachers’ teaching qualities.

5. Conclusion

In general, conclusions were drawn based on the findings of the study. As such, the influence of
ESSLCEE on students’ perceptions towards EFL teachers’ teaching qualities was clearly noticed.
Particular to the non-ESSLCEE related responses, there is significant differences among students because
of their academic achievement levels. The study was carefully designed, data was ethically collected and
the results were critically analyzed. However, there are some limitations that need to be considered for the
future research to be conducted in the area. First, since such study has not been conducted in the context
of the country so far, there might be some more questions and FGD items needed to be included to obtain
more data in depth. Second, the study focused on few selective schools which may not exactly represent
the remaining schools found in the country from corner to corner. Hence, future researchers can
incorporate more items of the questionnaire and FGD, and extend their study areas where the current
study excluded.
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